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‘Policy, Curriculum and the Teaching of English Language
in the Primary School

Abstract

This thesis sets out to examine the ways in which changes in political
thinking affect policy in respect of the teaching of English language in the
primary school. In particular, there is examination of the impact of liberal /
progressive and New Right thinking in this area. It also examines how and
to what extent these views appear in curricular documentation at national
level in both Scotland and in England and Wales. ”

In order to accomplish these tasks, the study is dependent on data and
methods of investigation from a number of different disciplines. Firstly, there
is the consideration of the historical dimension, in which there is examination
of the ways in which curricular policy in primary English language (within the
context of broader issues affecting primary education in general) has
evolved in the two macrosystems under discussion. Secondly, there is
investigation of the linguistic dimension - the ways in which changes and
developments in language theory have permeated - or perhaps just as
revealingly - have pot permeated national guidelines. Thirdly, the ideologies
and philosophies which have proven to be powerful drivers in the
formulation of policy with respect to this field are examined. Lastly, there is
the empirical dimension, in which key players in the formulation of the 5-14
national guidelines in English language in Scotland are interviewed, using

an open ended interview format.

In terms of the examination of the relationship between ideology and
curriculum policy, the study looks at the concept of the policy community and

applies this to the field of English language. In so doing, it draws upon the
work of Humes, McPherson and Raab, Ball, and Lawton. Key documents
from the past such as the Plowden and Bullock Reports and the Primary

Memorandum of 1965 in Scotland reveal how the policy processes have
traditionally operated in the age of consensus; and these are aligned with
texts of New Right provenance. The technique of critical discourse analysis
is utilised to gain access to the underlying discourses of power which



operate in these latter texts. The processes by which policy becomes
curriculum in primary language are then scrutinised in detail.

The thesis then moves on to examine the pedagogy of the teaching of
primary English language as expressed in the national orders or guidelines
themselves according to three indices of analysis. The first of these is the
needs of the systems within which the guidelines are to be effective, and
special attention is paid in this context to the role and effect of assessment.
Secondly, the ways in which the guidelines are driven by ideological
concems is discussed and within this context there is a review of the extent
to which these concerns surface in the guidelines in both England and
Scotland. Thirdly, the models of language which are encapsulated in the
documentation are examined. In order to accomplish this, it is necessary to
review the background in developments in linguistics. The statements in the
guidelines themselves are aligned with this background.

The last major theme is the consideration of the extent to which the
guidelines or orders are affected by differing perceptions of teacher
professionalism. In this context, a model of the professionalism of the primary
teacher in English language is developed and once more the guidelines are

compared with this and conclusions formed.

The final chapter seeks to return to the conceptual framework of the study
and the research questions which are posed within that framework. There is
discussion of the major themes which have emerged from the investigation -
the importance of ideological concerns in the framing of educational policy:
the relationship between language and power in this field: the way in which
policy drives curriculum and how key policy actors operate: and lastly the
complex web of relationships in discussion of policy, pedagogy and
linguistics.

Alastair D McPhee | March 1996
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CHAPTER ONE

INTRODUCTION

-

The Conceptual Framework and Scope of the Study

The purpose of this section is to outline the principal and subsidiary
areas of investigation of this thesis and to provide a conceptual
framework within which the investigation will take place. The
boundaries of the research in terms of documentation, terminology
and time will also be outlined.

The first major theme to be pursued will be that of the potential
impact of changes in political thinking on policy towards the
curriculum in primary schools as defined in national guidelines on
the primary curriculum as a whole and on the teaching of English
language. English language is selected because it represents an:
area within which there has been considerable political debate,
because there has been a wide divergence of views, and because it
IS an area which is considered by many, both within and outside the
education system, as of considerable importance. In this respect,
there will be a number of research questions:

e What different political views of the primary curriculum and

of the teaching of English language emerge? In particular,
there will be examination of the impact of New Right and

liberal/progressive thinking upon this area.

e How and to what extent are these views realised in
curricular documentation at national level?

This investigation will be contextualised within the development and
evolution of policy with respect to the production of national primary
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school curricular guidelines in England and Scotland. The research
question which will figure most prominently in this area will be:

* |s it possible to discern a distinct line of policy
development with regard to the production of national
primary curricular guidelines in the systems of England and
Scotland?

Sub-themes to this area of investigation will be the degree of
interrelatedness between the sets of national curricular guidelines
which operate within each system and an attempt to account for any
observable differences in terms of policy, interpretation or emphasis
by the communities responsible for them. In this area, there will be
special emphasis on the genesis of the guidelines in English
Language developed as part of the 5-14 development programme
in Scotland, and the National Curriculum Orders for English in
England. The study will therefore examine the links between
ideologies, the policies which ensue from these ideologies, and the
curricula which emerge from the implementation of these policies.
The part played by institutions such as the Scottish Office Education
Department, HMII, and the CCC in the interpretation of policy will

also feature in the study:.

The second major theme in the thesis will be related to the above. It
will investigate views of the pedagogy of language teaching which
are enshrined in the different sets of guidelines. In particular, the
extent to which views of the pedagogy of language teaching in the
primary sector are system-oriented, ideology oriented or theory-
oriented will be examined. The term system-oriented implies
investigation of whether national language guidelines are devised
in order to meet the expectations of system users and, in particular,

members of the teaching community. The term ideology-oriented
implies investigation of whether or not the principal driver of a
particular set of guidelines or an aspect of these guidelines is an
ideology. Lastly, the investigation of the theory oriented aspect asks

2



whether guidelines are developed to incorporate a particular
theory of language and thus to advance learning through the
working out of that theory in practice. A corollary of this is to ask what

the effect might be of rejection of other language theories which

could have equal or more pressing claims on the primary school
curriculum in English language.

The third and last major theme in the study will be an examination of
the interpretations of teacher professionalism which underpin the
documents. Within this topic, investigation of teacher
professionalism will require consideration of the ways in which -
these views relate to perceptions of teacher status. it will also
require consideration of how they relate to perceptions on the part of
those who will be required to implement the curricular guidance or
prescription which the documentation affords. Lastly, the ways in
which these perceptions of professionalism relate to
political/ideological concerns will be considered.

At this stage, it will be useful to define the parameters within which
the study will operate. Firstly the study will restrict itself to
consideration of major national curricular documentation. These will
be documents which represent major staging posts in the

development of thinking - perhaps in a linear fashion, perhaps via
movement and counter-movement - towards the positions
articulated by the 5-14 National Guidelines on English Language

and the National Curriculum Orders in English.

Secondly, definition of the term "national curricular guidelines” itself
is required. This will represent that documentation - advice, orders

or guidelines - which relates to the curriculum in the primary stages
as a whole, and to the teaching of English language within the
primary sector. It might be possible to refine that by limiting
investigation to, say, the early stages or the later stages: but what
this study will concem itself with is the sum total of language
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experience which is undergone by children when they attend
primary school.

Thirdly, throughout this study the term "language" will refer to
language in the sense of the totality of language teaching. That is,
the four modes of reading, writing, speaking and listening plus the
aspect of knowledge about language. it is accepted that it is
profitable to specialise and investigate more closely in each of these
areas. For example, one might look at the initial teaching of reading,
or at the role of talk in the later stages. However, this thesis is
concerned with the view of language formation as a whole, over the
primary school as a whole. It is felt that there is a lack of this kind of
overview in curricular studies, and thus this work attempts to partially

fill the gap.

Fourthly, it is important to specify the scope of the thesis in terms of
dates and time scale. In England and Wales, the study commences

with the Hadow Reports. Hadow is selected as the starting point
because the reports on the Infant and Primary schools represent the
statement of intent of most significance prior to the Plowden Report.
The study will terminate in terms of time scale with the 1991 National
Curriculum Orders following the publication of the Cox Report, and
this must be seen as a major focus for comparison and analysis. It

has also been selected as a cut-off because subsequent
developments - eq the Dearing Review - are reactions to situations
such as professional unrest and concern over issues such as
workload, and because during the timescale of this investigation the
final position with regard to these concems was as yet unclear,
although the relevance of these reactions to the imposition and

management of policy is accepted.

In Scotland, the starting point is the 1946 Advisory Council Report
which was the direct antecedent of the 1950 Primary Memorandum.
This is the terminus de quo because it represents a major statement
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on the development of the primary school curriculum in Scotland,
and because if a focus later on must be the 1965 Primary
Memorandum, then this latter document can only be understood in
terms of its antecedents. The terminus ad quem will be the 1991 5-
14 National Guidelines for the teaching of English Language. These
may be seen in very broad terms as cognate in Scottish terms to the
National Curriculum Orders of the previous year. They are broadly
also the offspring of the same ideology which produced the National
Curriculum. This will allow comparison between the systems and
also access to ways in which the Scottish education policy
community or the language policy community processed that
Ideology into practice.



CHAPTER _TWO

METHODOLOGY AND RATIONALE

Investigating within the Conceptual Framework

The introduction in the previous section has attempted to lay out the
conceptual framework of the study and the definition of the limits within
which it operates. It is the task of this section to describe the processes of
Investigation and to attempt to describe in some greater detail the paths
down which the investigation itself has proceeded. In any study of this
nature, there have to be made decisions which will shape the areas for
iInvestigation, the research methods which are employed, the starting and
finishing points, and so on. This section will attempt to elucidate and clarify
these decisions and the reasons for taking them in the light of the information
which was available at the time the study was carried out. But it will hopefully
also be a part of this section to attempt, within that framework, some further
definition of terms and terminology employed, as the interpretation of these
may be of great importance in understanding and interpreting the thesis.

The Historical Dimension

In the Introduction, reference was made to the historical dimension. The
question might then be asked: is this a historical study, investigating the
history of policy making in education and the ideological or political
constraints which might drive that policy? This question illustrates the kind of
decision, referred to above, which has to be taken. In this case, it was
decided to employ historical data in order to shed light on the ways in which
educational policies have been formulated in Scotland and in England and
Wales. Yet taking that decision involves a consciousness of what historical
data are to be examined, whether primary or secondary sources or both are
to be employed, and whether the investigative approach should limit itself to
merely preparing a historical, essentially sequential approach to accounting
for events or whether in fact a deeper level of investigation is necessary
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which not only sequences events but attempts to account for the
circumstances, both socioeconomic and political, which caused these events
to occurl . An even greater decision is the extent to which the historical
element should figure in the study, and the other elements which might be
omitted or diminished if such an approach were adopted. Further
investigation reveals that within the historical field, other disciplines come
into play. Policy studies is one of these. This sub-discipline, essentially of
sociology, has been much in focus in recent years as investigators and
theorists have sought to fill in the contextual details to historical research by
explaining how policies come to be formulated and how they might be

implemented with the interests of certain groups in mind.2 Succeeding
sections will discuss the relevance of policy studies to this study and the part
which this discipline can play in the investigation.

Thus, having taken the decision that the study will not primarily be a
historical one, what will be the part which historical data might play? In what
way might they illuminate discussion of the research areas outlined in the
previous section? How might historical considerations illuminate our
understanding of policy and curriculum in the field of the teaching of English
language in the primary school, and what historical methodologies and

approaches might be used in the gathering and interpretation of data?

To answer the first question, it is necessary to discuss and define the
limitations to the role of historical data in the study. The aim in this respect is
to investigate the emergence of a line of policy development with regard to
the production of national guidelines in primary language in Scotland and in
England and Wales. To access these lines, to decide whether or not they are
distinctive and different and then to undertake a comparison with the current
provision and nature of primary language guidelines requires consideration

1 As Hinchcliffe (1978) comments:

“Much historical writing of a secondary character tends to be either a synthesis of selected
elements or a generalised account of a sequence of events. In consequence, what actually
occurred in the past, the reasons for it, its relationship with other occurrences and the
outcome may be obscured, distorted, or in some cases, subordinated to the writer's point of
view”

Gerald Hinchcliffe “Piecing together: The Pedagogical Model” in “Historical Research”™; A
Chadwick, G Hinchcliffe, M Stephens and B Tolley: TRC Rediguides, 1978.

2 eg Humes (1986 and 1994); McPherson and Raab (1988) comment on the emergence of
policy studies as almost a subdiscipline of sociology.
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of the documentation which has preceded the present arrangements. To
undertake that consideration one has to have access to historical documents

in the form of productions from the various government departments charged
with the formulation of policy within the primary school sector." Such
documentation might include guidelines which were specific to the provision

of primary school teaching in English language3 or documents which were
more generally intended to cover a much wider area of concern within the -

primary school.4 These documents therefore are the primary historical
sources in the investigation. But there may be other documents which are

able through commentary and analysis to shed light on the primary sources
and which will have to be subject to critical scrutiny and evaluation in the

course of the construction of the thesis: these will be the secondary sources

and as such will be recognised through footnote and bibliographys . In this
study it is not intended to offer a separate section in which the relevant and

appropriate literature is reviewed and analysed.6 Rather it is thought more
appropriate to feed in textual support for points as they are made. Therefore,
to summarise the first point, historical data will be used to determine the
contextual background to the production of the current sets of curricular

guidelines both north and south of the border and to show, by contrast and
comparison, whether these new curricula represent substantial change from

the models which have been used in the past and if so what the effects of
these changes might be.

Having defined therefore the role of historical elements in this research, it is
appropriate now to discuss the reasons for the cut off dates which have been
given in the Introduction in the previous Chapter. In Scotland, the 1946

Report of the Advisory Council? has been chosen for two reasons. Firstly, it

represents the first major post war pronouncement on primary education:

and secondly, it was of considerable influence in the formulation of the 1950

3 see, for example, COPE Papers and the documentation issued by SCOLA: these are cited
in the Bibliography at the end of the study.

4 see, for example documents like the 1965 Primary Memorandum in the case of Scotland or
the Plowden Report (1967) in the case of England and Wales.

S “Educational Research” ; Borg and Gall: 1989; Longman; Page 115 and especially in this
context, Page 817

6 The case for such separate analysis is made by a number of commentators on educational
research, such as Borg and Gall 1989; Page 114 and ff: Anderson 1990; Page 97 and ff;

Merriam 1988; Page 53 and ff.
7 Report of the Advisory Council on Education in Scotland; Cmd 6973; HMSO 1946
8



Primary Memorandum,8 which is in itself a primary source of major:
importance to this study and research. It can be argued that the 1946
Advisory Council Report was the product of earlier developments, and so
indeed it was: the result of continuous flow of development which had been
going on since at least the nineteenth century. But even within the context of
research which is genuinely historical in its thrust, there have to be
beginnings and there have to be endings, and this decision has been taken
because it helps to provide a starting point which may be seen as the
commencement of a new direction in primary education policy and one
which has been of profound influence in subsequent curricular
developments. In terms of the decision to close the era under investigation
with the current 5-14 National Guidelines in English Language, the decision
IS much simpler - they represent the current statement of official thinking in
this area and as such are worthy of investigation in terms of their origins,
context, pedagogical and curricular approaches. Further, these are the
guidelines which have been set against the historical data in order to
determine the extent to which they represent new directions, the extent to
which they are driven by ideology and the extent to which the influence of

the policy community has operated upon them. By employing a
consideration of historical data, it should be possible to establish whether

there is a distinctive Scottish line of development against which this
comparison might effectively be made.

In terms of England and Wales - though for the purposes of this study
distinctively Welsh aspects such as Welsh language and culture will not form
part of the consideration - it is perhaps more difficult to establish a clear

starting point such as the 1950 Primary Memorandum in Scotland.
Consequently, the decision was taken to establish a starting point of
comparable significance to the 1950 document. This proved more difficult to
undertake than might seem the case. Whereas in the nineteen sixties there
was a burgeoning of curricular documentation in the 1965 Primary
Memorandum and the Plowden Report and direct comparison is possible
because these two documents are contemporary and, moreover, born of the
same thrust in thinking, there is no cognate document for England to the
1950 one. The predecessor to Plowden is in fact seen as the three Hadow

8 “The Primary School in Scotland”; HMSO Edinburgh; 1950
9



Reports dating from the days of the Advisory Council in the late nineteen
twenties and early thirties, and so the decision has been taken to use them

as the starting point for consideration. This apparent time-lag in itself may be

significant for purposes of comparison and the construction of a model® of
curriculum development in England and Wales.

The closing point for consideration in the system south of the border is
equally difficult to determine, though for very different reasons. There has
been a plethora of educational documentation since the implementation of
the Education Reform Act of 1988, and much of this documentation for
reasons which will become apparent, relates to English language and the
concept of “basic skills”. It is therefore a matter of choosing to terminate with

a document which may be of some use in constructing a comparison with the
cognate document operative in Scotland and for that reason it has been
decided that the appropriate text is the 1990 National Curriculum Orders in
English. These were written following upon the publication of the Cox Report
on English 5-16 and therefore reflect much of the thinking of the time as well
as the processes of policy and pedagogy which were enshrined within it. It is
recognised that there have been at least two subsequent revisions, some -
concemed with the primary sector and others of greater relevance to the

secondary, and that the publications of the Dearing proposals of 1994 and
1995 have again changed the picture. However, to bring such changes into
the present study would be to present a distorted view - in terms of the
subsequent politicking and teacher revolt - of the fundamental and
ideologically driven processes which empowered the construction of the.
original guidelines, and therefore the decision has been taken to cut off at
the 1990 Orders. It is recognised that this decision might be seen as in some
respects an arbitrary one and one which moreover ignores one of the more
important aspects of views of teacher professionalism. However, it is felt that
the distortion which might occur from an undue consideration of these
aspects is an unacceptable risk: further, views of teacher professionalism will
indeed be examined in some detail in a later part of this thesis.

9 The dangers of using models in this way are outlined by, for example, Bastiani and Tolley:
“While planning models can be a useful framework...... they often suggest a more tight topic
and a fixed set of relationships” It is wished to be made clear at this stage that these dangers
are recognised in the present study and that account will be taken of them in the use of the
models which emerge from the process. (“Researching into the Curriculum”; Bastiani and
Tolley: TRC Rediguides 1979)
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The previous discussion will have gone some way to answering the second
of the questions which were posed: to what extent will sets of historical data
lluminate the areas which are the principal focus for the study. It has been
suggested that they will enable lines of development to be traced and that
they can be used to show comparison with current thrusts and momentums.
They can also be used to demonstrate ways in which thinking changes, from
one age to another, from one government to another, from one set of policy
actors to another: and this will be pan of a subsequent discussion in this
section relating to philosophical concemns. Further, historical data can shed
light on the actors themselves, how they react to certain thrusts in thinking
and how they change policies in order to counter these thrusts. In turn, other
actors in the policy world see other directions and prepare counter -
movements, or take the established impetus further down a particular line of
thinking and therefore on to a further line of policy development and
implementation. Historical data locate events within a time frame, and -
therefore they also assist by helping to explain how educational thinking
may be a reaction to, say, events within the economic or social policy
domains. Where such data can be employed in this way, recourse has been
had to them, through primary and secondary source documentation as

defined above.

.t

The third question, relating to how historical considerations might illuminate
our understanding of policy and curriculum in the field of the teaching of
English language in the primary school, and what historical methodologies
and approaches might be used in the gathering and interpretation of data, -
must now be discussed. Once again, some progress has been made in this
area in the light of previous discussion: however, this will require to be
amplified and developed. As has been stated, the spirit of a time can shape
the thinking of a generation. To misquote the proverb, there is nothing which
can stop an ideology whose time has come. Therefore, consideration of
historical and philosophical - ideological contexts must inevitably proceed
hand in hand to a certain extent. Since curricula are the products of
ideologies after the refinement of the policy and implementation processes,
what is taught in the classroom at the end of the chain may be removed from
the original statement of intent by several stages, but it will still inevitably be
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related to the chain of events, however loosely; however strong the impact of

the policy community10 may be be upon it. Through that chain, we can
interpret the impact of policy communities in one sense by comparing
ideological statements and policy drivers and the eventual curricula which
emanate from their articulation. Historical documents and consideration of
them in that context enable us to have access to points along the process
and to understand some dimensions of how the process might have
operated. Other ways in which we might have access could be, for example,
to interview policy actors or to distribute questionnaires to them. This aspect
in particular will be subject to discussion later in this section.

The methodology by which historical aspects are investigated is important,
because it affects the ways in which data are read and interpreted. In this
study, the decision was taken to construct a number of historical surveys and
to articulate the data emerging from these surveys as a continuous narrative.
The primary sources for these surveys, which do not feature as a substantive
part of this thesis but rather as data from which the thesis itself is abstracted,
are official documentation which has its provenance in one or other of the
government offices with responsibility for education or education policy,
quasi-autonomous non governmental organisations (Quangos), documents
emanating from Her Majesty’s Inspectors of Schools, both in Scotland and in
England and other official publications. A complete list of the documents
consulted is provided in footnotes where this is appropriate and within the
Bibliography. Since the provenance of such primary source material is clear,

the constraints of external criticism11 do not apply - they are what they say
they are. They are of course subject to intemnal criticism during the evaluation
stage which leads to the construction of the thesis itself.12 Secondary
sources which have been used include commentary and analysis of these
official documents, both contemporary and subsequent to the events,

historical and educational texts and texts on political and social theory which
illuminate these aspects.

The decision to construct such narrative frameworks was taken because it

10 see discussion of McPherson and Raab “Governing Scottish Education” in subsequent
sections.

11 “Research Methods in Education”; Cohen and Mannion; 1985; Croom Helm; Page 57
12 see Cohen and Mannion (1988) op. cit. Page 58
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enables a coherent and consecutive approach to be taken to the analysis
and presentation of these historical aspects. It enables facts to be stated, but
it also enables historic events to be connected to each other and for the
relationship between one document and its context (described in the above
terms) and another to be established. Hence, It might be possible, for
example, to establish relationships between one document and others over
time, or between one and another of the two educational systems under
investigation. Narration does not preclude analysis; it is only one way in
which the results of that analysis might be presented, and it was felt that in
the context of the present study it was the most appropriate. Narration also
permitted analytical comment to be interwoven into the text of the
presentation of data, and this was attempted where it seemed to be most
relevant. Subsequently, the results of this process of narration and analysis
are discussed within the main text of the study . Although these narratives
were themselves substantial they do not form par of the main text because
they were essentially data gathering devices and it is in this light, and within
the constraints of length that the decision was taken not to include them.

The linguistic dimension

A historical approach can, however, be used with respect to documentation
and spheres of research other than those which deal with events and
documents. This has been the approach identified as the most appropriate
when dealing with the background of developments in educational
linguistics. If one chooses to investigate the construction of national
guidelines in English language, then there is an obligation to understand
what is going on in the world of research into educational linguistics:
otherwise there can be no comprehension of whether guidelines are
progressive, recidivist or neutral in nature. On the other hand, this is not
intended to be itself a study into educational linguistics. Again, the
researcher is at the fork in the road, and has to decide which way to turn, or
indeed how far to go down any particular turning. Since there is an intention
to use the background of research into educational linguistics but not to carry
out an empirical research project in that particular domain, the question
remains of how best to align this essential linguistic awareness with the rest
13



of the study and how best to use it in illuminating the main focus of research -
the guidelines themselves. The decision was taken to use an historical
method, again within the framework of a narrative in order to accomplish this
task. This narrative is to be found within the text of Chapter Six. The
justification for employing this methodology is that it will firstly enable an
alignment of investigative method with that previously described above and
therefore there will be some consistency of approach. Secondly, such an
approach will enable the consideration of the development of language
research and language theory at the same time as the production of the
curricular documents themselves - a further refinement of the alignment
described above. Thirdly, the benefits of understanding of relationships and
connections which the narrative approach entails will be transferable to the
linguistic dimension if the narrative method is employed.

It is wise at this stage to delineate how in fact the linguistic background was
researched. The author is extremely fortunate in being a colleague of
Andrew Philp, who himself studied and later researched with MAK Halliday
in London. Philp’s understandings of the linguistic considerations which
bear on the present field of study are profound, and although influenced by
his espousal of systemic linguistics and all that is Hallidayan, he is a more
than articulate observer of the entire field of educational linguistics and has
published in this area. The opportunity was therefore taken to hold extended
discussions with Andrew Philp over a number of sessions in which

educational linguistics, their development and current status were
discussed, as well as to take due cognisance of his published work. This

provided a starting point for the various important staging posts in the
development of research in educational linguistics over the past forty or so
years to be identified, as well as providing an opportunity for the writer to
reflect on the changes which had occurred in this field since he was an

undergraduate working in this area himself. It was recognised that Philp
himself might have held, or might indeed hold, a view which was biased by
his own training and his own interpretation of the realities of current
research. However, once this recognition was made, it was possible to probe
deeper into such areas such as systemic linguistics, traditional grammar,
- genre theory and discourse theory which have been of great relevance in
recent discussions on linguistics in education and indeed on the teaching of
14



English language in the primary classroom. This process has been
undertaken with respect to primary and secondary sources concerned with
these areas, and they are acknowledged in both footnotes in Chapter Six,
and in the Bibliography. Again, it should be recognised that this is not in itself
a thesis on linguistics; but rather one where an understanding of the part
played by theories of language in the construction and revision of policy is
necessary.
This use of the knowledge and experience of an acknowledged expert in the
field can further be justified not in theoretical terms but in axiological terms.

Anderson 13 defines this as the “theory of experience” or “insightful
observation”. Axiological knowledge is found in the literature written by
practitioners whose experience leads them to important conclusions and

generalisations. It is in this light that use has been made of Andrew Philp’s
expertise, and the important distinction between this and theoretical

knowledge is made.

Consideration of linguistic factors is important, because another technique
which will be employed in the present study is that of critical discourse
analysis. This technique, covered in Chapter Three in detail where it is used,

gives the researcher access to ways in which specific power sets are
articulated by policy actors, and through these to the underlying assumptions

and ideologies which drive the statements. This technique is well
established as a tool for investigations of the relationships between power

and language and policy, and is used by, for example, Ball (1990 ) and Tikly
(1994).14 It is further covered by Cookson15 who argues that there is a super-
elaborated code which is used by the power elites and which relates to a
concept of cultural superiority which is fostered by the classical curriculum
and which in turn empowers them with moral superiority and powers of
leadership. Consideration of the unpacking and analysis of these discursive
frameworks is important in understanding how elites, policy formers and
policy actors think and operate. Since this study will be centrally concermned

13 “Fundamentals of Educational Research”; Gary Anderson; 1990; Falmer Press: Page 46
14 for specific references, see subsequent sections.

15 “The Power Discourse: elite narratives and educational policy formation”; Peter W Cookson
Jr: in “Researching the Powerful in Education”; ed Geoffrey Walford; UCL Social Research
Today Series 1994. See particularly Page 119 and ff.

15



with the ways in which primary language policy is formed and how it is
translated into curricular guidelines for use in schools, clearly it will be
advantageous to use techniques of critical discourse analysis in accessing
these factors. -

The philosophical - ideological dimension

A further strand of the research which will require discussion in this section
will be the ideological/philosophical aspects of the study. At this point it is
perhaps appropriate to define exactly what is meant by ideology. For the
purpose of this thesis, an ideology is a cohesive set of ideas and beliefs
which may be broadly defined and categorised. Examples of this which
illustrate the concept employed and which operate within the study are the
entities “Progressive” and “New Right”. The author is aware that ideology
can be defined in other, much more specific ways, and indeed that these

definitions are active within the realm of educational research.16 However,
what Is required in this study is a holding term within which these broad sets
of ideas and beliefs can be accommodated, and which would be
recognisable to a wider community. Therefore this is the definition of

Ideology which has been adopted in this case.

Consideration of ideology takes the researcher into the sphere of
philosophy. The links between ideology and philosophy are strong, just as
the links between ideology and policy are strong. In a sense, it is possible to
see the three concepts as almost a kind of sandwich, with ideology as the
jam filling. Philosophical concems may be seen as those aspects which lead
to the creation of an ideology: concerns of policy as the results of the
application of the ideology in the practical and political worlds. It will
therefore be the concemn of this section to attempt to address these fields in
describing how the study seeks to use them in the construction of its thesis.
Once again it is perhaps important to point out that the study is not seen as
first and foremost a philosophical treatise. However, there will inevitably be a
need to address philosophical and particularly ideological concerns in the

16 see, for example, “Paradigm and Ideology in Educational research™ Thomas Popkewitz;
The Falmer Press, 1984
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discussion of the area under examination - how ideology becomes policy
and how in turn policy becomes public statement of curriculum. Therefore,

ideologies and how they affect policy decisions have to be the subjects of

careful examination.17 The decision to be faced by the researcher, as in
dealing with historical considerations, is to what extent it is possible or
desirable to go down this particular road without distorting the planned area
of investigation or indeed without ending up in investigating another area
entirely. There is a sense in which this happens all the time, and this present
study has been an example of it - that there is an exciting journey to be
undertaken, with the destination never exactly certain and ultimately decided

by which forks in the road are taken.

In the case of philosophy and ideology, as with history, there are a number of
questions to be answered. How can consideration of ideological aspects
illuminate the area under investigation, what methodologies should be
employed to access these concerns of ideology and how should they
ultimately be related to concems of the primary language curriculum?

To deal with the first of these questions, it is perhaps necessary to look at the

definition of ideology which is employed once more. Throughout the history
of recent curriculum development it is possible to identify broad thrusts and
countermovements. Thus, the progressive movement of the nineteen sixties
and nineteen seventies might be seen as a reaction to the traditional
classical curriculum and its relevance in a rapidly changing world, as a
debate between the subject or the child as the centre of the curriculumi8 .
Equally, it might be seen as an application of the results of research in
psychology, sociology and learning theory to the practical everyday world of
the school. Or thirdly, it might be seen as an expression of the spirit of an
age, of rebellion against established practice and questioning of concepts

and assumptions long held to be self-evident truths. A fourth view, that

articulated by Darling19 , is that there is an honourable tradition of
progressive thinking in education which can be traced as an intellectually

17 “Politics, Philosophy and Economics in Education”; G Fowler, A Melo and A Westoby; The
Open University Press, 1974

18 “Perspectives on the Curriculum”; Martin Shipman and John Raynor; The Open University
Press; 1974; Pages 21 - 33

19 “Child Centred Education and its Critics"; John Darling; Paul Chapman Publishing 1994
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sound continuum from Rousseau through Dewey to the present day and that
the tradition is not lacking in intellectual rigour. However, it is possible to
delineate progressive thinking as a wide strand in educational thought.

Similarly, it is possible to identify the reaction to progressive liberal thought

in the publication of the Black Papers20 and to trace the development of that
reaction during the nineteen seventies. When allied to the rise of what has
become known as Thatcherism, it is again possible to identify the rise of the
movement which has been tagged with the label “New Right”. This
movement has been subject to the scrutiny of many commentators and to the

rigorous analysis of educational philosophers and ideologues21 ., But it has
its own philosophical base, articulated by such as Roger Scruton, John

Marenbon, Sheila Lawlor and PJ Kavanagh.22 It has been extremely
successful in recent times in translating its philosophy into policy, and the
results of that are evident in many of the changes which have marked
curriculum and school management development in the last fifteen years. It
is these broad sweeps which will be essential considerations in this study.

The tension between left and right, between elitist and democrat, between
convivialiste3 and the advocate of competition, is articulated in an important

paper by Michael Bassey?24 . In this paper, Bassey argues that research in
these areas actually creates education, that it is not possible for politics to be
kept out of education. The articulation of these ideological concerns through
policy, creates education, creates curricula. Thus if the process is to be
understood, the first principles which led to the formation of the policies will
have to be understood and analysed. It is in this sense that the present
thesis makes use of philosophical and ideological data. These are used to
inform understanding of the policy process; to shed light on the thinking
which forms the background and foundation to it.

And it is that relation to policy which now requires to be looked at in this
20 see footnotes and references in subsequent Chapters

21 see, for example, Denis Lawton, Clyde Chitty, Larry Whitty, Stephen Ball et al.

22 gee subsequent references and footnotes.

23 in the sense described by Ivan lllich in “Tools for Conviviality” 1973

24 “Creating Education through Research”; Michael Bassey; Presidential Address to the

British Educational Research Association; published in British Educational Research Journal,
Vol 18 No 1; 1992
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discussion of methodology. How can the researcher access the thinking
which was fundamental in the shaping of policy? There are basically two
ways which suggest themselves. The first is the interviewing of key policy

actors25 and the second is the analysis of documents which themselves
articulate concerns of policy or ideology. The first method has been used in
certain key areas and will be discussed later in this section. The second has
been principally employed in the researching of the relationship between
ideology and policy. Basically, what is involved is a detective job: a sifting of
articles and publications which might contain some key information or a
statement of a position which will assist in the forming of judgments about
Ideological or policy constraints. To exemplify this, if it were possible to
identify a publication where a key policy former or ideologue had stated an
important position, then analysis of that document would be important in
llluminating the central arguments of the thesis. The techniques by which
such text might be analysed are important: once again the texts can be
subject to analysis of discourse, and this is a method which has been
employed to give access to considerations of power and control through the

employment of language. In these ways key policy statements can be
analysed and related to other statements in order to form a picture of what is

meant or implied.

The second of the questions which was posed earlier was: to what extent
can ideological - philosophical concerns be related to the curriculum in
primary language and to what extent do they shed light on it. In a sense this
raises further perhaps more serious questions such as what is meant by
curriculum and what is meant by primary language? This goes beyond the
mere provision of a definition for the purpose of the research and takes us
into important areas of phenomenology. However, at this stage it is not
proposed to do that: this is one of the forks in the road where decisions have

to be made about the direction and scope of the study as a whole. There is a

whole discipline of curriculum philosophy26 , and a substantial investigation
of this is not part of the main thrust of the investigation either. Nevertheless it
will be useful to be aware of it, and to utilise some of its thinking where this is

appropriate. For example, is English language teaching an area where a

25 Agreed transcripts of such interviews are to be found in the Appendices.

26 see as an example of this “Curriculum Philosophy and Design™; D Jenkins, R Pring and A
Harris; The Open University Press, 1972; This text provides an overview of this area.
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body of knowledge is conveyed and taught, or is it an area where processes
are learned and rehearsed? Is the teacher an expert charged with the duty of
conveying that knowledge or a facilitator whose role is to enable pupils to
expand their world through literature and to be empowered to cope with its
demands? These are not simply concemns relating to the methodology of the

teaching of English language, but fundamental philosophical positions.27
Such fundamental differences appear in a number of publications and in

other research documentation28 where they are discussed at length. It is not
the position of this study to replicate these discussions but to be aware of
them and to utilise them to inform thinking. Thus, it may be useful to know
that the movement towards liberal and progressive thinking in the nineteen
sixties and nineteen seventies was characterised in the field of the teaching
of English language in both primary and secondary schools by a movement
away from a formal and rigid curriculum toward one characterised in broad
terms by concepts such as freedom of expression, creative writing and
choice in literature. Such a movement is well documented, not just in terms
of texts relating to the philosophical debate, but also in terms of the official
publications of the time, such as Plowden and the 1965 Primary

Memorandum.29

But these concemns have been also part of the recent and vitally important

debate on what sort of English should be taught in primary schools and how
it should be taught. The concept of movement and countermovement in
education was described earlier, and it is equally valid to apply it to this
debate, too. There are those who continue to advocate the tenets of the
expressive movement and whose views of the teaching of English language
and how children are formed in this curricular area are coloured by that
movement. There is furthermore research to substantiate its views, too. But

there are also those who advocate a retumn to traditional values in the
English language curriculum, and who wish to see a back-to-basics
approach in the classrooms. They, too, can refer to research to validate their

27 see, for example, “Interest and Discipline in Education” ; PS Wilson: Routledge 1972;
Pages 120-128

28 for example, David Northcroft; 1991; “The Teaching of English in the Scottish Secondary
School 1940-1990: A Study of Change and Development”; Unpublished PhD Thesis;
University of Stirling

29 These documents are discusses in greater detail elsewhere in the study.
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point of view. What is significant, indeed critical to the present study is
whether these philosophical concerns with regard to the English curriculum
are simply being revisited and re-articulated or whether in fact we are -
witnessing a much more fundamental debate which goes right to the heart of
the relationship between language and the dynamics of power and control.
This is a theme to which the study will in due course return on a number of
occasions, and one of the fundamental reasons why critical discourse
analysis is such an important part of the methodology available to the
researcher.

Therefore, what is meant in this thesis by the term curriculum is not just the
content of learning which is laid out in official documentation, but also the
ways in which that learning are presented to children; the pedagogy of the
teaching of English; the models of language which emerge from the teaching
and the views of the role of the teacher and her professionalism which are so
important. This wider concept is important in the perception of
interrelationships and the making of connections between ideology, policy
and curriculum, and will constitute a substantial part of the study.

Lastly, to complete the discussion of the role which philosophical
considerations can play in the treatment of the topic of the study, it is
important to state the significance of the technique of critical review30 in

dealing with all documentation, both primary and secondary. Whereas
primary sources will be evaluated in terms of the validation or otherwise of a

particular ideological or philosophical position, secondary sources such as
commentaries on documentation, or evaluations of a particular ideology in
terms of its impact on a system, will have to be scrutinised too with a clear
eye on the background or intentions of the writers, since these will clearly
impact on the analyses which are articulated in them. Thus, for example, it is
helpful to know that Lawton writes from a left-wing viewpoint and wishes to
articulate a parnticular analysis of government policy at the time of the 1988
Education Reform Act. This does not of course mean that either Lawton's
analysis is invalid or that the criticisms implied in texts such as “The

30 see “An Introduction to Philosophical Research™ A W Beck; TRC Rediguides; 1981,
Pages 10-11.
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Education Reform Act - Choice and Control”3t or indeed “Education and

Politics in the 1990532 are necessarily ill-founded: simply that the
researcher needs to be aware of where the analyst is coming from in terms
of the construction of his text, and therefore of certain assumptions which

may be made in his or her discourse.

The empirical dimension

Thus far, the discussion on methodology has looked at the roles which’
historical data, linguistic data and data relating to philosophical and
ideological concerns will play in the study. There is of course a fourth area
which requires to be aired, and that is the role which empirical research
might play. So far, the impression may well have been formed that this is to
be a book exercise, one which deals exclusively with documentation and
with primary and secondary source material. This is certainly true in terms of
the two areas which have been outlined. But it was mentioned earlier that
there is another way in which the researcher can access policy decisions
and the way in which they were made and that is by discussion with key

players in the formulation of these policies. Again, such discussion will only
be valid if it does not replicate work which has been done by others. There

would be little point for.example, in re - interviewing those already

interviewed by McPherson and Raab33 or indeed by Boyd34 in his study of

the formation of educational policy. Likewise, with respect to England and
Wales, there already exists a large volume of documented research in the

work of Lawton35 , Ball36 , and others which involves interviews with key
players in the formulation of educational policy with regard to that context.
What does not exist is a similar body of research knowledge of the

31 Lawton, Denis (Ed); 1989; The Education Reform Act: Choice and Control: Hodder andﬂ
Stoughton

32 awton, Denis; 1992; Education and Politics in the 1990s - Conflict or Consensus?; The
Falmer Press

33 “Goveming Education in Scotland”; McPherson and Raab: 1987; Edinbﬂrgh University
Press

34 Brian Boyd; 1993; “Letting a Hundred Flowers Blossom: A Study of Educational Policy
Making in Scotland in the 1970s, 1980s and early 1990s”; unpublished Ph D Thesis,
University of Glasgow.

35 Lawton 1989, 1992: Lawton and Chitty 1988.
36 Ball 1990, 1994.
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processes by which the 5-14 initiatives in the construction of national
curricular guidelines and frameworks with respect to English language in
Scotland. This is a gap where the collection of evidence on an empirical
basis would indeed be useful.

The question now arises: how should this evidence be gathered? As subsets
to this, one might also enquire: who would be those best placed to provide
the information and what is the framework within which this evidence is to be
gathered? To deal with the last point first, one has to retumn to the identified
gap in present knowledge and awareness of the processes by which policy
in Scotland becomes curricular proposal. Policy statements are issued by
the Secretary of State for Scotland. Why? What is the identified need which
requires a change in educational policy to be formulated? s is because
there Is within the educational community a feeling that there are real needs
which have to be addressed in order for the system to be able to deliver the
quality of service which it should? Or at the other extreme, is policy being
reformulated simply in order to implement political dogma? Or is there some
sornt of combination of these elements present, in such a way for example
that perceived needs might be a vehicle upon which ideological baggage
might be carried? These are the areas within which the researcher has to
operate in order to address the conceptual framework which has been set

out for this study.

Who are the key personnel who are best able to provide this information?
Obviously the Minister of State for Education at the time of the framing and

initial implementation of the 5-14 proposals would be very well placed to
provide the information which is sought from his own political viewpoint.
However, it is not generally possible to interview a serving member of the -

government. Therefore one has to look elsewhere in order to establish how
these processes take place. Within the 5-14 Framework, a number of Review
and Development Groups were set up, in addition to some Committees who
had an overarching remit. Clearly, those who served on the Committees and
the RDGs would be well placed to provide the information. - The decision was
therefore taken to interview members of the RDG which was responsible for
the framing of the national curricular guidelines on the teaching of English

language which will form the centre point of the study and the comparator
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with the cognate proposals for England and Wales. But within the RDG there
were personnel who were in particular positions of responsibility, such as
the National Development. Officers and those representing the Scottish
Office Education Department and the Scottish Consultative Council on the
Curriculum. There were also serving teachers and others such as university
and college lecturers who were participants because of the particular
expertise which they had to offer. The decision was therefore taken to
interview not the entire RDG but those who were able to offer contributions
which would be distinctive and unique. There was also a dimension in which
it would be important to establish if the RDG had a unified view of its remit
and its mission and the sampling of certain key players would enable cross-
checking of this kind to take place. A list of those who were interviewed Is
provided at the end of this section on methodology.

Reference has already been made to the fact that there were also some
Committees set up which had a view across the various RDGs. One such
Committee was that on Assessment. Assessment was one of the Secretary
of State's chief concems when the 5-14 development programme was
announced in November 198737 . The Committee on Assessment under the
Chair of Professor Bart McGettrick therefore had a remit which extended into
all the curricular areas and thus into that concerned with English language.
Further, it was given a remit which enabled it to have a vision of the whole 5-

14 development programme. Thus, there clearly would be merit in obtaining
key information from those who had been instrumental in the functioning of

the Committee on Assessment, and this was duly undertaken.

At this point it might be asked why similar interviews were not carried out
with respect to policy actors in England and Wales. There are two responses
to this. The first relates to pragmatic concerns. Within the time scale available
for the construction of this thesis, important decisions had to be made about
the arranging and implementation of interview schedules as part of the data
gathering process. Since it took the best part of a year to organise the
interviews in respect of Scotland, it was not feasible to undertake a similar

task south of the border, given the logistical implications of that task. The

37 Scottish Education Department; 1987; Curriculum and Assessment in Scotland: A Policy
for the Nineties: A Paper by the Secretary of State for Scotland, November 1987; HMSO
Edinburgh

24



second response relates to the first. It has already been pointed out that such

interviewing had already been carried out in respect of key policy actors38 |
and within the realm of the teaching of English language, key players had
committed themselves to print,39 describing the processes in which they

were involved. Crucially, amongst these, Cox had written a book40
describing in detail the construction of his report which formed the basis of
the National Curriculum Orders. It was therefore felt that there was already in
existence a resource adequate to enable the construction of a thesis from

the data represented by that resource.

However, there would also appear to be merit in looking beyond the
developments and not just from the point of view of those who had taken a
serious and a substantial part in the implementation of the programme itself
and in the processes connected with it. There would also be those who were
concerned with it both within and outside the Scottish Office Education
Department as observers and interpreters, and the decision was taken to
iIncorporate this dimension, too, into the data gathering process. It was thus
hoped that a rounded and as reasonably objective view of these operations
as could be obtained within the constraints of the possible and the
practicable would be had. A further decision which had to be taken was to
ascertain which official documents would be available for scrutiny and which
would not be cleared. The composition of the groups, their remits and the
SED submission to the Kingman Commission were made available from
official sources. However, a request for a copy of the Minutes of the various
meetings of the Review and Development Group for English Language
(RDG 1) was at first approved and then approval was withdrawn from within
either the SOED or the SCCC. In any event, these minutes were declared
confidential and access to them was not granted. This is unfortunate, since
scrutiny of the minutes would have constituted a useful cross check with the
perceptions of the witnesses who were interviewed. Nevertheless it is still felt
that the range of those who were interviewed, their professional integrity and

the degree of corroboration of their testimony will provide a satisfactory
validation of the data gathering process.

38 for example, by Ball, 1990

39 for example, members of the Kingman Committee such as PJ Kavanagh and Richard Knott
have published on the work of that Committee. See Chapter Five for precise references.
40 “Cox on Cox”; Brian Cox; Hodder & Stoughton, 1991
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The next decision which had to be taken was the format which would be
used for the interviews themselves. There are many ways in which
interviews may be carried out in educational research, and many ways in
which the products of these interviews might be recorded. Some of the

options are discussed in handbooks such as that by Powney and Watts41 .
Reducing these to a basic presentation of the options, it would appear that
there are three basic formats for the interview: structured, semi-structured
and open. Each has its advantages and its disadvantages. The problem
facing the researcher is to select the pattern which best fits both the research
design and the constraints of time and practicality. The advantages of the
structured interview, are those of standardisation of question and recording
of response within a chosen matrix. This enables comparability to be
achieved. But comparability of response is not a major issue in this particular
research: what is required is the perception of the individual of the
experiences and processes in which he or she had been involved. This then
leaves the option of the semi structured interview to be considered. In this,
the interviewer may ask follow-up questions in order to expand a point or to
elicit further information. Thus there is not the same degree of comparability
of response, but further and perhaps more important information may be
unlocked in the course of the interview. This option, too was rejected,
because there were within the list of respondents those who could contribute
a particular angle or personal expertise and it was with reference to this
personal angle that the interview would be conducted: therefore it did not
seem logical to use a standardised list of questions, a number of which might
not be appropriate for the individual respondent. The option which was
eventually chosen was that of the use of a number of freestanding headings
within which discussion rather than close questioning might take place. It
was felt that this was the best option for the encouragement of respondents
to give their own views on a process within which they had played an
important part, and for follow-up to take place as and when this was
appropriate. The paradigm was piloted with Dr James McGonigal, Head of
Language and Oracy at St Andrew’s College, who was willing to comment
on the process of interview as well as to provide valuable information from

41 “Interviewing in Educational Research”; Janet Powney and Mike Watts; Routledge
Education Books, 1987
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the perspective of a close observer of the 5-14 Development Programme
vitally concerned with its progress and centrally involved in its
implementation. Dr McGonigal is also a respected linguist in his own right
with a panticular interest in spoken language. It was therefore felt that the
opportunity of receiving his contribution was not to be missed as it would be
one which would complement that already made by Andrew Philp. The use
of such axiological knowledge in research has already been discussed.

The final decision which had to be taken in respect of the interviews was the
way in which the products of the interviews were to be recorded. Once again,
the researcher has a decision to take. Obviously the most reliable means of
recording an interview is some sort of electronic recording, either audio or
video, from which a transcript is made, should this be necessary. The
problem with this approach was that in order to obtain some perception of
the current thinking within the Scottish Office Education Department at the
time of the development - or indeed to reveal the nature of any differences in
approach between the Department and the Inspectorate it was necessary to
interview key personnel who had been centrally involved at the time.
Fortunately | was able to obtain consent from two HMII who had recently

retired but who had themselves played a significant part in events during the

years of Review and Development of English Language. However, they
were unable to be interviewed on an attributable basis, and therefore the

possibility of electronic recording and transcription did not exist. At least one
other respondent also indicated discomfort with this form of recording and

therefore the decision was taken to use attested record of the interviews
which took place. In this, a series of longhand notes were made during the
course of the discussion by the interviewer. Subsequent to the interview
taking place and within seven days of its occurrence in every instance, a
record of the interview under the various headings which had previously
been agreed with the respondent was sent out with the invitation to the
respondent to make any alterations which were necessary. The returned and

amended record was to be accompanied by a certificate that the revised

version was a true record of the discussion which had taken place and this

certificate was signed by the respondent. This procedure of attestation was

carried out with respect to every interview which was held. The locations for

the interviews were those chosen by the respondents concerned: either in
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their homes or in their places of work, or in St Andrew’s College if they
wished this to be the case. It is felt that this procedure allowed a full and fair
discussion of the issues under consideration and that it permitted access to
the processes which took place during the Review and Development stage
of 5-14, and therefore to the vital transformation of curricular policy in
Scotland into curriculum itself. The attested records of these interviews are

included as Appendices One to Ten.

Having arrived at the stage where the guidelines were formed, the next
stage is the analysis of them. This could be dictated by a nhumber of

considerations: the number of possible comparators, the models of language
contained within them and the extent to which these are related to
ideological considerations; the relationships between the curricula posited in
the guidelines and the systems within which the curricula will operate, and
the relationship between the curricula in the guidelines and current
language theory. In the event it seems that the best way of proceeding is to

examine views of the pedagogy of language teaching contained within the
curricular documentation with respect to three critical indices of comparison.

These are the needs of the system within which the curricula will be
expected to operate, the extent to which ideological drivers have surfaced in
the guidelines which have been eventually produced and finally the extent to
which various view of language theory have been incorporated in the
guidelines. It will be useful to examine each of these aspects in turn.

The first is the extent to which curricula are oriented towards the needs of a
particular system. This is seen as a useful index of analysis for a number of
reasons. Firstly, it will reveal the extent to which systems maintenance

aspects are important in the framing of curricular proposals. Secondly, if set

against statements of intent which may be ideologically driven, it may reveal
the extent to which various policy communities have operated in modifying
the original vision which called for a particular review to take place. Thirdly, it
will reveal the extent to which the expectations of teachers - the principal
users of curricular guidelines - are taken into account when guidelines are
manufactured. Refusal to consider these aspects could indicate particular
views of teachers and teacher professionalism and this will be a further area
for investigation. Similarly, any set of guidelines which did not take account
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of these aspects might well prove to be largely unworkable in practice.
Therefore systems considerations would appear to be a valuable index of

analysis.

The second index of analysis is one to which substantial reference has
already been made, and indeed within the context of the previous paragraph
of this discussion. This is the extent to which national curricular guidelines
reflect particular ideologies. It is felt that this will be a particularly interesting
and useful index, for the following reasons. Firstly, it will indicate the extent to
which a particular ideology has been able to permeate the curriculum in
primary school English language. By comparison with initial statements of
position articulated by the ideologues themselves, it should again be
possible to determine the effect of any mediating influence which policy
communities may have had upon the guidelines as announced to the public
consumers. It should also be borne in mind that the statement of ideological
positions may come from several directions and not solely from within
government or political sources. it may be possible, for example, to identify
thrusts which emanate from ideological sources within the teaching
community, or from interest groups within those responsible for the teaching
of English language. The identification of such directions is important, no

matter their provenance, since it is entirely possible that they might have a
profound effect upon an area of the school curriculum which is identified by

many observers as extremely important ; not only in its own right, but also in
terms of the effect which it might have on other aspects of curriculum.
Language is a vehicle for the articulation of thought and for the expression of

the human spirit, and these are permeative aspects with a significance which
goes far beyond the boundaries of one discrete subject area. Secondly, the
identification of ideological colouring to national curriculum guidelines may

be important in terms of the relationship it may pose between crucial aspects
such as language and power or language and control. This has been the
subject of investigation, research and analysis by many scholars, such as
Foucault, Gramsci, Kristeva, Lee and others.42

The possibility exists that groups can exercise influence, through the content
of national curricular guidelines, over the ability of children to think about
and interpret the world: one has only to think of dictatorships such as that in

42 see footnotes and references in subsequent chapters for details of these.
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Nazi Germany prior to the Second World War for exemplification of this.
Examination of national curricular guidelines in this respect will be important,
and will clearly involve the consideration of methodologies such as genre

and discourse theories.

'EL

Thirdly, Analysis for ideologically driven content and recommendations in
national curricular guidelines will again highlight possible counterpoising of
current theory on language and linguistics with political or ideological
statements of what language is or should be, and this will be another
interesting link to the previous point. It will go beyond the mere pitting of one
view of language against another, with the prize the supremacy of one
particular view's exposure to a generation. Since many modem theories of
language stress the connection between language and its social context,
between language and the power sets which constrain its construction and
utterance, and the need to embrace much wider concepts of text than has
previously been the case, it will be important to discern the extent to which
these theoretical positions have been taken on board or ignored, and the
extent to which alternative theories have been substituted. in this -
comparison, much will be revealed about the nature of language in schools,
the role which it is perceived as having in the education of primary school
children, and the ability of the teachers themselves to use particular theories

in their classrooms.

Discussion of the ability of teachers to cope with the demands of teaching
new curricula or revised curricula leads on naturally to discussion of the

nature of teacher professionalism and the views of this which are held by

those responsible for the construction of national guidelines in the two
educational systems under review in this study. On the one hand, it is

possible to see the teacher as the autonomous expert, with the education,
training and ability to make the correct decisions in terms of the curriculum
offered to the pupils in her charge. On the other, it is possible to assurﬁe a
position which has a distrust and disrespect for the “expent” or indeed of the
classroom teacher herself. In this latter position, it might be seen as the role
of government to prescribe what is to be learned in the national interest, and
to disregard the opinion or feelings of those who are charged with the task of
implementing and fleshing out the curricular proposals which have been
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framed. The effects of such decisions, either to value professionalism or to
distrust it, could be far reaching. On the one hand there is the possibility that
the status of the classroom practitioner could be reinforced or even
enhanced, both in the eyes of the teaching profession itself and in the eyes
of the general public, and on the other there is the possibility that the role of
the teacher could be reduced to that which has been described as
“curriculum technician”, merely charged with interpreting and implementing
the ideas and proposals of others, without any great deal of discussion or
say in the matter. Clearly, too there is the possibility of intermediate positions
between these two extremes, and it will be part of the task of this thesis to
Investigate these aspects, because they will have a profound effect on the
ways in which curricula are implemented and ultimately in the success of

their implementation.

The methodology for this aspect of the investigation will be that of analysis
and discussion of aspects of the professionalism of teachers in the actual
curricular documents themselves; similar analysis of primary sources such
as political and other interest groups’ statements of their position with regard
to this area; and analysis of the evidence on aspects of teacher
professionalism which presents itself in the interviews with key personnel
involved in the construction of national curricular guidelines in Scotland -
once again the constraint which was mentioned earlier with regard to the
situation in England and Wales applies. That is that there is, in the opinion of
the author, already in existence a body of documented evidence which
suggests that the task of interviewing would be merely a replication of -
ground which has already been covered by others and that therefore the
task of this research is to weigh up, evaluate and analyse this evidence, to
use it as a comparator with respect to the situation which applies in Scotland
and ultimately to attempt to make connections where these may legitimately

be made.

Finally, in this Chapter, it will be necessary to attempt to locate this study

within the sphere of educational research in general. Statements have

already been made that it is not intended as primarily historical research: nor

IS it seen as primarily philosophical ideological research. However, both of

these areas will be investigated in order to inform the study and to provide
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vital dimensions of enlightenment where this can be achieved. The question
then surely suggests itself: what kind of research is it and where can it be

located within the corpus of research in education?

Clearly one of the main thrusts is within the area of policy studies. The
emergence of this as a subdiscipline of sociology or perhaps even as a
discipline in itself has already been commented upon, and this has been
also referred to by Ball43 , Humes44 and by McPherson and Raab.45 There is

a clear location for at least part of the study within the realm of policy studies.
But the thesis also sets out to look at the interrelationship between this
discipline and curriculum: therefore the study also locates itself within the

realm of curriculum studies. There must also be a sense in which the study is

seen as evaluative4é - evaluative of policy, evaluative of curriculum,
evaluative of the processes involved in constructing these. It is not
instrumental research as defined by Nisbet47 and Brown48 in the sense that
it does not seek to investigate a problem and report with recommendations

and conclusions about how this problem might be solved. Indeed, it is
entirely possible that it might well suggest as a result of the investigations
other problems which subsequent researchers may wish to examine in
detail! it may, however be termed enlightenment research in the description

used by Nisbet and by Brown in that it seeks to shed light on an area of
controversy. to

“encounter or engender conflict .... to change people’s perceptions, question
their assumptions, influence their aspirations, and offer them new insights.”49

It is perhaps presumptuous to assume that this study will actually achieve
that, but this is certainly what it sets out to do.

43 Stephen J Ball; 1990 especially and 1994. Fuller references subs;equently in the text..

44 “The Policy Process in Scottish Education: Towards a Revised Model™ Walter M Humes;
Education in the North; June 1994

45 “Governing Education - A Sociology of Policy since 1945 op cit.
46 “Educational Research™ W Borg and M Gall; Longman 1989:; Pages 741 and ff

47 “The Contribution of Research to Education”: John Nisbet; in “Education in transition™: ed
S Brown and R Wake; Scottish Council for Research in Education 1988: Page 14 and ff

48 “The Role of Research?”: Sally Brown; in “Education in Transition™ op cit; 1988
49 “Education in Transition™; op cit 1988; Page 156
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It also undoubtedly sets out to examine aspects of educational theory50 , and
iIndeed perhaps aspects of linguistic theory, too. In that respect it may be said
to be a study which is theoretically grounded, but it is not desired that it
should be thought to be purely a theoretical thesis: it is also concerned with
the ways in which children in primary schools are taught and leam English
language, with the curricula which their teachers are obliged or encouraged
to provide and with the ways in which these teachers are perceived by the
policy makers and by the public. In this sense, it is hoped that it is perceived
as a study with its feet on the ground. It is practical, too, in the sense that at
times it is concemed with the sometimes dirty world of politics.

Yet educational research even of the evaluative kind may be instrumental,
too, in the sense that policy makers may wish to take on board the results of

the research and to change policy as a result of it51 52 | It is not for one
moment being suggested that there will or could be such an outcome for the

present study: yet it is only as a result of research like this that we will ever

know whether what may be taken as part of the assumptive world of
politicians, educationists and teachers is to be found valid or wanting and
future policy and action changed as a result. This thesis sets out to look at
part of that assumptive world - the curricular guidelines which are offered to

teachers to implement, based on self-evident truths of assumptions about

language and its nature and how it should or should not be taught, and to
attempt to evaluate some of these. In that sense it may be seen as forward
looking as well as retrospective, and it is in this spirit that it is offered. It is
therefore a multi-disciplinary study, and perhaps one of its contributions may
indeed be the drawing together of the various disciplines from which it takes

evidence.

List of persons interviewed during the data gathering process.

S0 “Understanding Research in Education”; K Lovell and KS Lawson: University of London
Press 1970; Page 16 and ff.

51 see, for example, “The Role of the Researcher as an Adviser to the Educational Policy
Maker”; Jerome Bruner; in “Rethinking Educational Research™ ed B Dockrell and D Hamilton:
Hodder and Stoughton Educational; 1980

52 “Research and Development - Scottish Style”™; Sally Brown in Research, Policy and

Practice; ed John Nisbet and Stanley Nisbet and Jacquetta Megarry; World Yearbook of
Education; Kogan Page; 198; Page 170
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All interviews were carried out between August 1994 and

January 1995.

1. Professor Gordon Wilson

2. Mr Robbie Robertson

3. Dr J McGonigal

4. Mr Gordon Liddell

5. Mr Gordon Gibson

6. HMI No 1

This interview is not attributable.
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CHAPTER THREE

IDEOLOGY, POLICY AND CURRICULUM ISSUES 'IN THE
BRITISH ISLES

Education Reform and the Politics of Change

Change has always been a feature of the education systems of the
British Isles. Indeed the fact that we have education systems at all is
the result of change. The manner in which these systems manifest
themselves as still relatively distinctive in nature is a result of
processes of evolution over time. Broad statements might be made
about the differing character of these systems, and the ways in which
they operate, and this may take into account their development and
origins. Thus, for example, one could concur with those who
characterise the system operative in England as being - at least until
very recent times - largely determined in policy terms at local

education authority level. Indeed, Bamard! makes the point that it
was only after the passing of the 1902 Act that there could be claimed

a national system of education in England at all 2 . The history of

policy making after that may equally be seen as one where there is

an increasing movement towards central determination of policy: and
that this movement gathers momentum in the nineteen seventies and
nineteen eighties and culminates in the Education Reform Act of 1988
and the imposition by law of the National Curriculum. The 1944
Education Act (the Butler Act) was part of the process, even though,
as Maclure3 states, the objectives of the legislation were different from
those of the 1988 Act. Butler sought social cohesion - “One England”
issues - and the rhetoric was about equality of oppontunity. Thus,
centralisation and the construction from a Board of a Ministry of

Education were brought about in that context.

Equally, one might look at the situation in Scotland and note a strong
1 *A History of English Education"; HC Barnard; Unibooks: 1969
2 "A History of English Education; op cit; Pages 204 and ff

3 “Act of Faith amid the Heat of Battle™; Stuart Maclure: Times Educational Supplement; May 6th,
1994
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central involvement by the state from early times. Macintosh, noting
the academic tradition of high intellectual standards in Scottish
schools, also comments on the tradition of unity and uniformity in

administration4 . These factors or traditions find echoes in the work of

other well-known commentators such as Hunter, who notes the
concern which has been expressed in some quarters about the
perception of over centralisation in administration and policy making

in Scotland.5 What is unlikely to be disputed is that from a historical

perspective the two systems of England and Scotland are distinctively
different. The centralisation / decentralisation dichotomy is but one
dimension of that distinctiveness.

This is brought out in the work of Mackintosh® and Kellas7. Arguing

for a reform of local government along a provincial model, with a
unitary parliamentary/ regional structure for Scotland and Wales
respectively, Mackintosh - raising issues which have very recently
(1995) become of considerable interest once more, such as the role
of appointed boards and patronage - takes the view that what has
now become known as subsidiarity should apply. With decisions
which can be taken at local level being so taken, the perceived
nationalist threat to the unity of the United Kingdom can be met by the
putting in place of a unified regional tier of government for Scotland
as a whole. Policy decisions can be made at the appropriately
devolved level within the structure. Kellas, on the other hand, sees
Scotland as historically a nation within a nation, and argues for the
possibility of the existence of an identifiably separate Scottish political
system within existing structures. However, he recognises that the
Scottish Office has - particularly since the election of the Conservative
Government since 1979 - taken over some of the area occupied by
local government in England, and has been more directive than local

government ministries there. The role played by the Scottish Office in

4 *Education in Scotland: Yesterday and Today"; M Macintosh; Gibson, 1962; Page 6 etc.

5 "The Scottish Educational System"; S Leslie Hunter; Pergamon Press, 1972: Pages 35 and 72
&ff |

6 “The Devolution of Power”; John P Mackintosh; Chatto and Windus: 1968

7 “The Scottish Political System”; James G Kellas; Cambridge University Press; fourth edition
1989.

37



education is in fact used as an example of this process: Kellas sees
the controls lodged with the Scottish Education Department over the
organisation and management of education in Scotland following the
1872 Act as being still largely in place. An important issue with regard
to these texts is whether in fact the centre of decision making lies - or
should lie - within Scotland or beyond it.

The purpose of this study is not, however to pursue research into the
history of policy making in the educational systems of the British Isles.
Nevertheless, it has been indicated that historical data are part of the
consideration of trends informing policy and therefore this set of data
has been taken into consideration. As the title of the study suggests,
its purpose as a whole is to examine the relationships between
policy, curriculum and the teaching of English language within the
primary sector. The purpose of this chapter within that overall context
IS to examine issues of ideology, policy and curriculum, with the
emphasis on the first of these: and to examine them with particular
reference to the National Curriculum in England and Wales and the
cognate 5-14 development programme in Scotland. The connection
between ideology and the policies which result from the adoption of
particular ideological positions, and the curricula which result within
the constraints of realpolitik and which eventually affect learning and
teaching in the schools themselves will be investigated.

A curriculum does not exist in a vacuum. It is the product of a
particular policy; although at school level, a curriculum may result
from other factors which impinge upon its construction such as the.
personalities and perceptions of the teachers and the micro politics of
the school, the availability of resources and so on. This may operate
at a number of levels: a school for example, may have chosen to
implement a particular. method of teaching reading across a range of
classes, and because the staff or the head teacher have chosen to do
this in response to a number of circumstances such as pupil need,
available resources, etc, this has become the school policy. Similarly
a local authority, in responding to a particular perceived need, might

~ decide to form a policy for implementation in the schools over which it
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has jurisdiction. Examples of this might well be such as multicultural
and anti-racist education, support for learning and other similar areas.
Nationally, policy decisions relate to much larger issues such as the
kind of schools which we have, how they are funded, how they should
be managed and staffed - and now, for the first time in the United
Kingdom at least, on a national level, - what should be taught in them
at every stage. There is a sense of incrementalism8 in the model - the
further up the school - authority - Department hierarchy that you go,
the more significant are the policy decisions and the more significant
the areas within which these decisions are implemented.

But policies are the results of ideologies - of stances taken up by
those who espouse particular political viewpoints. They are
frameworks of beliefs and values which in turn govern the actions
which these “policy actors” take.? They do not arise in & vacuum, nor
are they implemented in a vacuum. It is important to examine the
groups or indeed the individuals who are responsible for the
curriculum policies before one can properly access understanding of
the policies themselves. This will be the purpose of the first part of this
chapter. There has recently been much discussion of the nature of
these processes, and a substantial materiography is now available to
the student. It is with these materials that the analysis will begin.

To the work of Macintosh and Hunter, may be added that of
Scotland10 . This text is regarded by some as the definitive history of
education in Scotland, but it is worth recording that there are
detractors from this opinion. Scotland has been criticised for listing
the “facts”, but failing to give us an adequate perspective on the
social/political backgrounds to the objective events which occurred. 11
One might well record that some of the most significant developments

B8 see, for example, “Governing Education”; McPherson and Raab; 1988; Edinburgh University
Press; Pages 3 and ff and Pages 472 and ff.

9 This term is used in this context in “Education Policy in South Africa”; Leon P Tikly; PhD Thesis,
University of Glasgow, 1994

10 *The History of Scottish Education®; James Scotland; University of London Press (2
Volumes); 1969

11 see, for example, “Scottish Culture and Scottish Education 1800-1980"; edited by Walter
Humes and Hamish Paterson; John Donald; 1983; Page 2 and ff.
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which have affected Scottish education have occurred since its
publication. These historical materials will give the reader insight into
the way in which Scottish education has evolved over the centuries.
Such insight will also provide access to some of the traditions and to

some of the ways in which policies have affected curricular decisions
- the decision to teach English as well as Latin as an academic
subject in the grammar schools of Scotland might be an example of
this. But historical study alone will not necessarily illuminate the sub
textual background to what happens. Historical study seeks to
explain, but the detail into which it enters may not be sufficiently
dimensional to analyse particular factors. A closer look is required,
and many recent texts have accomplished this with regard to the
Scottish educational community. This closer look may result in the -

formation of a new discipline or sub discipline, and Humes12 argues
that the emergence of policy studies has represented the construction
of a 'significant sub-discipline'. Humes, also, identifies the earlier
treatment of policy matters as unproblematic in historical studies.

Walter Humes' "The Leadership Class in Scottish Education” 13 s

one text which constitutes a major contribution to policy studies. In
this text, Humes examines amongst other matters, the long-cherished
belief that Scottish education is managed in a democratic and open
manner. Humes analyses the concepts of bureaucracy,
professionalism, ideology and the construct of a leadership class who
drive the system, perpetuating their control in subtle ways. The
concept of a leadership class is a wide one, and it embraces
functionaries from the civil service, schools inspectors, members of
local authority directorates, members of bodies such as the then
Consultative Committee on the Curriculum, the Examination Board -
even head teachers. One of the critical points in Humes' analysis is
the relationship between politicians and the civil service - specifically
Her Majesty's Inspectorate of Schools and The (then) Scottish
Education Department. In a gross simplification of a number of

12 *Policy Analysis in Scottish Education®; Walter Humes; Paper in *Educational Studies at
Glasgow University: Past Present and Future®: Glasgow University Press; 1994

13 *The Leadership Class in Scottish Education"; Walter Humes: John Donald: 1986.
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complex interactions which Humes meticulously explored, it might be
summarised that he contends that there is evidence that the - -
educational system is effectively run by its bureaucracy, and that this
bureaucracy perpetuates its own powers through the structures - thus

creating the 'leadership class'14 . However, since this text was written
some nine years from the time of writing this section, events have -
moved on considerably. For example, Humes' statement that: -

P—

"...the level of interest among politicians, especially Conservative

politicians, is not noticeably high"15

might well be challenged in the light of subsequent developments,
both north and south of the Border; although Humes notes that there
is a developing interest in matters of curriculum and examination. It is
with these matters and the developments subsequent to them that this

study Is concerned.

The next major study to be prepared was that of McPherson and

Raab.16 This text has become in many ways the standard for a

sociological study of the development of policy in education as
distinct from a purely historical study such as those referred to above.

McPherson and Raab pay considerable attention to the historical
factors which operate in considering the formulation and
development of policies; but they are, like Humes, concerned with the
people behind the statements - who they are, what interest groups
they represent, how these groups operate and how they cooperate
and conflict with each other. They examine closely the interfaces
between policy, history and theory and how these work themselves
out in operational situations:

"Our own study is empirical and mainly about educationists, officials
and politicians. How they decided for or against certain policy options

14 see, for example,"The Leadership Class in Scottish Educétion; op cit; Pages 39-40,Page 57,
Page 201 and fi.

15 ."The Leadership Class in Scottish Education®; op cit; Page 39

16 "Governing Education: a Sociology of Policy since 1945: Andrew McPherson and Charles
Raab; Edinburgh University Press; 1988.
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is an important part of the story... But the story of their decisions is not
the whole story. Policy was shaped in other ways as well. In particular
there were the options and issues that did not get on to the

agenda..."17

Through examination of the policy history of keystone initiatives in the
development of the educational system in Scotland, McPherson and
Raab argue the existence of the 'policy community' in Scotland. This
is in many ways cognate with the 'leadership class' for whose
existence Humes argues. For example, the bridges between
governmental and non govemmental participants are described in
both texts. But it might be fair to say that there are two separate lines
of approach. Humes is concerned with the exposition of a

bureaucratic clique, and the debate is perhaps conducted in more
polemic terms as the result of this. On the other hand McPherson and

Raab state that

"The term 'policy community' denotes a set of persons and groups
which stretches across the divide between government and outside
interests and which is directly involved in the making and direction of

and they go on to argue that in some ways, there could be seen to be
a partnership between the Department and the teaching community,
and that the construction of this partnership led to what is defined as a
pluralistic model of the decision making process in Scottish
education. Pluralism implies that power and decision making is not
solely the province of an elite or the top of a command structure, even
though such a structure might be fairly explicitly stated in respect of a
range of issues over which it is deemed to hold sway. It implies that in
fact decision - real decisions in the sense of those which actually
affect the policy end-product - might be made, or top-down decisions
modified, at levels further down the command structure. Such
decisions are often made at local level, and are the result of

17 *Governing Education; op cit; Page 5
18 "Governing Education"; op cit; Page 472
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interpretation in the light of circumstances which may not be known or
agreed by those who paint policy with a broad brush.1°

"“This, then, is a picture of contained, pluralist decision-making on
ordinary issues, but decision making that was manipulated by central
government, if not covently, then at least to a greater degree than is
implied in the official accounts of the consultative process in

Scotland."20 #
In their conclusion, McPherson and Raab expand this:

"The received account of Scottish education describes it as a
centralised system, relative to England, in which the constituent parts
traditionally look to the centre for a lead. We have taken issue with
this view on two main grounds. First, we have argued that Scottish
institutions, including the centre itself, have considerable centrifugal
potential. The occasions when people have been persuaded to take
their lead from the centre represent an achievement over

considerable odds, though always at the cost of some limitation on
the range of policies that can be pursued. The received account itself

contributes to this achievement by suggesting that the order it
describes is natural, and that the centre lies only in Scotland...."21

An assumption that the centre might lie furth of Scotland will be a

theme to which this study will return 22 : in the light of developments in
curriculum, it is certainly an area worthy of exploration. McPherson
and Raab go on to note the increasing activity of the centre in the

formulation of policy in the 1970s23 . This could also be true, as we

shall see, of developments in England and Wales, although the
contrast in the change to central from devolved policy making at the

level of curriculum has been perhaps more marked and the means

19 see, for example, “Governing Education” Pages 6 and ff and reference 6 on Page 26
20 “Goveming Education: op cit; Pages 472-3
21 *"Governing Education";op cit; Page 481
22 see the earlier debate on the location of the centre in political terms between Mackintosh and
Kellas.
23 "Governing Education”: op cit; Page 485
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chosen to ensure implementation more draconian.

The Iincreasing pace of change in recent years in curricular terms has
already been referred to. When that is related to marked changes in

policy direction from within governmental circles, and in particular
with the rise of a new ideology which crusades with almost
evangelistic zeal, the degree of change, the nature of the change and
the direction from which the impetus for change comes are greatly
affected. This is recognised by Humes in the paper "Policy Analysis in
Scottish Education" , where in describing some of the methodological
tools available to policy analysts, the origins and scope of recent
changes in policy direction are charted. Humes takes up this theme

further in "The Policy Process in Scottish Education: Towards a

Revised Model"24 In this paper, Humes relates his previous work in
"The Leadership Class in Scottish Education” to that of McPherson
and Raab, and examines the differences between his leadership
class and the 'policy community', discussed above. He also identifies

the fact that McPherson and Raab were not able to enter into the

recent changes in educational policy after 1980 25 and offers a model
of the policy process which takes into account the substantial

developments since 1988.

The concept of a ‘policy community' is one which is recognised in the
work of commentators on education in England and Wales, too. Ball,

26 27 using a similar methodology of interviewing key players to that

employed by McPherson and Raab, comments on the struggles of the
educational 'policy community' in England and Wales with the
imposition of the National Curriculum. What is cenain is that the
concept of the existence of such communities is a valid one and one
which can be determined in the formulation of policy in not only

Scotland but also England and Wales.

24 "The Policy Process in Scottish Education: Towards a Revised Model"; Walter Humes:
Education in the North (New Series); June 1984

25 "The Policy Process in Scottish Education®; op cit; Page 4
26 *Politics and Policy Making in Education”; Stephen J Ball; Routledge; 1990

27 see also "Education Reform - a Critical and Post Structuralist Approach"”; Stephen J Ball; Open
University Press; 1994
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The question might at this stage be asked: is it possible to determine
a policy lineage in each of the systems where the formulation and
evolution of policy with respect to curriculum in the primary school is
concerned? Analysis of national guidelines along the lines described
in the earlier section on Methodology might suggest that this is * -
indeed the case. The question might also be asked: what is the point
of determination of such a lineage?

The famous American journalist, H L Mencken, once likened history
to looking at the cross section of a tree trunk which had just been cut

down. According to Mencken's analogy, the present was the bark of
the tree - the outer ring. Just as it was impossible for the outer ring to
exist in the form and shape that it had without the other rings which
lay beneath it, so it was impossible to understand the present without
reference to all that gone before it. This analogy is perhaps apt in the
light of the present discussion. One cannot fully understand the
current policy towards the primary curriculum without looking closely
at the antecedents of that policy. What, then, were these
antecedents?

In respect of Scotland, it is contended that it is possible to detect a
progression, a development from the 1950 Primary Memorandum -
itself an heir of the 1946 Advisory Council Report - to at least the 10-
14 Report of 1986, and possibly on into the 5-14 Development
Programme itself. This progression can be traced. The 1950
Memorandum is a document which sets out the primary curriculum for
the immediate post-war era. It may be viewed as a document which is
forward-looking and progressive. It undoubtedly set the tone -in terms
of documentation, if not in terms of classroom reality - for the next
decade or so. Similarly, the 1965 Memorandum, following some 15
years later, looks forward, taking on board some of the then current
thinking on the curriculum, and indeed on the primary school as an
institution - its ethos, and management. At the heart of this
Memorandum was the child, and concern for the development of the
child. It has been described as liberal, progressive - a landmark
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document, one which set the agenda for the next two decades. It
articulated many of the tenets of what has come to be recognised as
child centred education - and what has subsequently come to be
derided by many as ill structured, non knowledge centred education.
In terms of documentation this was undoubtedly the case. In terms of
representation of reality, there is perhaps more room for conjecture as
to whether the Memorandum in fact represented what was going on
in the classroom. But it is nevertheless possible, from scrutiny of the
historical narratives described in Chapter Two, to trace a line of
development between the 1950 document and its successor.

A similar line can be traced between the 1965 Memorandum and the
1980 COPE Position Paper. The latter might well be seen as an
updating of the former, a restatement of the attitudes, position and
values of the Memorandum. There is little doubt again about the
centrality of the child and his/her experience in the Paper. There is
little doubt about the overall liberal/progressive thinking which
underpins the curriculum. The succeeding document, the 10-14
Report of 1986 likewise may be visualised as an updating of previous
documentation rather than as a reaction against any of the proposals
contained within it. In this respect, the 10-14 Report might be seen as
constituting a reform which contextualised the best of previous
thinking within a curriculum spanning the primary and secondary
sectors.

This sense of continuity and development can also be borne out by
the way in which this documentation was constructed. The 1950 and
1965 Memoranda were both documents emanating from the
Inspectorate. Although the 1950 document was rooted in the
classroom in the sense that there were clear practical applications of
its recommendations for the primary curriculum, there is no indication
of its provenance being other than members of the Inspectorate.
However, the 1965 Memorandum was constructed by an ad hoc
Committee, many of whom were serving teachers or head teachers.
Other members were HMII and Training College Lecturers. The 1980
COPE Position Paper was similarly generated by a profession-based
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mix of teachers, head teachers, advisers, lecturers, members of the
directorate, HMIl and the CCC. It was in many ways a real cross
section of the profession, although no doubt carefully chosen to
represent 'good’ practice. One can detect a similar mixture in the
Programme Directing Committee of the 10-14 Programme. The effect
of this was, it is contended, to ensure that the framing of curricular
proposals was kept within the profession and within the control of
those within the profession who could bring their own expertise and
their own gifts to bear. Subsequently, the direction of the profession
and the curriculum was both reflected and steered.

On the other hand, although such a line of development may be
discerned in England and Wales, it is argued that historical narratives
show that it is not nearly so marked and that the pattern of evolution is
quite different. The two reports of the Hadow Committee which deal
with the Primary and Infant sectors were planned to give a framework
within which development could take place. Theirs were

recommendations, not prescriptions. They set the tone for primary
education in England and Wales through the 1944 Education Act and

on into the nineteen fifties. Between the last Hadow Report and
Plowden in 1967, there was a gap of some 34 years. Plowden was a

landmark document28 . But it was also a very big document, and
representative of a process which can be identified much more in
England with respect to the generation and development of curricular
proposals for the primary sector than is the case in Scotland. That
process is, that when review comes in England, it is accompanied by
a fairly substantial report or set of reports. These reports, although

they take account of previous documentation (eg Plowden's
references to Hadow) are new statements of a position in their own

right. They are - or perhaps were - much more research based than
their Scottish counterparts. These latter tended to rely much more on
nous and 'good practice'. This distinction holds good in English
language, too. Whereas in Scotland from the nineteen seventies on

there were the reports of the Central Committee of the CCC and

28 See Maurice Kogan; “English Primary Schools - The Interrelationship of Government Structure
and Educational Innovation”; in “Decision Making in British Education”; eds Gerald Fowler, Vera
Morris and Jennifer Ozga; Heinemann for the Open University; 1973
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COPE, these again were generated largely from within the profession,
from within the policy community. There was no sense of there being
a necessity to bring in an outside body, agency or consultancy to
carry out the work and report to the profession. However, in England,
the pattern was the generation of just such an agency to investigate
and to present its findings to the profession. The Bullock Report
exemplifies the process: later, when the die had been cast and the

Education Reform Act was in progress with the attendant National
Curriculum, the government would constitute the Kingman Committee

to report on the teaching of English Language and the Cox
Committee to look at how this could be done in the context of the
National Curriculum. Although these Committees may have consulted

widely, this consultation 'took evidence' and there is little sense in
which they might be seen as having followed a similar process to that
in Scotland in framing their proposals.

To summarise, it is contended that up until the events associated with
the Education Reform Act and the National Curriculum and the
parallel 5-14 Development Programme in Scotland, there were
differing processes followed in the evolution of curriculum policy with
regard to the primary sector in Scotland and England, and that -
analysis of the documentation supports this assertion.

The different nature of policy communities

It is perhaps also possible to develop the concept of the policy
community somewhat further. McPherson and Raab, in evolving the
concept, see it in largely national terms, dealing with the macro issues
and the system as a whole. But it is also possible to see the
emergence of policy communities within specific areas of education. It
is the contention of this study that it is possible to argue for the
existence of such a community within the area of English language.
The author was himself, during the nineteen eighties, firstly a member
of the sub group of the Scottish Central Committee on English which
reported on the teaching of reading in the first year of the secondary
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school; subsequently for two terms a member of the Central
Committee itself; representative of the CCC on the SEB/SCCC Joint
Working Party which produced the Standard Grade Arrangements for
English and lastly a member of the Joint Working Party which
produced the proposals and latterly the Arrangements for the Revised
Higher. The Inspector who assisted with all of these developments as
SED Assessor was HMI Mr James Alison. Other similar continuities
can be observed. Was it the case that there were no other teachers
available to fulfil these positions or capable of doing so? Such a -

proposition is unlikely. The reality is more probably that there was
continuity: there was a sense of unity which resulted from one set of

proposals which had basically proved workable and broadly
acceptable to the profession being utilised in the production of

subsequent proposals and policies.

A similar pattern can be discerned with regard to the Review and
Development Group which framed the 5-14 curriculum in English
language. Three members had played major parts in the previous
developments of Standard Grade and Revised Higher. One other had
been involved as Field Officer in the production of the 10-14
proposals. Two further members were involved in the development
work associated with Standard Grade at national level. Other
members were primary teachers with known expertise.

This concept of a consensus based policy community is also borne
out by interview respondents. Professor Wilson, Convener of the 5-14
RDG in English Language, comments in favourable terms on the
concept of a group of practitioners reviewing the situation and forming
proposals in the light of the remit. HMI No 1 also comments on his
perception of the existence of a broad consensus, not only within the
RDG, but more widely in the English language teaching community.
The perception seems to have been that it was best in the Scottish
context, to entrust the development of this crucial set of guidelines
which would represent policy in the teaching of English language to
the professionals who had done the job before. Since the Assessor
was feeding this back to the Department for comment - see interview
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with Professor Wilson - one can conclude that this was being done
with the agreement - at least tacitly - of the major policy interpreters. It
Is thus argued that there is a case for the existence of a language
policy community with considerable influence over the evolution of
national curricular guidelines in the teaching of English language, as
far as Scotland is concerned.

Ideology and Policy in Education and the role of the New
Right

Having then argued for the existence of a policy community within the
domain of English language teaching, and indeed within the domain
of the primary curriculum as a whole, it is useful to turn now to
consider differing political perceptions of the curriculum, and to
examine the ideologies which underpin these. In Scotland, as in
England, there was during the nineteen sixties - although its origins
can be traced much further back - a movement towards liberalism and
progressivism in curricular design, and this movement can be
associated with the appearance of key features of the education

system and of the curriculum in primary education itself.29 Such

features might be identified as the creation of open-plan primary
schools; the integrated day; the movement from subject-centred
towards child-centred primary education; the management of classes
in terms of group teaching rather than whole class teaching; the
tendency towards investigation by the child rather than
straightforward didactic teaching; the incorporation of varieties in
methods including a movement towards a wider range of resources
and a shift of perception in the role of the teacher from imparting
knowledge to one which was much more multi-faceted and which

incorporated the ability to facilitate discussion and encourage
exploration. This movement is well documented in the Plowden
Report of 1967 and the 1965 Primary Memorandum in Scotland.

23 see"English Primary Education and the Progressives"; RJW Selleck: Routledge & Kegan Paul;
1972
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It may also be seen as associated with the progress made by child
centred education as a whole. Although more recent times have seen
the movement as a whole described as inchoate and incoherent, full
of "fuzzy thinking" and "half-baked" ideas (see the "discourse of
derision" offered by the New Right later in this section), it has been -

argued by Darling (1994)30 that in fact there is a traceable history
and logical development in the movement as a whole, and that in fact
much of the criticism which has been levelled at the movement has
been informed by political rather than philosophical concerns.

In terms of English Language, there was in general a movement from
concentration on decontextualisation of language activities towards a
greater sense of 'freedom’. This and 'creativity' became important
terms in the folklore of the liberal/progressive movement, if not in the
actual documentation of the curriculum of that time. The historical
narratives referred to in Chapter Two have addressed the detail of this
in terms of the actual documentation itself, and form the basis of
support for these assertions. However, it is wise to note that
consideration of what was actually said may in fact present a slightly
different emphasis from the folklore: both Plowden and the 1965
Memorandum were concerned with the utilisation of a range of
methods: both were concemned to a great extent with the maintenance
of standards: both were concerned to see the role of the teacher not

only restated but expanded. Further evidence of this concern with
standards is supplied through the remit of the Bullock Committee in

1975: it must not be assumed that the entire education community
wholeheartedly espoused liberal progressivism and held its tenets
dear. Nevertheless, it is true that as a broad statement of the spirit of
the time, the liberal/progressive view of the world was in the
ascendant, backed by research in social and educational psychology,
and by changes in linguistic theory. These changes in the theory of

| language are further examined in Chapter Six. There was a spirit of
challenge to accepted wisdom, and this reflected a wider spirit of
enquiry and challenge in the scientific and commercial worlds.

30 “Child Centred Education and its Critics”; John Darling: Paul Chapman Publishing; 1994
51



But there can be no action without reaction: and although the
progressives might have held the ascendancy in that they
represented the spirit of the age, the reaction duly came in the form of

the challenges and questions issued by the Black Paper authors. The
first of the Black Papers was "The Fight for Education: a Black Paper"
by C B Cox and AE Dyson (Eds) published in 1969 by the Critical
Quarterly Society. This was swiftly followed by "Black Paper Two"
(1969) and "Black Paper Three; Goodbye Mr Short" (1970). Another
author concerned with the publication of the "Black Papers” was Dr
Rhodes Boyson, later to become a Minister in the Department of
Education and Science in the first Thatcher Government. Boyson
edited further "Black Papers" with CB Cox in 1975 and 1977 and was

responsible for the influential text “The Crisis in Education”s1.

It is perhaps significant in the context of this study that the first topic
which is addressed is the perceived growth of illiteracy. For the Right,
English language is, as we shall see, a key topic indeed.

This group of academics, politicians and educationists asserted the
traditional values of teacher authority, teacher/subject based learning,
the perception of 'basic' skills in language and number, and the perils
of a perceived decline from these values. This was the beginning of
the 'standards' debate in a real sense. An important text which
encapsulated much of the arguments which were being put forward
by this right wing group was "Why Tommy isn't Learning”, by Stuart
Froome32. Froome was himself a primary head teacher and a
member of the group associated with the first Black Paper, published
in 1969. He presented a case that there had been an inexorable and
accelerating decline in the standards of achievement of pupils in

English language and number skills; that the very centrality of these
skills was being questioned and eroded,; and that this decline was

associated with the movement towards methods of exploration and
creativity described above. Another central plank of the argument was
the perceived decline in the authority of the teacher and the change in
the teacher's role from that of controller to that of enabler.

31 “The Crisis in Education; 1975; Dr Rhodes Boyson; The Woburn Press

32 "Why Tommy Isn't Learning” by Stuart Froome; Tom Stacey;1970
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The effect of the Black Papers on the curriculum is further explored in
the following chapter. What is of concern to the present purpose is to
establish the origins of a movement which was to have a profound
effect on political thinking in the nineteen eighties and which was
indirectly to give rise to the concept of the National Curriculum and
the 5-14 Development Programme in Scotland.

These two movements do however require some contextualisation,
because they may well be seen as representing polarities. There is
some truth in the assumption made by Gatherer 33 that there was a
post war consensus in education policy and that this policy
consensus established a framework within which governments and
political parties operated.34 This framework encapsulated concepts
such as liberalism and expansion; participative decision making; the
rights of the professional teacher - although there were sometimes
quite profound differences of emphasis. The imposition of the
comprehensive model in secondary education following the election
of a Labour government in 1964 would be an example of this.
Nevertheless, the dialogue between Labour and Conservative
Education Ministers in Kogan (1971) 35 shows a surprising degree of
agreement - although much of it is tacit and pragmatic rather than
reflective of differing ideological standpoints. However, Kogan says of
Boyle:

"“Because he was free of rigid moralistic commitments he found it easy
to meet the social radicalism of the 1960's half way" 36

This consensus is also part of the reason for the length of time
between reviews of primary education in England and Wales;

between Hadow and Plowden and between Plowden and the

33 W A Gatherer in "Curriculum and Assessment in Scotland: A Policy for the 90's"; ed Roger and

Hartley; Scottish Academic Press; 1990

34 see essays in Section Three of “Policy-Making in Education - the breakdown of consensus™

lan McNay and Jenny Ozga; Pergamon Press for the Open University; 1985

35 "The Politics of Education”; Anthony Crosland and Edward Boyle in conversation with Maurice

Kogan; Penguin Education;1971
36 "The Politics of Education, op cit; Page 18
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Education Reform Act.37 The reasons for the formation of such
consensual politics in education and the values which they were seen
as representing are investigated by Kogan38 and also by Archer3? in
McNay and Ozga, who additionally chart the disintegration of that

consensus and the reasons for these changes. That such a
consensus also existed in Scotland is attested by Sir Charles

Cunningham, interviewed in McPherson and Raab40 .

If the Black Papers were the seedbed of New Right thinking in
education, the election of the Thatcher government in 1979 was the
stimulus which inspired rapid growth. Mrs Thatcher, herself originally

a Minister of Education in the Heath Government, had hardly proved
to be a massive force for change during her tenure of that post. As

Wapshott and Brock 4t comment, she was using that period to learn
and to shape her thinking for later events. However, she was strongly
influenced by Sir Keith Joseph42 , and his thinking on education was
much more highly developed. Mrs Thatcher was also a protagonist of
the thinking of right wing monetarist economists such as Hayek and
Friedman43 , and her view of the world included an opinion that the
education service was partly to blame for the situation in which she
found herself. People had become all too dependent upon the State44

. The State had invested massively in education during the years of
expansion, but the benefits of this investment were not visible in terms

of a more highly trained, entrepreneurial workforce.

37 The immediate history of the Act is traced in Chapter 5 of “The Control of Education™; John
Tomlinson; Cassell Education; 1993

38 “Educational Policy and Values”; Maurice Kogan; in “Policy - Making in Education”; ed McNay
and Ozga; Pergamon Press; 1985

39 “Educational Politics; a Model for their Analysis; Margaret Archer in “Policy - Making in
Education”; McNay and Ozga; op cit

40 McPherson and Raab; op cit; Page 156 and ff

41 "Thatcher": Nicholas Wapshott and George Brock; MacDonald; 1983

42 “The Downing Street Years”; op cit; Page 14 as an example.

43 This is implicitly admitted in “The Downing Street Years”; for example Pages 618 and 804:
however the emphasis is on a much broader concept of tight control of monetary policy. Itis

interesting that although there are substantial references to the idea of “Thatcherism” there is no
substantial definition of the term offered in the autobiography.

44 “The Downing Street Years”; op cit ; Page 627. Here, in terms reminiscent of the American New
Right Sociologist Charles Murray, Lady Thatcher talks of the dependency culture and the creation
of an underclass.
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Mrs Thatcher's views on education and the role it had played were
therefore not highly complimentary:

"As one cabinet minister observed of these exchanges, (between her
Education Minister Mark Carlisle and DES officials who were
obstructing him - it seems that the leadership class/ policy community
were just as active south of the Border)' "She doesn't like local
govermment, she doesn't like the civil service and she doesn't like
teachers - so education isn't a very good job to have”.

She made it clear that she thought that the necessary changes were
fundamental and were still to be made. In autumn 1982 she revisited
her old twelfth floor office on one of a series of Whitehall visits and
delivered a familiar plaint to the ministers and officials she lunched
with: why have we spent so much on education and achieved so
little? She did not appear impressed by the answers. A few months
later she was addressing a gathering of forty or so junior ministers on
budget strategy and election timing when she was asked what the
government was planning to do about education. 'It's a disaster’ she

replied...."45

This is only part of the 'discourse of derision' which came to
characterise the New Right approach to the consensus in education.

Mrs Thatcher's own views on education4é equate strongly with
Wapshott and Brock’s very accurate analysis, made ten years earlier.
In “The Downing Street Years"47 the former Prime Minister lays the
blame for the failure to achieve higher standards squarely on the
teachers:

“| also believed that too many teachers were less committed and more
ideological than their predecessors. | distrusted the new ‘child-
centred’ teaching techniques, the emphasis on imaginative

engagement rather than leaming facts and the modem tendency to

45 "Thatcher"; Wapshott and Brock; MacDonald; 1983.

46 Mrs Thatcher described Mark Carlisle as “not... a very effective Education Secretary who had
leaned to the Left..." (“The Downing Street Years”, Page 151)

47 “The Downing Street Years™ Lady Margaret Thatcher; Harper Collins; 1993
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blur the lines of discrete subjects and incorporate them in wider, less
definable entities like “humanities”. And | knew from parents,
employers and pupils themselves that too many people left school

without a basic knowledge of reading, writing and arithmetic”,48

There had been in England since the Callaghan speech in Ruskin
College in 1976 a "great debate" to review standards in education

and indeed where the educational system was going49 . This debate
had not risen to the same extent in Scotland, possibly due to the

different nature of the system and possibly due to the perception that
standards were not so much of a concern in the system in the sense

that there might even have been more complacency that Scottish
education in general was doing a good enough job. This debate was
earmestly entered into by the right wing of the Conservative Party,
some of whose members and notably, as we have seen, Rhodes
Boyson, had been responsible for the publication of some of the Black
Papers. Therefore the election of a right wing Conservative
Government in 1979 provided a heady cocktail of optimism within
which some of the Black Paper thinking which had been part of the
"great debate" could be worked out in practice. But this in fact did not
happen, largely because the government had been concerned with
other more pressing concerns and was largely minded, if not content,
to let the consensus continue for a little while longer.

It was really the second Thatcher government which worked to end.
the consensus. During the period of her first government, the
moderate Mark Carlisle had been replaced by Mrs Thatcher's guru,: -
Sir Keith - later Lord - Joseph; an intellectual with marked right-wing

48 “The Downing Street Years"; op cit; Page 590

49 There is an extremely interesting article by Lord Callaghan in “Continuing the Education
Debate”; ed Williams, Daugherty and Banks; Cassell Education; 1892. In this article, the former
Prime Minister voices his concem to instigate the debate and his desire to ascertain whether it was
a reasonable way of proceeding to see if it would be possible to determine age-related standards
and to test for their implementation. Callaghan sees a directly traceable link between the Ruskin
speech and the development of the National Curriculum. It is further interesting to note the extent
of agreement between Callaghan and the author of the following article, the Conservative
Secretary of State for Education, John McGregor. However, whereas Callaghan was concerned to
encourage debate about these issues and to take the educational community with him, McGregor
seems to assume the basis of the National Curriculum as a given quantity, and to see the debate
about its implementation.
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views including the proposition that a system of vouchers was the
best method of encouraging individual responsibility and freedom in

education.50 These vouchers would be issued by the State to be

'spent’ on education as the individual wished.51 Although Mrs
Thatcher felt that her objectives of “parental choice and educational
variety” would be achieved by means less controversial that an overt
voucher system, it can be argued that the consensus had ultimately
prevailed, and nothing had happened. Education had been left: but it

was felt that the time to put the mess to rights was fast approaching.
The philosophy, as Ball comments can be perceived as follows:

"Thatcherism in education, as elsewhere in policy formation, is an
amalgam, a managing of nascent contradictions. But the important
point is that, analytically, education is no longer separated off from
other areas of social and economic policy. It is no longer a backwater
of policy. It is now in the mainstream of the political ideology and

policies of Thatcherism,"52 53

Now that education was in the mainstream, reform could begin in
earnest. It did not, however, begin with the primary curriculum: that
was to wait for the Education Reform Act. It could be argued that the
Technical and Vocational Education Initiative (TVEI) was the first
major change, and it was part of a new realism, a move towards
'vocationalism' in education.The sense was that Britain had been let
down by the education system. There was a lack of skill in the areas

of science and technology - these areas which would do most to
increase the economic performance of the UK. Therefore, investment

50 see “The Downing Street Years” op cit; Page 591 and commentators such as Ball (1990) Page
63 and ff

51 This view is somewhat derided by Margaret Thatcher's Chancellor, Nigel Lawson. Lawson
describes Keith Joseph as a “secular saint” who was far too nice to do anything about the root
cause of the decline in educational standards which he perceived. Lawson wrote a paper on
education which was received by Mrs Thatcher and which advocated central control of education
spending with devolved powers for schools and therefore the abolition od the role of the local

authorities in the management of education. See Nigel Lawson; “The View from No 11: Memoirs
of a Tory Radical’; Bantam Press; 1992; Pages 599-611.

52 Stephen J Ball, *Politics and Policy Making in Education: Routledge; 1990

53 see also “Political Ideology Today”; lan Adams; Manchester University Press; 1993; where a
similar point is made on page 260 and ff.
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in these sectors would in time be repaid through a greater awareness
of the importance of science and technology and a workforce which
was more able to respond to the demands which they made upon it.
This is commented upon by Ball and others. Of interest is the fact that
Ball compares the thinking of the New Right to that of a theology - and

argues that it is in these terms that it should be considered.
Nevertheless, there was, even up to 1986, no real evidence that there
was any thought being seriously given to the construction of a
National Curriculum. The 1986 Education Act concentrated on such
issues as the management and control of schools; the strengthening
of the powers of governing bodies; increased clarification of the role
of the Head; the prevention of political indoctrination and the right of
parents to withdraw their children from sex education. On November
20th 1986, Conservative Central Office published an edition of
"Politics Today" devoted to education. Almost exactly one year before
the publication of the Education Reform Bill, it stated

"Britain has never had a uniform, national curriculum. The

Government has no intention of trying to create one. It is, however,
working steadily towards agreement with LEAs on the essential tasks

that the school curriculum should perform.”54

What happened to this statement of consensus thinking, to this vision
of partnership in the short space of one year? There are some clues
in the pamphlet. The Government had put more money into education
that ever before, yet standards had not risen. At that time, the reason
for this was seen as poor management by the LEAs who were not
using the resources which they had been given to their best effect.
Local Authorities were not concentrating their resources on the
‘common sense' things; they were indulging In activities seen as

peripheral to the main tasks of raising educational standards from the
level to which they were perceived as having declined. The answer
would also seem to lie in the thinking of New Right Philosophers such
as Roger Scruton and the articulation of these philosophies by the

54 "Politics Today"; 20th November 1986; Page 359
58



Hillgate Group55 . In particular, the Hillgate Group publication "The

Reform of British Education® 56 would appear to be a document
which was of great influence. This is centainly the view of Ball and

Lawton 57 .

Having established the central importance of education to the second
Thatcher government, it will be wise to examine the fundamental
ideology which was to underpin the formation of policy during the
critical years for education of 1986-1991. One way of examining the
ideology is to address the contexts within which it Is constructed:
another to look at the discursive framework within which its utterances
are couched. Analysis of discourse relates to the ways in which power
and language interact; how power is constructed through language.

The technique has its recent origin in the work of Michel Foucault58

-Foucault is at the centre of the growth of interest in the post-

structuralist movement and deconstruction theory, and the central
issue is that humans observe and construct the world through the use

of language. Language therefore “embodies our reality”.59 It becomes
our reality, too. Discourses shape not just what is said, but also the
authority with which it is said, the social and other contexts within

which it is said, and the consequences of its saying.60 |t therefore
follows that deconstruction of language will give us access to the way
in which ideas are conceived and power is represented and used.
Discourse analysis is nhow a respected tool for accessing these
understandings: examples of its use in deconstructing texts are those

55 The influence of this group is well charted in “The New Right and the National Curriculum” by
Geoff Whitty in “Curriculum Policy”; ed Rob Moore and Jennifer Ozga; Pergamon Press for the
Open University; 1991

56 "The Reform of British Education - from principles to practice®; The Hillgate Group: Claridge
Press; 1987

57 "Education and Politics in the 1990s: Conflict or consensus?"; Denis Lawton; Falmer Press:
1992

58 “ The Archaeology of Knowledge”; Michel Foucault translated by AM Sheridan Smith;

Tavistock, 1972: quoted in “A Companion to Contemporary Political Philosophy”; edited by
Robert Goodwin and Philip Pettit; Blackwell, 1993

99 “Modem Political Ideologies”; op cit; Page 186
60 “Education Reform”; 1994; op cit; Page 22 and other texts.
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of Ballé1 and Tiklyé2 . It will therefore be appropriate to examine the
discourses which are used in key New Right documents relating to the
foundation and institution of school curricula in order to evaluate the
underlying ideology and to access an understanding of how it
operates and how it might therefore affect policy and the policy
communities which operate it.

New Right ideology lies within the tradition of British Conservatismé3
but represents a category which is difficult to define. It is clearly very

different from older traditionalist, paternalistic varieties of
Conservatism culminating in the “One Nation” brand which derives its

nomenclature from Disraeli's “Two Nations”.64 65

New Right ideology is radical.66 Having its immediate origins in the
liberal thinking of anti-totalitarian critiques of the 1950s such as those
by Hayek and Oakeshott and developed by the Chicago school of
economists (most notably by Milton Friedman), it challenges all
assumptions, all consensuses. It champions the freedom of the |
individual and has been classified thus as neo libertarian - and the
terms 'liberty’ and 'liberation' appear in its literature. It asserts the right
of the individual to choose his/her own destiny. It also asserts family

and national values. 67 "The Reform of British Education”, written by

the New Right philosopher Roger Scruton, and four others, is a

significant document. It refers to the Government's proposals for a
national curriculum. Yet, as we have seen, only one year earlier, there

was ho such agenda, and even the consideration of such an entity
seemed remote. "The Reform of British Education” was published in

September 1987 - at least two months prior to the Education Reform
61 “Education Reform”; op cit; 1994 Pages 21-27: here Ball discusses the various tools which the
commentator may use to access ideological and other bases of policy.

62 “Education Policy in South Africa since 1948"; Leon P Tikly; Unpublished PhD Thesis,
University of Glasgow; 1994. Tikly subjects key political documents relating to education to
discursive analysis in order to access and analyse the bases and premises on which they are
founded.

63 “Educational Reforms - Ideologies and Visions™ ; Sally Tomlinson; in “educational Reform and
its Consequences”; edited by Sally Tomlinson; Institute of Public Policy Research:1994

64 see, for example, “Modem Political Ideologies”; Andrew Vincent; Blackwell; 1992; Pages 66-
67

65 “Scottish Toryism and the Union”; M L McKenzie; Tory Reform Group; 1989
66 Ball 1990, 1994; Lawton 1992; Vincent 1992
67 “Political Ideology Today”; op cit; Page 263 and ff
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Bill of November 20th, and while the proposals were at the stage of

being a paper from the DES68 | The rationale of the document is
interesting, too. The perception of a deterioration of standards is -
repeated, and the blame for this laid again at the door of the local ~
education authorities, the teacher unions and "Powerful groups
entrenched in the Department of Education and Science” - the policy
community? Schools are to liberate themselves from LEA control.
Multicultural and anti racist education are treated to the language of
denigration. They militate against the unifying influence of British

culture.

The liberation of schools from this tyranny of control and the handing
over of power to parents, so that they can exercise their right to
influence schools to the full will, according to the thinking of Hillgate,
result in the formation of a national curriculum. This is because

"sensible parents will be too busy to ruminate on the niceties of the
curriculum, or to wonder at every juncture whether their children are

being properly instructed in subjects which will be of lasting value."69

The discursive framework used here is interesting. Once again we
have the association of right-wing ideas with "common sense" or
"sensible parents". Children will not be educated or even taught: they
will be "instructed". This is the perception of the role of the teacher

throughout the document.70 . Ball sees this as the 'nostalgia mode' - a

harking back to a golden age of educational rectitude based on
'traditional values' for which no model has ever existed, since it is in
itself a pastiche. The complexity of the proposals for the national
curriculum and its implementation is realised, as is the fact that the

proposal runs counter to the consensus argument, for which some
sympathy is stated. But

"Unfortunately this consensus does not extend to the educational

63 The National Curriculum 5-16; Department of Education and Science; July 1987
69 “The Reform of British Education”; op cit; P5

70 |t js also commented on by Ball (1994) ("Education Reform - A Critical and Post-Structuralist
Approach; Stephen J Ball; Open University Press; 1994
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establishment which, prey to ideology and self-interest, is no longer in
touch with the public.The national curriculum proposed by the
Government is, we believe, likely to win the approval of most people

who know the difference between fact and opinion, knowledge and
ignorance, culture and barbarism. it is therefore more likely to renew

the underlying consensus than to destroy it."71

This passage is worthy of inclusion and analysis because it reveals
much about New Right ideology where education is concerned. There
are a number of premises:

1. There is a public consensus, and that consensus supports our
views. It is held by 'sensible’ people.

2. These views are not shared by a minority within the educational
establishment, who have subverted ‘true’ values.

3. This minority is prey to ideology. What we are taking up is by’
implication and definition not an ideological stance, but one based
upon common sense.

4. Civilised people will wish to support the Government's view of the
national curriculum. By implication, if you do not support it, you are not
civilised. |

This approach is an example of what Ball72 defines in a wider context

as the 'discourses of derision'.lt is also included here in order to
extend Ball's point to the specifically educational ideology/policy
context.

The paper goes in to examine arguments and counter arguments and
examines each with rigour from the ideological stance of the authors.
In this it is entirely consistent and logical. Nevertheless, one

71 *The Reform of British Education®; Page 9

72 *Politics and Policy Making in Education"; op cit: Pages 40-42
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Interesting point is that while wishing to free schools and teachers
from the perceived tyranny of local authority control within the
framework of a libertarian approach, as it is hoped to demonstrate,
other perhaps more insidious controls may well be exercised.
Innovation in education which is genuine is rare: schools should
however be allowed to develop within the confines imposed. Teacher
expectations are too low. Testing is the preferred option to enforce the
curriculum, at least in the foundation subjects, since to prescribe
statutory programmes of study is undesirably centralist and unwieldy.
The Hillgate Group go on to propose alterations to the national
curriculum proposals, some of which - such as the establishment of a
statutory framework for national attainment targets and tests - were to
be enshrined in the eventual legislation. The conclusion is a
restatement of the voucher system, and a recognition that it can be
achieved through 'entitlement’ policy, where children and parents
have the right to exercise their choice in any sector, state or private.

The discourses which operate within this paper are many, and the
discursive framework worthy of further study. In addition to the
discourse of derision, already mentioned, there are discourses which
relate to the concept of “nationhood”. Tikly has done considerable

work in relating these discourses to the application of racism to
education policy in South Africa: it is indeed interesting that a similar
discursive framework may be seen to apply in this instance.73 Further
discourses centre around the concepts of empowerment and
disempowerment and indeed the nature and control of knowledge. In
these contexts, a crucial concept is that the centre or the Government

should dictate what is to be learned “in the national interest” and
therefore should have the ultimate sanction in determining ownership
of the curriculum, which lies not with teachers or with pupils, or indeed

with the educational establishment, who are perceived as being
largely responsible for the present unsatisfactory state of affairs. There
are some areas within which parents should have power, but these
are defined as those where market forces can most effectively be

73 “Education Policy in South Africa”; op cit; Page 121 and ff.
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brought to bear,74 such as the defining of the level of remuneration for
teaching staff and the right to decide on the nature and constitution of
schools themselves. But the constitution of the National Curriculum
itself, as defined by the Government is reluctantly accepted as being
necessary to overcome the difficulties. The reluctance stems from the
New Right sense that anything which is centrally imposed is to be
viewed with suspicion.

The debate about the control of knowledge and the power which
ensues from controlling it is a fascinating one. It can be argued from
discursive analysis of Hillgate that such control is precisely what their
perception of the National Curriculum proposals is about. Their
comments about the teaching of English are an example of this.

“Teachers of English must be obliged to impart a proper
understanding of English grammar and of the written word, together
with some knowledge of the true monuments of our literature, The
imposition of a core curriculum is effective only if the subjects so
imposed cannot be subverted in the name of a misplaced ‘relevance’ -
and this means that the attainment targets must be thought through in

the light of an educational philosophy true to the principles behind the
proposed legislation™”5

Following a section which states that the curriculum should be ‘truly
national’ in nature and where British and European history should be
the foundation of teaching in that subject, this is an example of the
discursive framework within which these New Right authors operate: a
framework which disdains the teaching profession and seeks to
disempower it and which restates the imperative of nationalism in

culture and history.

From a Scottish perspective, what is additionally interesting about the

74 This relationship between market forces and parental choice is further explored in “Market
Forces and Parental Choice: Self-Interest and Competitive Advantage in Education”; Ball, Bowe
and Gewirtz; in “Educational Reform and its Consequences”; edited by Sally Tomlinson; Institute
of Public Policy Research;1994

75 “The Reform of British Education”; op cit; Page 9
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document is that throughout it refers to the 'British' system of
education and to '‘British' values. Yet in the entire paper only one
reference to the Scottish system or way of doing things is made; and "
that is to the “knowledge-based” examination system in Scotland,
perceived as more praiseworthy than the CSE system in England. The
language is of the DES, of GCSE, of maintained schools, etc. Is one to
assume that the Scottish system is of no consequence to the authors?
Or is there a wider agenda that sees the model from England and
Wales being exported north of the Border, because the terms “British”
and “national’ are frequent? A third alternative is that consideration of
the 5-14 proposals was clearly under way, as evidenced by the fact
that these were published on the same day as the Education Reform
Bill, and that the authors were content to leave matters Scottish to the
authorities with responsibility for Scottish education. But if that were
so, why refer to the British system at all? The role and influence of
Scottish minister Michael Forsyth in the reforms of Scottish education

has been documented by Boyd76 and more recently by Humes: it is

significant that Humes' analysis of Mr Forsyth places him squarely
within the New Right thinkers who were influential at that time in the
Thatcher Government'’s policy on education. Moreover, Mrs Thatcher

herself records her admiration for Mr Forsyth and his influence in the
No Turning Back group of influential New Right MPs.77 She describes
him thus:

“The real powerhouse for Thatcherism in the Scottish Office was
Michael Forsyth, whom | appointed a Parliamentary Under-Secretary
for Scottish Education and Health...... he was the only Conservative

politician in Scotland whom the Labour Party really feared.”78

Perhaps it was with this assurance that Hillgate felt Scotland could be
left to reform itself.

New Right ideology in education then, is concerned with standards,

76 “Letting a Hundred Flowers Blossom” Brian Boyd; unpublished PhD thesis; University of
Glasgow, 1992

77 “The Downing Street Years” ;op cit; Pages 620-623
78 “The Downing Street Years”; op cit; Pages 620 and 621
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with common sense, with choice, with liberating parents and teachers
from the control of the local authorities who had been so responsible
for letting the system and the country down in the past. The thinking in
"The Reform of British Education” is consistent with the tenets of
Friedman, Scruton and Sexton. These tenets are recognised in the
notes and references section in the document. This document is
worthy of close comment because it is such a concise statement of
New Right thinking, and because it comments upon the critical
investigation of this study - the curriculum.

The New Right and the teaching of English

It is perhaps relevant in the context of this study to consider whether or
not the ideological stance of the New Right extends to a view of

English language. It is clear from any survey of the literature that 79
standards of literacy and the teaching of English language feature
centrally in political debate about education. This debate is still
current, some four years after the publication of the orders for the
teaching of English in England and Wales and the appropriate

national guidelines in Scotland. Texts such as that by Bex 80 or

Coggle8! make it clear that there is still much to be discussed in this

area and that the arguments are by no means over. In Scotland, a
similar example can be found in the article by Dorothy-Grace Elder 82
Therefore there is evidence that the teaching of language is an area
where there is public concern about standards. The New Right shares
this concem, from its populist libertarian stance. If this is the case,

what is the nature of this stance on language, and how is it
expressed? It has been noted that "The Reform of British Education"

comments that teachers of English

"must be obliged to impart a proper understanding of English

79 see for example,“An Overview of ERA +3"; Duncan Graham; in “The Search for Standards™ ed
Harry Tomlinson; Longman in Association with BEMAS; 1992

80 *"Estuary English: Guardian Education®; June 6th 1994
81 *The Dangers of llliteracy"; Paul Coggle; The Sunday Times; 10 April 1994

82 "Peopul are Eliterit"; Dorothy-Grace Elder; Scotland on Sunday; 5th February 1995
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grammar and of the written word, together with some understanding of
the true monuments of our literature."83

Although as has been noted this Is important in the discursive context,
it may in curricular terms be seen as a fairly bland statement, and
contains few details of the thinking behind it - although in the global
context of the ideology it is not difficult to extend it. For these details, it
is necessary to go further into the documentation which reflects the

thinking of the time.

There are in this context two key documents which were extremely
important in the formulation of New Right thinking on the nature of
English language and how it should be taught within the matrix of the
school curriculum. HMI No 1 comments upon these in his interview,
where he places these in the Scottish context:

"Michael Forsyth had well-defined views on the matter, and these
were influenced by the thinking of the right-wing Centre for Policy
Studies, particularly coming from Lawlor, Marenbon and Scruton."84

Since he was the Under Secretary for Education at the Scottish Office

who was directly responsible for the production of the 5-14
development proposals, and who was intent on reform of the Scottish
educational system, these documents are of considerable importance;
firstly because they further reveal the nature of the ideological stance
which the Minister adopted, and secondly, as we shall see, because
comparison between that stance and the thinking articulated in these
documents and what eventually transpired In the way of national
guidelines for 5-14 English language will reveal much about the
changes brought about by the policy community with respect to the

teaching of English.

The first of these documents is "English, our English - the new

83 "The Reform of British Education®; op cit; Page 9

84 See Appendix Six
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orthodoxy examined". 85 This was produced by John Marenbon, for

the Centre for Policy Studies. This is, as the HMI says, a right wing
think tank, and the paper is one of four entitled the "Education
Quartet". The timing of it is again interesting because this was the
stage at which the proposals for a national curriculum were being
mooted and when the options for its content and construction were
presumably at their most open. As in the case of other documents
emanating from New Right sources, the problem which is to be
addressed is examined. The problem is once more a perceived
decline in standards. According to the paper, there is widespread
concern at the decline in the ability of pupils and even university
students to use and understand their native language. Examples are
produced to substantiate these claims. The paper moves to examine
why this state of affairs has arisen, and its conclusion is that there has
come into being a 'new orthodoxy' which is centred around child
centred methods; English being a process rather than a subject; the
teaching of spoken language is important; grammar is descriptive of
language, not prescriptive; language use is judged by its
appropriateness in context. In many ways, this is a description of some
of the main tenets of modern linguistic thinking - see Chapter Six. But
it is also highly selective, missing out aspects such as the teaching of
genres, reading and listening skills, etc. Marenbon gives evidence for
each of the statements which he perceives as being fundamental to
the construction of this new orthodoxy.

Very interestingly, Marenbon then goes on to examine his perception
of the reasons for the spread of the new orthodoxy which has caused

all these problems. He sees the Bullock report of 1975 86 as being
one of the instigators of the process. It is omitted that the reason
Bullock’s research and inquiry was carried out was exactly the same
as that for the production of Marenbon's paper - that there was a
perception of a decline in the standards of teaching of English, and

that this had to be addressed. Bullock was, as Chapter Six shows, a

85"English our English - the new orthodoxy examined"; John Marenbon; Centre for Policy
Studies; June 1987
86 "A Language for Life"; Report of the Committee of Inquiry under Sir Alan Bullock, FBA: HMSO:
1975 '
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very measured and research-based response to this remit. Marenbon
continues with the assertions that the others responsible for the
spread of the new orthodoxy are Her Majesty's Inspectorate, The
Assessment of Performance Unit and the GCSE examination system.

All have contributed to this pernicious spread of declining standards in
English.

Marenbon then goes on to look at the new orthodoxy in detail,
explaining why it is in his view wrong. English is a subject, not a
process. It has clearly defined boundaries and aims just like any other
subject in the curriculum. It should not be child centred in nature.
Although "effective instruction® (note that similarity of language) is
assisted by the pupil's interest, it is not a prerequisite of it. When it is
explained and taught as a subject, the interest follows. The
concentration on oracy and spoken English is a major factor in the
decline of the written word. Assessment is wrongly based on positive
merits - it should also concentrate on pointing out and correcting
errors. Language use should not be judged on criteria of
appropriateness, but by criteria of correctness. Logically that brings
the argument round to consideration of the place of standard forms.
Standard forms represent a superior discourse to those of dialect. He
does concede a place for dialect forms in certain circumstances, but
these are not within the educational domain. The new orthodoxy is
seen as devaluing Standard English, and therefore creating a
dynamic which leads to a danger of its destruction.

Finally, Marenbon turns to the teaching of literature. All the
approaches in use in schools militate against the propagation of
literary heritage. Children are asked to respond in a personal way;
they cultivate techniques for writing about literature. They do not

cultivate knowledge about literature and are therefore deprived of
access to a great area of cultural and intellectual experience. And they

do not read the right books - they are denied the vision of greatness
afforded by the classics in favour of "accessible" modem works.

Thus, having clearly enunciated the perception of the problem,
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Marenbon sets out the New Right aims for English teaching. Firstly,
English should be taught as a subject, as a body of knowledge.
Secondly,

"..The teacher would not hesitate to prescribe to the children on
matters of grammatical correctness."

The children would have tasks and exercises, not experiences. The
process of leaming would often be laborious and would make
demands on the children's self-discipline. The grammar to be taught
would be Latinate grammar, because

"The terminology of traditional grammar remains the best instrument
for describing the broad features of Standard English, and so of

prescribing usage to those learning it." 87

Part of the problem, of course, is that the teachers themselves are
unclear about these matters, and therefore the teacher himself (sic)
will have to learn these traditional grammatical structures. He should

moreover, not be afraid to use rote-learning and drills in the task of
teaching. Marenbon deals with the problematic demand that teachers
should be aware of the developments of modern linguistics. These are

part of the new orthodoxy, and therefore should be rejected. The
teaching of literature should centre round the great works and the
transmission of the cultural heritage.

The conclusion is that the national curriculum under proposal need
not be yet another enforcement mechanism to be seized upon by the
policy community for its own ends: in this case the continuation of the

new orthodoxy.

"It need not be so, if politicians and committees keep strong in their
common sense, distrustful of experts and chaste towards fashion. May
God grant them sharpness of mind and firmness of resolve, for in the

future of its language there lies the future of a nation."ss

87 Marenbon 1987, Page 35
88 “English our English” op cit; Page 40
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The language of the New Right resurfaces at the peroration. Thus is
clearly enunciated precisely the kind of view of English teaching
which might well have figured in the mythical "golden age" described
by Ball. Nevertheless, it represents a clear view of what is perceived to
be wrong with the current state of affairs, and it suggests a remedy -
return to traditional values. But there is more than this. There Is distrust
of experts and those who have vested interests. The discourse of
derision figures prominently, as in Balls analysis of New Right
documentation. And it springs from a populist concern to "entitle” all
children to the benefits of the perceived solution. The vision of
greatness argument, the return to traditional values, all search out for
a chord which is within us all. Once again we see the discourse of
nationalism in that the great text which are seen as crucial in the
enculturalisation process are promulgated: the very title of the
document bespeaks not just the language but also the nation which
gave birth to it. Earlier the critical aspect of control was noted; this

aspect has been developed by a number of commentators.89 Here
there is also the discourse of control, as was noted in the Hillgate
publication. It discursive terms, this is again critical, because it may
therefore be argued that not only is there engagement with the control
of teachers and with the control of what is taught; but that if there is

control discourse where language is concerned, one Is engaging with
the very substance of which thought itself is made. If as post-
structuralists such as Foucault, and Julia Kristeva within the context of
a feminist perspective, contend that it is through language that we
construct and deconstruct the world, then those who control what
language, what literature are taught are indeed wielding considerable
power over our lives. Whether or not that was the intention of these
New Right documents is irrelevant: it is their effect which is crucial.
And their effect on policy can be identified and traced.

The second text which is of great importance to the consideration of

89 An example of this is “The Education Reform Act - Competition and Control™; Leslie Bash and
David Coulby; Cassell 1989. Bash and Coulby identify a number of similar contradictions between
the New Right statements of liberation from control and the actual effect (or intention) of the

ideology when worked out in practice.
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New Right ideology where the teaching of English language is

concermed and where there is a vision of what this should contain is
by John Marenbon's wife, Sheila Lawlor. This is again issued by the
Centre for Policy Studies and is concerned with the translation of the

ideas contained within "English our English" into curricula for
implementation within schools. The document is "Correct Core -

simple curricula for English, maths and science"90 . The timing of this

document is again interesting. Just as the previous one related to an
early stage in the thinking out of a national curriculum, so this one is
more precise, giving ideas about how that curriculum might work out
in practice, and is available at the stage when the Education Reform
Bill was going through the Commons to become law in the Education
Reform Act of 1988. The document follows almost exactly the same
pattern as the others. There is the definition of the perceived
problematic area; discussion of how officialdom and theorists have
conspired to defeat the ends of education, mistaken assumptions and

then the proposed remedy for these shortcomings.

The basic principle is laid out in the introduction: the curriculum
should be kept basic and simple because it is through this approach
that effective education is obtained. The curriculum should consist of
the three core subjects of English, maths and science: schools and

Heads should be free thereafter to decide what they wish to add. Any
greater restriction of that freedom is a negation of what Conservatives
stand for (Page 5). There are many similarities, as one might expect,
to the earlier document produced by John Marenbon. The demise of
subjects is regretted; experiential and child centred methods are
unsatisfactory; pupils are not stretched and standards are low;
external assessment has diminished; multicultural approaches have

led to a dilution of a sense of national identity. In English, the Bullock
Repont, long regarded by the teaching community as a statement of
considerable weight, has edged teachers away from the virtues of
traditional approaches. Official HMI Reports such as "English 5-16"
have made some references to traditional grammar, but have lapsed

90 "Correct Core - simple curricula for English, maths and science": prepared by Sheila Lawlor:
Centre for Policy Studies; May 1988
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iInto a miasma of the use of English "for the transactions of our
everyday lives" and tor "social and personal relationships". An
iInteresting comment is that on the ongoing work of the Kingman

Committee.

"....from remarks made by members of the Kingman Commission (sic),
it Is becoming clear that misgivings about the form which the National

Curriculum will take are not unjustified".91

Did this remark refer to public pronouncements, or did the CPS have
the ear to members of the Committee? Another point worthy of
consideration might be; why the need for Kingman at all, when Bullock
had made such a well defined response to the same problem not

twelve years previously? Was there evidence of a further catastrophic
fall in levels of achievement? Or was the influence of the discourses of

derision by the New Right significant in creating the impression that
there had been?

Lawlor then goes on to state that in the past there has been a theory
that there should be no absolute standards: that teaching is not a
matter of passing on a body of knowledge: that education has a social

role and that enjoyment has a place in the process of learning. This
approach, she avers, has “not led to higher standards”. Not
surprisingly, her statement of the opposite case follows. Testing will
play a central part in the monitoring of standards, and a minimum
acceptable standard of achievement for 7, 11, 14 and in English only,
16 year olds will be set.

The next section deals with the proposed curricula. That for English is
the natural successor of "English our English”. There are a number of
headings: reading (aloud); Grammatical Description; the literary
heritage; Assessment and Terminology, this including syntax and
vocabulary. Lawlor then proceeds to work these out in terms not of
targets, with the implication that the target may in certain cases be
missed, but in terms of requirements. The change in vocabulary is

91 *Correct Core"; op cit; Page 14
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slight, but important in terms of the New Right view of the curriculum
and education. And the discursive framework is similar to that which
operates in respect of Hillgate and Marenbon. This is control
discourse, with power residing in those who frame the requirements,
and disempowerment the lot of those who are obliged to implement
them or indeed to receive the products of them.

The model is clear. The national standards - "requirements” - will be
set; tests will be administered to ensure that they are met, and the
curriculum will be designed to ensure that children are able to pass
the tests. Thus, the curriculum to assessment model which had

formed the basis of much earlier thinking was entirely reversed.

The requirements for 7 year olds are concerned with reading aloud
with fluency and precision. As well as simple pieces, they would be
able to read aloud more complicated pieces including "ordinary" as
well as "simple" syntax. The author is not entirely certain as to what
this distinction implies. The 7 year old should be able to write legibly
in sentences, using appropriate punctuation, and be able to spell
correctly words belonging to simple vocabulary. He should know
simple rhyming poems by heart. By the age of 11, this is extended to
reading aloud with greater understanding of what are the mechanics
of reading - syntax, vocabulary, meaning. The pupils should be able
to write legibly in a cursive script, with a full range of vocabulary,
using appropriate punctuation and organising their work into
paragraphs. Again, the concentration is upon grammatical
correctness, and this is worked up into the ability to identify parts of
speech. They should also know by heart famous passages from the
Bible and from literature. Similar requirements are made of 14 and 16

year olds. Interestingly enough, there is no mention of Standard
English forms, and no prescription of texts, possibly because this had
already been done in "English our English®. The keynote is simplicity
and a return to traditional values in language education.

Thus, from these key documents, we have access to the New Right

position on the teaching of English, and their vision of how it should
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be accomplished within the context of the National Curriculum. We
also have access to the discursive framework. This enables us to see
how discourses of derision are applied to those who may adopt a
different position from the originators of the discourse. We have -
access to how articulated national and nationalistic concerns,
including those of tradition and family values; control and the

possession of self-evident rightness (“It is only common sense”) by
the originators affect - some would contend constitute - the power sets
and power bases controlling the formation of policy. How influential
this vision was in the eventual construction of the national curricular
guidelines in English language in both England and Scotland will be
the subject of the next chapter: it will be the task of a subsequent
section to investigate the view of teacher professionalism intrinsic in

this statement of their position.
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CHAPTER FOUR

NEW RIGHT IDEOLOGY AND THE TRANSITION TO NATIONAL
CURRICULAR GUIDELINES

The Transition Process

The previous section considered the thinking of the New Right during the
nineteen eighties on educational matters and in particular on the curriculum
and the teaching of English within the framework of a national curriculum.
This thinking was considered from the points of view of the ideological
stances adopted in general towards curricular matters, and the discourses
which are employed in crucial documents giving expression of the viewpoint.
The purposes of this next section are to examine the extent to which this
ideology and thinking permeated the national curricular guidelines which
were issued as a result of the 1988 Education Reform Act and to assess the
impact which policy communities might have had in moderating the stated
ideological stances in their translation into practical documentation. This
process will be undertaken with respect to both England and Scotland: |
however the methods of investigation will be different, as described in
Chapter Two (Methodology). Thus, for England and Wales, recourse will be
made to documentation, while for Scotland, the sources of evidence will
include original interview material.

England and Wales - the National Curriculum

In consideration of the situation in England and Wales, it is worth recalling
the traditions of the Black Papers, described in the previous chapter. One of
the principal actors in the preparation of the Black Papers, and in the '
articulation of the principles upon which the thinking of the authors of the
Black Papers was founded, was C B Cox. Cox appears both as joint editor
with firstly A E Dyson and later Rhodes Boyson, and also as a contributor to
the series. The stance adopted in the Black Papers is in some ways very |
similar to that adopted by later New Right publications. Indeed, there is a real
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sense in which the latter may be seen as the inheritors of the Black Paper

tradition:! the last of the Black Papers was published in 1977, two years
before the election of the figst Thatcher government. It is perhaps of interest
to note that the editors of this last Black Paper claimed that the “Great
Debate” for which James Callaghan had called in 1976 was a case of the

authors of the Black Papers having their clothes stolen.2

The Black Papers were of éignificance because they have a reasonable
claim to have initiated - or been a stimulus to the initiation of - the debate not
only about standards in education but also the ways in which education Is
organised and the values which are inherent in the systems. These are
recurring themes in the Black Papers. So is the perceived decline in
standards in English, part of the wider debate to which allusion has already
been made. In this context, one of the most interesting articles is that in the
1977 Papers by Stuart Froome. Froome was a member of the Bullock
Committee and the author of the only Note of Dissent in the Report.3
Froome's argument centred around his opinion that the Bullock Committee
had not paid enough attention to the perceived decline in standards and to
the attribution of this to “free, unsystematic methods of teaching English”4
Cox’s own contribution to this Black Paper is a survey of the high standards
in reading attained by a Junior School in Staffordshire which had retained

traditional methods and where testing was used to confirm the high
standards of reading. This is counterposed with the notorious William

Tyndale case in a very effective juxtaposition of two extremes.

A further interesting point to emerge from consideration of the Black Papers
is the similarity in terms of some of the discursive frameworks to that later
adopted by the New Right. The concem for tradition is similar, and the
concern for standards is similar. But the Black Papers do not replicate the
discourse of control to anything like the same extent as the later
documentation. Nor is there employment of the discourse of derision to the

1 In “The Making of Tory Education Policy in Posy-War Britain 1850-1986"; Christopher
Knight; Falmer Press; 1990, the author is of the opinion that during the latter years of the

1970s when the Conservative Party were in opposition, there was a conflation of the Black
Paper thinking and official Conservative Party policy on education.

2 “Black Paper 1977"; edited by CB Cox and Rhodes Boyson; Maurice Temple Smith; Page 5
3 The Bullock Report, Page 556

4 “Black Paper 1977" op cit; Page 33. See also footnote reference to “Continuing the
Education Debate” in the previous Chapter.

77



same extent, although this is undoubtedly present in some of the
documentation.s Another notable absentee is the discourse of nationalism,
although traces of it can be detected. This comparison is useful, because it
helps us to identify the extent to which the New Right have in fact sharpened
the debate on educational standards, and linked it in to a more general
stance on market forces and libertarianism.e It also shows how there is
continuity in thinking - albeit with substantial modification - between what
was a radical counter-movement in the late nineteen sixties and early
nineteen seventies, offering a defence of traditional values and ways of
educating to what was perceived as an attack on these by the then Secretary
of State, Mr Edward Short; and what became an even more radical
movement in the ensuing decades, but this time operating with the ear of a
radical reforming Conservative government. The different dynamic is the
access to real power. In the first instance there is a reaction - a revulsion,
even - at what was happening to an education system which was perceived
as having not only served well but as having intrinsic, almost immutable
values. In the second instance, there is a desire to set the agenda from

within for this reforming Government and to promulgate into policy the
concerns which the reformers wished to advance.

At this point it may be helpful to return to the Education Retorm Act. The

history of this Act and the reasons for it have been well documented
elsewhere, and it is not the intention to revisit these in detail now.7 What is
important for consideration at this juncture is that the Education Reform Act
was the instrument which was used to implement the concept of a National
Curriculum which would be taught in all schools in England and Wales. The

curriculum would be for the whole of the primary school and for the

secondary school up until GCSE at age 16 - the compulsory leaving age. In
other words, the whole of a child’s statutory education would be covered by
the prescription of this curriculum. Within the ten subjects of the National

5 see, for example “Return to Sanity” ; in The Black Papers on Education; CB Cox and AE
Dyson; Revised Edition; 1971 ; Davis-Poynter Limited.

6 see “The Reform of British Education” by the Hillgate Group as an example of this. It is
interesting that Caroline Cox, a member of the Hillgate Group was also an author of the 1977
Black Papers.

7 see, for example, “The Education Reform Act: Choice and Control”; Ed Denis Lawton;
Hodder and Stoughton 1988: “Implementing Educational Reform - the Early Lessons™; T
Simkins, L Ellison and V Garrett; Longman for BEMAS, 1992: also Ball (1990, 1994): Lawton
“Education and Politics in the 1990s”;Flude, Michael and Hammer, Merril: 1990; The
Education Reform Act 1988 - Its origins and Implications; Falmer Press, etc.
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Curriculum would be the three core areas of English, Mathematics and
Science. In 1987, prior to the passing of the Education Reform Act, the
Secretary of State announced the setting up of a Committee of Inquiry into
the teaching of English Language (The Kingman Committee) and two
working groups to consider Mathematics and Science. In fact, Kingman's
Committee was announced prior to the other two, in January 1987; and was
seen as the answer to perceived public misgivings - particularly among
employers - about the standards of literacy amongst pupils in the nation’s

schools.s

It is worth while at this stage, too, to reflect on the context of the Kingman
Report. The year was 1987, and Bullock had been published only twelve
years previouslys. What had happened in the intervening time which had
made another Committee covering the same area necessary? Had there
been a further substantial decline in standards of reading and literacy, so
severe that it was necessary to incur further expenditure and commit
resources outwith the education system to the production of a report? In fact,
no such dramatic decline has been observed. Bullock concluded

“There was no significant change in the reading standards of 11 year olds
over the decade 1960-1970, but such movement as took place after 1964
was in all probability slightly downwards..... There is evidence to suggest that
this probable slight decline in the scores of 11 year olds may well be linked
to a rising proportion of poor readers among the children of unskilled and
semi-skilled workers™10

In the ensuing fifteen years, there has arguably been no further significant
shift. Foxman, Gorman and Brooks comment

“Reading Standards among 11 to 15 year olds have changed little since
1945, apart from slight rises around 1950 and in the 1980s. In writing

8 That this concem had been central to Conservative Party thinking in education is evident in
Protherough's 1984 quotation of Sir Keith Joseph:

“The development of nationally agreed objectives for English teaching ... is a particularly
important part of the Government’s policies for raising standards in schools”

Robert Protherough; “English”; in “Curriculum Progress 5-16";eds Wiegand and Rayner; The

~ Falmer Press; 1989

9 see Chapter Five for analysis of Kingman.
10 “A Language for Lite”; the Bullock Report; HMSO 1975 Page 517.
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performance, there was no overall change during the 1980s."11"

Since much of the latter information was obtained from the Government's

own Assessment of Performance Unit which carried out very large-scale
monitoring of standards in achievement over England and Wales between
1977 and 1990, it is inconceivable that the government were not aware of
the results of this research. Moreover, Bullock had been seen as a
benchmark, thoroughly backed by research, and encyclopaedic in its
approach. It is regarded in these high terms amongst the English teaching
community to this day.12 A much more likely explanation is that Bullock haad
not come up with the answers which the government wanted. Bullock was
attacked in “English our English” as being responsible for the foundation of
the new orthodoxy which had so damaged standards in schools. This had
been achieved through discovery learning and the rejection of English as a
discrete subject area in favour of a more permeative approach. The Report is

criticised as being

“remarkable for its confusion, vagueness and ignorant mishandling of the
philosophical concepts it employs”

- here again the discourse of derision13. It is also of interest to note that the

Assessment of Performance Unit comes in for similar criticism in the same
document. It is seen as analysing data from the point of view of the new
orthodoxy; little attention is given to the “mastery, for comprehension and
use, of grammar and vocabulary.” Significantly, the Assessment of
Performance Unit was abolished with the implementation of the National
Curriculum in 1990. There is a similar perception evident in Chapter 2 of
“Correct Core”, where the view of Bullock presented on one page of A4 is

selective, to say the least. 14 It would therefore seem reasonable to infer that
the reason for the Kingman Committee and its remit charging it to look again

11 “Standards in Literacy and Numeracy”; D Foxman, T Gorman and G Brooks; in “Teaching
and Learning in the Secondary School”; edited by Bob Moon and Anne Mayes; Routledge for
the Open University; 1994; Page 337

12 see, for example, the interview with Mr Gordon Liddell - where the 1980s are seen as the
decade of implementation of Bullock. The fact that Bullock is still referred to as a benchmark
today is an indication of its stature and the acceptance which it found.

13 “English Our English”; op cit; Page 12
14 “Correct Core”, op cit; Page 8
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at the teaching of English language had a lot more to do with the political
circumstances of the time, and in particular with the influence of New Right
thinking than it had with a measurable and catastrophic decline in standards
of literacy. Subsequent events, as we shall see, will take little away from the

reliability of that inference.

As discussion in Chapter Five shows, Kingman did not advocate a return to
traditional Latinate grammar. The remit was that the Committee should

“.. recommend a model of the English Language as a basis for teacher
training and professional discussion, and to consider how far and in what

ways that model should be made explicit at various stages of education™.15

It is noteworthy that the “model” is not made explicit: indeed the remit of the
Committee was as wide ranging as its final report. The potential to reiterate
the concepts of traditional grammar is most certainly there - the “model”
which the Committee might have suggested might indeed have been the
traditional one. There is evidence, too, that the composition of the Committee
might have suggested that such a model be produced. None other than CB
Cox himself, Black Paper author and editor, was a member of the Kingman
Committee. So were writers Keith Waterhouse, AS Byatt and PJ Kavanagh;
as well as Professor Peter Levi, then Professor of Poetry at Oxford. There

were representatives form industry, including the editor of ‘Consumer
Affairs”. Teachers were very much in the minority - only two members out of a
Committee of fifteen. Therefore those who had let the education system
down were not going to be given the chance to do so again. But the

Kingman Report did not advocate a retumn to traditional grammar. And many

of the perceived concerns articulated in the Hillgate Group paper and in
those by Marenbon and Lawlor were not addressed in the way which the

spirit of the government at this time might have expected them to be16 .

15 Report of the Committee of Inquiry into the teaching of English Language; appointed by
the Secretary of State under the Chairmanship of Sir John Kingman FRS; March 1st 1988;

HMSO London; Page 1

16 A very strong article was written at the time Kingman was deliberating on his Report by
Ronald Carter of the University of Nottingham Department of English Studies. In this article,
Carter argued for an approach to English teaching which was pragmatic and which did not rule
out the possibility of a genre led curriculum, as the research in Australia marrying English
teaching and linguistics was seen to be promising in practical terms.
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There seem to be two main possibilities here. The first is that, faced with an
overwhelming weight of evidence from linguistic and other research and with
the actual evidence which was presented to the Committee, Kingman and
his colleagues had no intellectually honest course to take other than that
which they eventually adopted. There is some evidence to support this view,
too. Although the submissions to the Committee were in general not
published, the then Scottish Education Department were invited to submit
evidence, and this was presented in the form of a paper from HM Inspectors

of Schools. This paperi7 is not about traditional grammar. It is about the
Scottish system and the approaches to English teaching adopted here and
the influences which have acted upon them. It is about the history of the
growth and development of English teaching since the 1965 Memorandum,
and about the approaches which had become enshrined in the Scottish way
of teaching English. It relates to linguistics, and it relates to “..the Scottish

consensus on English language derived from the corpus of documents....”18
The terminology used is not that of the traditional approach, but largely that
of systemic linguistics. Terms such as ‘mode’ ‘field’ and ‘tenor’ are used, and
the importance of social and cultural factors are pointed up. Yet again, there
is no sense either in which the baby may be seen as rejected with the bath

water: there is reference to the Scottish emphasis on correctness in spelling,
punctuation and handwriting. However, the dangers inherent in
decontextualisation of these conventions are also pointed up. An interesting
comment indeed is offered in

“HMI’s current judgement is that despite these setbacks ( relating to the rigid
formality imposed on courses by the examination system ) the underlying
changes for the better in teachers’ thinking and practice on language are

real, and amount to permanent if modest gains™19 .

The role of developments such as Standard Grade in influencing these

improvements are flagged up. Further, there is an assertion that the
evidence of SED commissioned research indicates that the standards of

17 “Evidence for submission to Sir John Kingman's Committee from HM Inspectorate of
Schools, Scotland™; Scottish Education Department, June 1987

18 SED Paper, op cit; Page 2
19 SED Paper; op cit; Page 11.
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performance achieved by children are “acceptable”. This paper, coming from
a Government department, is not divorced by a great distance from many of
the final conclusions of Kingman and his Committee. Since there is no

access to the processes by which the Kingman Committee reached its

conclusion20 it is impossible to speculate as to the precise weight which this
particular item of evidence carried during the Committee’s deliberations;
however, it does seem reasonable, in the light of the fact that there are many
common strands between the SED view and that finally adopted to assume
that the weight of evidence presented to the Committee was along these
lines and that the Committee was therefore obliged to accept what it saw and
to report as it duly did, whether or not it was to the liking of the Government.

The other possibility is that the politicians, specifying a remit to “recommend
a model of the English language”, simply accepted their own views as self
evident truths and did not fully recognise the implications of the remit. Again,
there may be some justification for this view. There is as we have seen,
ample evidence to suggest that the strongly influential New Right were
actively advocating a return to traditional grammar teaching. There can be
no justification for a revisiting of the field of English language other than that
Bullock did not contain the answers which were being looked for in terms of
the New Right's and the Government’s views of this area. More than this, the
Report was instrumental in the establishment of the new orthodoxy which
had done such harm. Therefore it is possible to assume that Kingman was
established to provide the “correct” model for the teaching profession. But,
because of the framing of the remit, the Committee did not come up with the
desired prescription. On the other hand, it is difficult to see how a Committee
containing such figures as Sir John Kingman and Professor Henry
Widdowson (who wrote the note of reservation about the justification for
Kingman's model) would have consented to be in effect a rubber stamp for
Government or indeed any other thinking. And as has been noted, the
process of curriculum review and development in England and Wales has
followed a pattern of fairly massive documentation by figures whose opinion
carried weight and would influence the practice of the teaching profession. It

is therefore inconceivable that a Committee comprised of individuals of less

20 This comment relates to official documentation: as Chapter Five shows, some individual
members of the Committee were prepared to discuss how they saw the development of the
Kingman proposals from their own perspectives.
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influence would operate successfully within this tradition and achieve the
desired results.

It is appropriate at this time to return to the figure of CB Cox. Cox was asked
by the Secretary of State for Education to Chair the working group on
English in the National Curriculum on 26th April 1988, a month after the
publication of Kingman. Kingman'’s report had not gone down at all well with
the Prime Minister21 ., She therefore concurred with Kenneth Baker that the
correct person to approach for the job of formulating the proposals for
English in the National Curriculum was CB Cox, Kingman member and
much more importantly, doyen of the Black Paper movement in the earlier
years. In order to get it right this time, Cox records that the Working Group
was carefully chosen by Kenneth Baker and Angela Rumbold, Minister of
State at the DES “to reflect a more conservative stance to the teaching of
English”.22 After all, it was still not too late to ensure that through the
National Curriculum, the correct prescription could be offered to the teaching
profession. And there could be no better person to ensure this than the
author of the Black Papers, who had had such influence on Conservative
education thinking , and who was known to be a safe pair of hands.
Moreover, as Professor of English at Manchester he was a respected
academic in his own right and could be seen widely as a suitable figure to
continue the tradition of key reports being headed up by influential figures.

But what clearly had not been realised by Kenneth Baker was that Cox could
not be seen in simplistic terms as no more than the author of the Black
Papers. He was a much more complex academic than that. Indeed he

records that the previous ten years had seen him publicly advocating the
centrality of creative writing in the English curriculum. Moreover, the Working

Group with which he found himself associated, was more progressive in

outlook than the Kingman Committee.23
Commenting upon the appointments, Cox says

“My own view is that neither Mr Baker nor Mrs Rumbold knew very much

21 see “The Downing Street Years”; op cit; Page 595: also “Cox on Cox™ Professor Brian
Cox; Hodder and Stoughton, Page 4

22 “Cox on Cox”; op cit; Page 4
23 “Cox on Cox”; op cit; Page 4
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about the complex debate that has been going on at least since Rousseau
about progressive education, and that they did not realise that my Group
would be strongly opposed to Mrs Thatcher's views about grammar and rote-
learming. The politicians were amateurs, instinctively confident that common
sense was sufficient to guide them in making judgments about the
professional standing of the interviewees. | suspect that they did not realise
that words such as ‘grammar’ or ‘progressive’ reflect very different meanings
according to the context, or that the language of educational discussion had

changed radically since they were at school."24

This comment is interesting, because it heightens the earlier impression that
the Black Papers, although they represented many of the same ideals as the
reforming Conservative Government of the nineteen eighties, were
nonetheless conducted in discourses more academic than vituperative, and
that the provision of curricula according to the tenets of the New Right

perhaps owed as much to gut reactions as it did to philosophy.

The report which Cox and his committee worked on was submitted in two
sections, the first relating exclusively to the primary stages and the second to
English 5-16. The first report attracted adverse reaction, because it gave
insufficient attention to the teaching of grammar. Kenneth Baker, in his

proposals, advocated that the place of grammar be strengthened. Cox
records the reaction of the Press to this in terms of headlines such as
“Baker's Hard Man Soft on Grammar”. Cox himself was anxious to soft pedal
his reaction, lest he be replaced by “an old fashioned advocate of Latinate
grammar, and that would be a disaster for the schools25 " Thus, the final
report advocated a process approach, concentrating on the raising of
children’s abilities to appreciate the function and purposes of their uses of
language, and far removed from the “short Repont, with strong emphasis on

grammar, spelling and punctuation, which would have been easy for parents
to read” which Kenneth Baker wantedz26 .

The final version was never fully published, although a version was

24 “Cox on Cox™; op cit; Page 6
25 “Cox on Cox"; op cit; Page 8
26 “Cox on Cox™; op cit; Page 11.
85



circulated to schools and interested parties. Cox angered the Prime Minister,
too. In “The Downing Street Years” she records her disappointment at the
fact that Cox - whom she does not name, although she records Kingman -
did not give adequate emphasis to the teaching of traditional grammar.:
Although the targets contain statements about where a child should be In
respect of a particular age, there is no formal acknowledgement that this
should be achieved through the teaching of these traditional skills. Thus, the

National Curriculum in the context of primary English as circulated to schools
in the Orders of 1990 was not that kind of curriculum which was advocated

by the New Right papers of 1987 and 1988 - although attempts had been
made to ensure that it would in fact be so.

What then are the implications of this process for educational policy study?

The first is that there was a clear resistance to the imposition of an
ideologically driven policy by those who were responsible for the formulation

of that policy. There is no doubt that the Government wanted the imposition -
or perhaps the reimposition - of grammar as it was traditionally taught in
schools at the time when members of the Government were subjected to it.
There is no doubt equally that this kind of rote and practice teaching was
advocated by the New Right and that in educational matters as in other
areas of national life, the New Right and groups such as Hiligate and No
Turning Back had the ear of Ministers at the time that education policies
were being formulated for one of the most significant retorms of the past one
hundred years. And yet at the end of the day, the reforms were much less
fully realised than the politicians who attempted to drive them intended.
Perhaps there is a strong suggestion that the policy community with respect
to the actual teaching of English language was indeed stronger than the
politicians suspected, and indeed that the members - and certainly the
chairman - were ‘pluralistic’ themselves. It might also be the case that the
Government made serious errors in the implementation of this particular
policy. It made the decision to constitute a Committee which it thought would
produce the kind of English teaching which it wanted, but faced with the
intellectual burden of evidence betore it, the Committee could not deliver.
The opportunity was again there for reform along the preferred lines, and
attempts were made through the membership of the Committee to ensure
that the required curricula were delivered. But errors were made in
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understanding the nature of the membership of the Committee and indeed in
understanding the position of its Chairman. Confronted with the evidence of
modern research into language, Cox could not sustain the neat, uncluttered
idea that a retum to Latinate grammar would automatically change things for
the better. Cox had changed, and with him, any hope of the successful
implementation of a return to the kind of teaching which was advocated. It is
therefore contended that in the case of England and Wales at least, the
policy community through the two Committees -and also through those who
submitted evidence to them - were successful in filtering policy and
ultimately decision making: but that this was successful partly because of
Government miscalculation in the composition of the Committees and
indeed in the formulation of the remits. It is clear that there was a highly
politicised view of language, and that that view was different from the views
of the academic and teaching communities. This political view was filtered
and adapted by those working within the policy community - specifically, in
this instance the Kingman and Cox Committees - and the resultant
guidelines were more in line with current linguistic and educational thinking

than the Conservative Government actually wanted or thought would appear
as a result of the process which they had set in train27 . |

There is one further piece of evidence to suggest that the teaching of English
was a political hot potato in England and Wailes. Prior to the publication of
the National Curriculum Orders,28 in 1988, the Government, conscious of
what was perceived as shortcomings in the linguistic skills of the teachers
themselves - it will be recalled that part of the Kingman remit was to report on
the education and training of teachers in respect of English language -
decided to implement the Kingman recommendation that all teachers should
have in service training in English language, and that a National Language
Project be established. This project came to be known as LINC - Language
in the National Curriculum. A budget of £21 million was allocated to the
INSET programme and to the production of training materials for use with
teachers and in the classroom. LINC was a three year in-service programme
established to develop knowledge about language the teachers “need to

27 That teachers of English in English primary schools would welcome Cox is maintained by
Tricia Connell, writing in “English, meaning More, Not Less™ in “The National Curriculum and
the Primary School”; edited by Jeni Riley; The Bedford Way series, Kogan Page; 1992

28 The Kingman Report, Page 65 and Page 66
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deliver the National Curriculum effectively.” The LINC project was designed
to operate from April 1989 until March 1992. From April 1989 until Apnl 1980

the LINC professional development materials were prepared as a basis for
the training of key project personnel. There were twelve units in the package,

arranged around the concept that teachers should be supported in terms of
developing language in their own schools and in their own professional

situations. Units had texts drawn from recognisable classroom contexts. The

activities

“promote analysis of language but scrutiny of decontextualised language is

normally eschewed."29

A survey of the materials and of the LINC Reader gives a rapid insight into
the thrust which was pursued. |

Part of the concemn of Kingman and Cox was that pupils would be required to
have a knowledge of text, both written and spoken and that they would need
to know how text was constructed and how it was used. This was the context
for the concern with the abilities of teachers - that they themselves would not

be in possession of the skills to deal with these advanced concepts of

textuality, not that they would through the shortcomings of progressive
education, be unable to teach traditional grammar. The latter was the view
held by those in Government. Therefore the LINC materials were devised
around the concepts of textuality and how text operates, just as the earlier
“Language in Use” materials (see Chapter Six) had been in the 1970s. The
concept of Knowledge about Language was seen as remote from the formal
exercise30 and tied in with the child’s own experience of language and how
language is used.This is made extremely clear in the introduction to the
LINC Reader, where Professor Carter makes the relation of LINC to the

theories of Halliday and Britton quite clear. The model of LINC is compatible
with the Kingman model and is functionally and educationally relevant to the
needs of pupils. The articles in the Reader itself relate to key issues in
Knowledge about Language and to Language in the Curriculum. They

include articles by modern linguists such as Katharine Perrera (who was

29 “Knowledge about Language and the Curriculum - The LINC Reader”; edited by Professor
Ronald Carter: Hodder and Stoughton; 1990; Page 3

30 see “The LINC Reader”; op cit; Page 4
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coopted on to the Cox Committee), Frances Christie, a leading genre theorist
from the Australian school; Beverly Derewianka, author of the genre-based

text “Exploring how Texts Work” and Ronald Carter himself. The views of the
Reader are therefore centred around concepts of text, genre and discourse

and how these operate in practice.31

What happened was that the LINC materials were never published. In 1991
the Government announced that it would prevent publication of the materials
to which it had committed an Education Support Grant of £21 million.
Education Minister Tim Eggar announced

“Ministers have taken the view that the LINC Units should not be published

because they are not suitable for classroom use. Their purpose is to
advance teachers’' own professional development and understanding of the
use of English rather than to provide material for school lessons. If they were
to be published there is a real risk that they would be misinterpreted and
used as classroom teaching materials. They were not designed and are not

suitable for that purpose™2

The clear implication of this is that teachers are unable or incapable of
distinguishing between professional development matenals and class
teaching materials. This issue will be further discussed in Chapter Seven,

that on the views of teacher professionalism which emerge from
consideration of national curricular documentation and from the processes of

implementation and construction. It is in fact suggested that there was
another agenda here altogether, one with which we are already familiar. The

Government saw LINC as precisely that mechanism by which it could
promulgate its politicised view of language teaching and of language
leaming. Teachers would be retrained in the traditional methods of teaching
grammar according to the Latinate formula, since these represent the best
ways of educating school pupils in the description and correct usage of
grammar. Methods which are descriptive are fine for the academics, but they
are much too advanced for schools and teachers and they do not prescribe

31 see also “In Service Materials from the LINC Conference”; Birmingham, November 15th
1991; unpublished.

32 in “The Missing LINC”; Sylvia Winchester; Junior Education: December 1991
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rules of correctness.33s
In this context, reinforcement is also provided by Mr Eggar;

“Putting teaching about grammar - the structure of language - back in its
proper place in the English curriculum is not an easy enterprise. But | am
wholly unconvinced that the material which Professor Carter and his
collaborators have produced can stand up as an independent teaching
resource. It is too sophisticated by far - certainly way above the head of the
lay reader with an interest in how his children will be taught about language.
And it is probably pitched at the wrong level for most teachers unfamiliar with

linguistic theory."34

These are essentially the same arguments as Marenbon advances. The
difference is that Eggar does not make explicit the traditional Latin grammar
argument. Perhaps four years had seen things move on too far. And once
again the Government had set up a device to advance its own view of
language teaching - this time through the inservice training of teachers, with
the potential to have a direct influence in advancing its ideologically driven
perspective on English language right into the primary classroom. It had
seen itself defeated in this purpose once more, through the action of the
policy community in interpreting the remit according to its own tenets and

according to what it perceived as more academically and intellectually
sound guidelines. This time, however, there was the possibility of recouping
the situation through the refusal to publish the materials - an option which
had also been taken with Cox, where the targets alone were in fact finally
published. That the teachers themselves wanted the LINC materials is
beyond doubt - they were subsequently made available by those who
produced them, often informally and via the photocopier. The spirit of LINC

lives on.

What is clear from Kingman, Cox and LINC is that New Right ideology with
respect to the teaching and learning of English, had in fact a far less
permeative effect than it might have on the actual curricula which were

33 “English our English”, Pages 33-35 discusses this in depth. The suggestion is also made
that those who teach English should have a Classical education since they need to know
correct Latin usage.

34 Tim Eggar, “The Times Educational Supplement, June 28th 1991; in Winchester, op cit.
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subsequently imposed on schools through the National Curriculum Orders
for the primary sector. This study has attempted to show that the reasons for

this were concerned with the unacceptability of that ideology to the policy
community which was concerned with the implementation and interpretation
of Government remits in this area, and with the Government’s own
miscalculation of the strength of conviction which existed within that
community. This holds true for not just the style and content of English
teaching which is represented by the New Right model, but also for the
underlying and fundamental principal of control which is represented by that
model. It is perhaps an axiom in power that he who controls language holds
control of thought3s : the times of the teaching of traditional grammar were
the times when critical thought were not encouraged within schools. Recent
curricula have attempted to encourage leamers to engage in precisely this
process, through scrutiny and understanding of text and textuality. A
reversion to traditional methods might also be a reversion to unquestioning
obedience. Language is not just a subject; it is the means by which we
operate as thinking individuals. That was not lost on Kingman, Cox or Carter:
the fact that they and their colleagues were not prepared to revert to the
kinds of learning models which had characterised the past in spite of a clear
direction that this was the direction which they should take36é implies that the

transition from ideology to curriculum was one which was marked by the
filtration process carried out by the policy community.

Scotland - the 5-14 Development Programme -

The situation in Scotland bears certain similarities to that in England and

Wales, but also marked differences of emphasis and approach. Firstly,
Chapter Three has shown that the tradition in Scotland was for a continuous

line of development, rather that for a very large formal report marking a
change in direction or perhaps, as in the case of the Plowden Report,
marking a formalisation of changes which were already happening. That line
of development in the 1980s had its culmination in the 10-14 Report.

35 see also Chapter Eight (Conclusion).

36 see Kenneth Baker's comments to Cox in “Cox on Cox™: also Margaret Thatcher's views in
“The Downing Street Years” pp 595 and ff. -
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However, Boyd37 has shown how the line was stopped in its tracks by the
advent of a new, reforming Right Wing Minister of State in Mr Michael
Forsyth. Mr Forsyth was, however, not the only influence for change; the
process of the politicisation of the SOED was already under way before the
arrival of Mr Forsyth. Mr Forsyth was the catalyst which made the process
overt. In an interview, Boyd records the fact that previously policy was

determined through reference to HMCII and to agencies such as the CCC3s8 ,
However, in publishing “Curriculum and Assessment in Scotland - a Policy
for the Nineties” no reference was made to the policy community: this was

what the Government wanted. The policy was announced on 20th
November 1987, the same day as the announcement of the Education

Reform Bill. It is therefore reasonable to assume that education reform in
both Scotland and England were part of the same Government agenda.

Michael Forsyth was, as Humes39 has shown, an extremely influential figure
in Scottish education. As a member of the No Turning Back Group, he had

the ear of Margaret Thatcher, whom he resolutely supported.40 He had a
penchant for getting things done, for achieving what he wanted, even in the
face of the united opposition of the educational establishment. As Humes
demonstrates, it is not easy to locate him precisely within the ideological
constructs of Thatcherism or Monetarism: what is however beyond doubt is
his commitment to the New Right view of the world, and his commitment to

see Scotland benefit from it.

The implications of the ideological stance adopted by Mr Forsyth in terms of
education reform are interesting. He is of course the ‘onlie begetter’ of the
School Boards and is responsible for the raising of the profile of parent and
therefore, consumer power during the latter years of the 1980s. In curricular
terms, his position is perhaps a little less clear at the outset, because his

statements are of course issued in the name of government departments.
There is little doubt that he was committed to an agenda similar in political

37 “Letting a Hundred Flowers Blossom”; Brian Boyd; unpublished PhD thesis, University of
Glasgow, 1992

38 see interview with Brian Boyd: Appendix 8; Page 296

39 “The Significance of Michael Forsyth in Scottish Education™ Walter M Humes: Scottish
Affairs; No 11; Spring 1995

40 “The Downing Street Years”; op cit; Pages 620- 623; Page 856
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terms to that which his colleagues in the South were advocating. Indeed,
Boyd reminds us that the latter years of the 1980s were a period when the
EIS was concerned about the “Englishing” of Scottish education and the
importation for ideological reasons of features of the English system which
were alien to the situation and traditions of the Scottish educational
system.41 However, we can access strands of his thought through these
documents and through interview with key players in the implementation

process.

It is perhaps also important to present a balanced view of the Minister: much
contemporary and subsequent commentary could lead to the construction of
a diatribe. But there is also little doubt that Mr Forsyth was - and is - an
extremely shrewd, astute and able politician, who made a great impression
on those who had dealings with him. For example, Louise Hayward, who as
National Development Officer 5-14 for Assessment and Reporting had
contact with Mr Forsyth, comments that the Minister was extremely sharp,

and in complete understanding of his brief.42

The Minister's document “Curriculum and Assessment on Scotland: a Policy

for the Nineties” 43 is a document which was influenced strongly by
considerations which were relevant for the National Curriculum. The
concepts of Programmes of Study, Attainment Targets, Levels of Attainment
and Attainment Tests on a national basis are examples of that influence. But
there were significant differences between the situation in England and
Wales and that in Scotland. The first and perhaps most obvious of these was
that whereas in the South there was to be imposition of the National
Curriculum by law through a series of Orders, this would not be the case in
Scotland. The Secretary of State did, however retain the right to legislate in
the light of inadequate progress being made towards implementation of his

proposals44 . The implications of this for teacher professionalism will be
discussed later. The second is that in the case of Scotland, there is clear

41 see Interview with Dr Brian Boyd, Appendix Eight
42 see interview with Louise Hayward, Appendix Ten

43 “Curriculum and Assessment in Scotland: A Policy for the Nineties”; a consultation paper;
SED November 1987.

44 see paragraph 54.
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reference to the curriculum substructures such as the CCC and the SEB:45
these were to be utilised to create the new curricula.

There is no sense here in which the review will be carried out in terms of
other than those of the existing channels - at least in terms of the rhetoric of
the paper. But what are clear are the concerns of the Secretary of State - via
Mr Forsyth. These are that there is a lack of direction and uniformity in the
curriculum in Scottish schools: that the transition from primary to secondary
education is unsatisfactory and that the priority subjects are those in the core
of the National Curriculum - English, Mathematics and Science (the last
within the context of Environmental Studies). There are to be National Tests
in English and Mathematics to allow the transmission of attainment to
parents, pupils and teachers. Parents are to be better informed on the
progress of their children than has been the case in the past. But the
document also indicates that the new curricula will build upon the existing
ones and are to be seen as an extension of them rather than as an attempt to
start off all over again. There is to be consultation with the profession,
parents and other interested bodies. However, as Dr Gatherer has shown,

analysis of the discourse of the paper reveals not only the rhetoric of
consultation and involvement, but also a strong rhetoric of control and

imposition.

“In this paper the A voice arrogantly lays down the new rules and controls,
while the C voice provides a plausible context in which the new curriculum
and tests can be presented as if they merely carried forward already
developing policies. It is easy to imagine a third voice (in some text hidden
from public view) formulating the new political scheme. This voice is forceful
but also foxy, cloaking its fanatical determination in the cosy cadences of C.
Because it is fatuous but fatal, and ‘as false as dicers’ oaths’, let us call it the

voice of 46

One of the interesting comments is the reference in Paragraph 13 to the

1980 COPE Position Paper, which was an extension of the basic principles
of the 1965 Memorandum and an updating of them. In the 1987 document

45 see paragraphs 48, 49 and 63
46 “The Two Voices”; Dr WA Gatherer; Scottish Educational Review: Vol 20 No 2; 1988
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this advice is seen as lacking structure and clarity: the CCC is to advise on
what is to be done. The summary conclusion might be that the intention of
the 1987 Consultation Paper is similar and the agenda similar, but the
process by which these ends might be achieved is different. It might also -
include the fact that by cutting across the consensus in a way which would
endear him to many in the Conservative Right, Mr Forsyth was establishing
his own credentials in a very significant way.

We can also, as has been pointed out, gain access to Mr Forsyth's views
through those who had contact with him. HMI No 1 points out the central role
in policy formulation of the groups with which Mr Forsyth was associated:

“... (certain documents ) voiced the Right-wing concern about a perceived
falling of standards and the need to put this right. Also of importance are the
DES 1984 Curricular Matters booklet on English 5-16; produced on the
instruction of Keith Joseph, who took a very close interest in their content;
and the responses document of 1986. The right wing used these as a lever.
They felt that they paid lip-service to the importance of traditional values but
underneath they were really only the left-wing responding to concerns in the
documents in a superficial way. The policy community became these people
- the Centre for Policy Studies, the Salisbury Group and the No Turning back
group became the ears of the Ministers - and Michael Forsyth spoke of that .

way of thinking. They regarded the Bullock Report as the start of the rot."47

This speaks further of the engagement of Mr Forsyth in the debate and of his
concern to align himself with New Right thinking. His actions in his 1987
paper may be seen in the context of that process, cutting across the Scottish
consensus and establishing a new agenda. When the topic of testing is
considered, there is further evidence as to this alignment. Professor Bart

McGettrick, Convener of the Committee on Assessment in the 5-14
Development Programme is in no doubt as to the Minister's interest in a
testing-driven curriculum:

“The Secretary of State and in particular the Minister for Education Mr
Forsyth had an interest in testing. He wished the Department (the SOED) to

47 \nterview with HMI No 1, Appendix Six
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drive what happened in assessment..... | was given an account of the interest
of the Minister in testing in education.” 48

Further, the Secretary to the Committee, Mrs Louise Hayward, is of the
opinion that the Committee

“... did not try to be politically clever. The arguments were not essentially
political arguments at all - they were educational arguments...... The only
clear political intention was that related to national testing.”49

Another piece of evidence comes from HMI No 2, who confirms from within,
Brian Boyd's assertion that the SOED was becoming - or had become -
politicised. He refers to the situation during the 1980s where there was a
change from the situation where the views of HMII drove policy ( as in
McPherson and Raab) although there was always a consciousness of the
political view, to one where these positions were reversed and the political

view came to the forefront.

“Senior SED - ie not HMI - administrative personnel became increasingly
interested in the curriculum. They became more directly interested in
initiatives, and the question has to be asked - did they become politicised?
An example of this might be the School Board Training Manual. Senior
officials were conveying the views of inspectors, EAs and schools. Decisions

were being made on a more political basis than in the past.

There was a change in the style of curriculum development. In key people,
such as Mr Forsyth - there was, | believe, a distrust of the SCCC, of advisers,

college lecturers - perhaps even of teachers..... In terms of the style and
content of initiatives, the Department was becoming increasingly proactive,
with some people perhaps influenced by New Right thinking. Michael
Forsyth did not appear to be tremendously interested in what was actually

happening now in schools. He was more driven by what was happening in
England, so that we here in Scotland did not ‘fall behind’.”s0

48 Interview with Professor Bart McGettrick, Appendix Seven

49 Interview with Mrs Louise Hayward, Appendix Ten
50 Interview with HMI No 2; Appendix Nine
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These last words are critical, because they reinforce the impression that
much of what happened in Scotland was not actually driven from the needs
of the system itself, but from the sense that Scotland had to fit in with what
was happening elsewhere. This view is supported also by. evidence from
within the Department in the interview with HMI No 1;

“The Secretary of State for Education, Mr Michael Forsyth, indicated that he

wished to follow the same general direction that was being followed in
England. Both the proposals in Scotland and those in England came from

policy decisions taken by the Government.”s?

It is contended that evidence suggests that this had as much to do with Mr
Forsyth's personal agenda as it had with any other factor, maybe more so.

Lastly, Willis Pickard's excellent summary in Roger and Hartley is worthy of

inclusion:

“For a young minister to take such momentous decisions in the teeth of

apparently universal opposition (certainly over testing and opting out)
showed great self-confidence - or overweening arrogance. Whether it was

the one or the other depends on how one views politicians. Mr Forsyth had a
sense of mission. He came to office with set convictions, as set as those of
the Prime Minister. The belief that he was right and that he had an
opportunity (unexpected in the coming) of carrying through the reforms -
which he and other young Conservatives had dreamed about for years

previously was the spur which drove him on."52

And this spirit of reform carries on, though with perhaps a different agenda,
some eight years after the advent of the original proposals:

“The best guardian of an Open Society is a level of education and training
which gives everyone access to their true potential, and to all that society
has to offer. In short, our Britain of the new millenium has to be not only an

Open Society, but an educated, even super-educated society. We must take
51 Interview with HMI No 1; Appendix Six.

52 “Curriculum and Assessment in Scotland: A Policy for the 90s™; edited by Angela Roger
and David Hartiey; Scottish Academic Press; 1990; Page 60.
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measures now which will guarantee a high quality of education to every
child........ The purpose of education is not to impose a false equality upon
people of unequal abilities. It is to equip people for life with the tools which
they will need to educate themselves, no matter what their abilities..... Let our
second goal for Britain's future be to make it the best educated country in the

world, and to implement the reforms which can bring that about.”s3

Clearly the zeal for reform remains unabated and the language of the New
Right largely unchanged. There is reference to “Britain” and the appeal to
patriotism couched in very similar terms to those of other documents; the

discourse of vision, the appeal to the emotions. Plus ¢a change.

Having thus established the impeccable New Right characteristics of the
Minister who was responsible for the initiation of 5-14, what subsequently
happened to the initiative? And what influences finally came to bear on the
national curricular guidelines as we have them? To answer those questions,
we have to look at the mechanisms by which the 5-14 curricula were
implemented. The 1987 Paper remitted the development of the new curricula
to the SCCC, revised in format and no longer a quango set up with the
express purpose of advising the Secretary of State on curricular matters:

rather a company limited by guarantee with a wider remit including the

production and sourcing of teaching materials. The Secretary of State,
having invited comment on his 1987 proposals, made a statement on 3rd
October 1988, in which he invited the SCCC to consider the balance of the
primary curriculum. The reaction to the 1987 paper was one of almost
universal condemnation. The standards debate had not surfaced to nearly

the same extent in Scotland as it had south of the Border - as HMI

commented,54 this was because Scottish primary schools were still in many
ways traditional in their approach and some of the more extreme features of

progressive education (such as had arisen in the William Tyndale case in
London) had not been a marked feature of the Scottish situation. The
“almost” in “almost universal” related mostly to matters of the curriculum

itself. In offering a cautious welcome to the White Paper, John Stocks

pointed out that there need not be threat in seeking clearer guidance on

53 Rt Hon Michael Forsyth; speech to the Scottish Conservative party conference; May 10th
1995

54 see Brian Boyd, op cit; Page 249
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matters relating to the curriculum and in particular to curricular content.55 In
particular, testing came in for almost universal condemnation. But testing
remained after the “consultation” process was through: it was because of
‘misunderstandings’ by the educational establishment that its true value had
not been recognised. Boyd comments upon the almost breathtaking

arrogance of this statement. But perhaps its real significance is that it cuts
right across the educational consensus which had guided Scottish

education and supports Angela Roger’s thesis56 that the period of

consultation and consensus was over to be replaced by one of control and
imposition - in other words, much of what the discourses of the New Right in

fact circumscribed.

The decision was taken by the SCCC to establish a number of Review and
Development Groups, mirroring the requirements of the 1987 paper that
there should be clear guidance on all aspects of the curriculum. These
Groups would be under the supervision of a 5-14 Executive Committee
reporting direct to the Council, which was in possession of a remit which it
had been given by the then still SED. The first paper to be produced was the
March 1989 Paper on the Balance of the Primary Curriculum57 . This paper
covered key skills and outlined the aims of primary education, the first of
which was knowledge, skills and understanding in literacy and
communication, numeracy and mathematical thinking. One cannot avoid the
feeling that this would have struck a chord with many of the educators in
Scotland across most of this century. The rest of the short paper is committed
to the balance between areas of the curriculum - which owe a great deal to
earlier statements on the nature of the primary curriculum in the COPE Paper
and indeed in the 10-14 Report58 . But perhaps the greatest significances of
the paper are not just the advice which it affords, but the facts that it
announces the process of working paper, followed by consultation, followed

by the publication of a Circular; and that the point of divergence from the

model being posited in England is marked here. 59 The Circular was to be

55 “Two Cheers for the White Paper”; John Stocks; Scottish Educational Review:Volume 20
No 2; 1988
56 “Curriculum and Assessment in Scotland™; op cit; Pages 10-13

57 “Curriculum and Assessment in Scotland; a Policy for the 90's: Paper No 1; a Working
Paper; The Balance of the Primary Curriculum: Scottish Education Department; March 1989

58”Education Scotland 10-14": SCCC Edinburgh
59 HMI No 1 comments that there is no parallel for Working Paper No 1 in England and Wales.
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published when the curricular guidelines were in place and when
presumably the process of review was complete.

The remit of these Review and Development Groups was of great
significance, too, in understanding how the national curricular guidelines
evolved. It is at this point that the Department would indicate its desires in
shaping the new curricula in each area. Since this was to be possibly the
most thorough going overhaul of leaming and teaching in Scotland ever
attempted, the opportunity was certainly there for a political will to be
imposed. But the Review and Development Group in English Language,
which was the first RDG to be formed, was not formed in the way the
Committees and Commissions were formed in England. Membership
consisted of a Director, 2 Primary Head Teachers, 1 Secondary Head
Teacher, 1 Primary adviser, 1 Secondary Specialist adviser, 1 College
Primary Specialist, 1 College Secondary Specialist and a Learning Support
Specialist. To this, the RDG subsequently sought and obtained permission to
add a Principal Teacher of English and a Primary Teacher. HMI were
present in the role of assessor, but also on a consultancy basis as requested

by the RDG. There was furthermore officer support from within the SCCC.
What is immediately apparent from the composition of this group - and it
must be recalled that the remit was an official one, specifying the
composition of the RDGs and that RDG One of English language would set

the pattern for subsequent Groups - is that the consensus, the policy
community and the profession were to be the very agencies which were to
produce the new guidelines. In this sense, there is a complete contrast with

the situation which obtained in England. As if that were not enough, the first
requirement of the Group is that it shall

“With regard to the needs of 5-14 year olds in the areas of language and
communication in the medium of English, review and build upon existing
curriculum guidance prepared under the auspices of the CCC, COPE,COSE,
SCOLA, SCC English, JWP English (Standard Grade), by HM Inspectorate,
education authorities, colleges of education and other bodies in and outwith
Scotland;”

Thus, those who had been responsible for working within the consensus
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were to have regard to the good practice which that consensus had
established - and were effectively to continue the tradition and line of

development which is described in Chapter Three of this study.60 Professor
Wilson, Convener of the RDG comments on this:

“The concept of a Review and Development Group was obviously not that of
the me