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Foreword

by Dr. Rhodes Boyson MP

Those of us who taught from the early 1950s to the mid 1970s saw
education swept away on a tide of fashion. Innovators, politicians and
the trainers of teachers confused change with progress and classroom
teachers who complained about what was happening in our schools
were classified as reactionary dullards,

Yet fashion is no basis for permanent change and intellectual hemlines
can go up as well as down. The year 1976 saw the beginnings of a
positive reaction and William Tyndale School, the Bennett Report and
the Tameside counter revolution are probably assured of a place in our
educational history text books.

Ten years ago progressive euphoria in our schools was at its height,
Thase of us who wrote in the warning Black Papers were attacked and
grossly misrepreseiied, Now many whe led the decline in educational
structure and methods are mouthing the words of the Black Papers. Are
tiey to be trusted? Is their conversion genuine or are they simply trying
to save their educational and political reputations by climbing on an
alternative bandwagon.

Into this new debate comes Max Wilkinson’s book, Max Wilkinson
wiis one of the new generation of educational journalists who, in the
daily papers, won the respect of many readers. They spend much time
in education and in schools and, thus, are not easily hookwinked. They
compare notes on methods and approaches.

To improve something it is often important to look at it from outside,
Thus Max Wilkinson studies and displays for us educational methods in
France, Germany, Holland, Sweden and elsewhere. These are countries
which seem to have been economically more suceessful than has Britain,
It seems that we have much to learn from them especially about the
degree of central control and the maintenance of a more conservative
attitude to change.

The chapters deal with all our present debate. The importance of
competition and hard work, the emphasis on language teaching and a
broad curriculum, the need for some form of central control, greater
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vocational and technical emphasis, genuine involvement of parents, the
need for more highly qualified and better (rajned teachers with possibly
separate training and qualifications for primary and secondary school
service,

Thete is Jittle doubt that increased expenditure on education and
lowered pupil-teacher ratios have not brought the improvement expected
throughout our school system. New methods are now suspected and
comprehensive reorganisation in many areas is under a cloud,

We thus need a genuine debate and investigation into education. Such
a debate will be pointless if it only arises from the very same
educational writers, officers and tencher unton voices which ten vears
ago shouted for change and now showt for stability, The pendulum
cannot just be swung rapidly backwards and forwards. It is important
that any future alterations we make in education arc clearly thought
out, discussed, introduced on a smalt scale and all results monitored
and published for all to see. :

This book raises all the right questions for a genuine debate among
parents, teachers, educationalists and politicians, There is a mass of
facts and information and by taking its iltustrations from Europe-of
which we are now part-it is politically neutral in this country, The
Centre for Policy Studies has performed a public service by bringing it
out and the intelligent and concerned layman as well as the edueational
specialist will read it with interest and enjoyment,

Qhote, @\’]"ﬁ‘/
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1. Introduction

There is one outstanding difference, of which most Britons are
unaware, between the ways in which they and all other European
countries educate their young.

The countries of Europe have all articulated detailed national policies
abrout what their children shall learn in school and, in many cases, how
they shall learn it; in Britain, the major decisions about confent and
method of education are left to the head teachers and staffs of 27,000
separate schools,

I Sweden, by contrast, the contents and balance of school courses are
hotly debated by politiclans, industrialists and teachers in a national
forum. In France, the studies of each child are under the direct control
of the Minister of Education and his regional representatives,

In Britain, however, control and supervision of schools has been
delegated to the 125 local education authorities, although the central
government does have a number of specific duties. In practice, the
Department hardly ever interferes in the running of school courses,
while local councillors lack both the time and expertise to take more
than a cursory general interest in how head teachers organize the
pattern of studies.

The most important consequence has been that the change of methods
and style in many, but not all, of our schools has been far more rapid
than in most other European countries, although the revolution has
been piecemeal and is far from complete.

For this reason, major changes in the character of British schooling
have crept into the public consciousness over the last decade with few
clear announcements of public policy to precede them and little
organized national debate, The transformation of the education system
is the result of thousands of individual decisions reflecting the
inspirations, the fashions, the idiosyncracies, the political beliefs and
the institutional pressures among teachers. The coherence of these
changes depends upon the growth of national consensus. It is,
therefore, more elusive than the rationale of Continental education




which, in theory at least, derives logically from national policy
decisions.

In Germany, for example, a comprehensive plan for the reform of the
education system, the Bildungsgesannplan, was drawn up and agreed in
1972 by the federal and regional governments, In Sweden, the
government is directly respansible Tor all changes in the svstem and has,
indeed, produced a detailed curriculum for every comprehensive school
in the land.

By contrast, the British Labour government's recent Bill on
comprchensive schools says nothing about curriculum and very little
about organization. The government has confined itself ta a brief
statement of principle {that children should not be selected for schools
by ability} and has left all the details to be worked out by local
authorities. It will influence local decisions through circulars, the
allocation of money and its power of veto over any plan to change the
character of a school, but it will not initiate any coherent national
strategy on the form comprehensive education should take.

An important consequence of the British de-cemtralism is that it is
much more difficult than on the Continent to know what is actually
going on. Extensive research is reguired, for example, to lind oul how
many schools are ‘progressive’ and how many “traditional’, to discover
the methods generally used in teaching or the choices of course which
children are making, Statistics for the GCE ‘O’ and ‘A’ level
examinations and for the newer Certificate of Secondary Education for
the less able sixteen year-olds give, to be sure, a reasonable idea of the
system’s output, But, for information on what is happening between the
ages of five and sisteen, policy-makers have to rely on a combination
of hunch, gossip, sampling and the impressions of the inspectorate,
This is very different from the position in France or Germany, where
every year children pass or fail to pass through defined grades of a
national curricufum, or in Sweden, where national tests are given
regularly to children thronghout their careers.

In the 1960s, the British were generally satisfied with their unique
method of organized schooling. The freedom given 1o teachers had
allowed the best to flourish unhampered by bureaucratic restraints, The
development of new styles of teaching appeared to have enlivened
primary schools and to be widening opportunities in the secondary
sectors. Meanwhile, standards measured by the university entrance and
the examination boards appeared to be rising, The well-publicized
successes of the best progressive teachers and the new comprehensive
schools led to a general belief that a great leap forward was imminent,

That leap forward has not happened. Indeed, it is now frequently
stated that standards are actually falling, A mood of disillusionment
and bitterness has replaced the buoyancy of a few years ago, The
middle classes who in the late 1950s and 1960s were gradually moving
their children away from fee-paying schools, are now returning to them
in spitc of steep increases in fees, The number of sixth-formers
qualifying for university has been considerably lower than expected. The
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public has been shocked by evidence of a falling standard of basic
literacy; the complaints of industrialists have now reached a new
stridency,

The crisis of confidence in our education system has arisen when, for
the first time since 1945, the average standard of living is fatling and
the British are slowly awakening to the fact that they are among the
poorer coumtries in Europe,

It is natural, therefore, to look overseas and ask what social and
economic gualities have enabled the Germans, Swedes, French and
Dutch to develop faster than and, in many respects, overtake the British
altogether, It is obvious that, in the long run, the education svstem
must have a major effect on a country's prosperity and well-heing.
LIntil recently, most British educationalists have been reluctant to draw
any lessons from Europe. Indeed, the traffic has been very much the
other way, with experts coming to Britain to study new methods,
particularly in primary schools. German schooling has been regarded as
too inflexibly traditional, the French as too elitist and centralized and
the Dulch system as too peculiar to their religious divisions and trading
needs. Only the Swedes, with their comprehensive school system and
their search for equality in higher education have provided a popular
model for us, However, in some important respects, the Swedish
cxperiment has been misunderstood,

The aim of this study is to compare the developments and aspirations
of British education with what has been happening in our nearest
neighbours: France, Germany, Holland and Sweden. The method will
be, as far as possible, practical with the aim of discussing the qualities
and accomplishments necessary to industrial societies if they are to
survive and prosper. This approach will immediately raise objections:
even to suggest that education is an industrial fnvestment and that
pupils are future manpower is to invite protest from the British
educational establishment.

For many teachers see, as their main responsibility, the encouragement
of individual capacities for personal, academic and imaginative
development rather than promoting what they repard as narrow
mechanistic skills. Some teachers despise an industrial, materialistic
society and conceive their task not as servicing industry’s needs but as
educating pupils who will change them, This is, perhaps, an extreme
statement of the tension between personal, liberal education and the
demands of vocational preparation, vet the rapid extension of
secondary education and the intreduction of comprehensive schooling
have brought a new urgency to this issue, afthough there is little
evidence that it is being tackled effectively in Britain,

All West European industrial states are facing a similar problem, The
Swedes have, perhaps, been the first to realize the full implications,
while the British are the least conscious of it. As Dr Charles Bosanquet
said a few years ago when he retired as Vice-Chancellor of Newcastle
University: “We are in danger of producing too many talented
consumers and too few producers of wealth’. Many recent trends give




added point to his fears and, before considering the position in other
European countries, it is as well to look at thé grounds for concern in

Britain.

First must come the increasing compaints by industrialists of low basic
standards of reading, writing and arithmetic. Sir Arnold Weinstock,
Managing Director of the General Electric Company reported (1976):

Last year, in more than one of our major industrial cities,

the engineering employees failed 1o recruit as many

apprentices as they wanted because ot enough school

!cayers achicved adequate standards. This is a remarkable

n;dlctmﬁﬂt of our education system and one which raises

disturbing questions, The applicants were there; the Qs were

there {the tests prove it). But the basic learned skills of

literacy and numeracy were not.

What has gone wrong?

Sir Arnold, strongly criticized teachers for helping to perpetuate
utthelpful attitudes towards productive industry and said:

Educationists in the schools and the teacher training colleges

should tecognize that they do no service to our children il

they prepare them for life in a society which docs not exist

and which economic reality will never allow to come into

existence unless at a terrible prige of freedom and liberty of

choice, (Times Educationel Supplentent, 33 January, 1976)

Sir Amold's views have wide support in industry. Mr Michael Bury,
Director of Education and Training for the Confederation of British
Industry, told a conference on training in December 1975:

The question of the relationship between the schools and

employment has led to a great deal of comment from CB[

members. They plainly have continuing and scrious

misgivings about the standards of achievement of many

secondaty school leavers, particularly the sivteen year-olds.

Mucl] of the comment we have received can only be

described as reflecting a genuine anger not, this time, in

terms of the difficulties caused for employers, as on behalf

of the young people themselves, The view has been expressed

lha} many of these young people, after one of the lengest

periods of compulsory education in the world, are leaving

school in particularly difficult circumstances, badly

handicapped for most forms of employment by their lack of
elcmenla_r_v skills in reading, writing, arithmetic and
communication,

The Electrical Industries Training Board reported at the same
conference that many employers were having to send their apprentices
back to college — not for further training, but to re-learn the basic
mathematics they failed to master at schoal,

Mr Bury commented:

To seek solqtion only after the school leaving age by
passing remediat function to employers and further
education is nejther sensible nor apprapriate.

The first evidence of lowered reading standards was provided by the
survey in 1970 of the National Foundation for Educational Research
which concluded that, after a steady rise since the war, standards had
fallen after 1968, The subsequent enquiry, under Sir Alan (now Lord)
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Bulock, concluded that the general level of competence was well below
the requirementts of society and that improvement was needed.

(A Language for Life, HMSQO, 1975}

At the same time, a survey by the Schools Council (What's Going on
in Primary Maths?, 1974) showed that a third of teachers believed that
the basic processes were being neglected.

‘The system is also under attack at higher levels for failing to produce
enough able and qualified youngsters, particularly in science and
technology, who want to go into industry. As a result, some of the
science and engineering faculties in universities and polytechnics are
now half empty or filled with foreign students and nearly all have
empty places.

{.ord Bowden, former Principal of the University of Manchester
Institute of Science and Technology, said in his annual report for
1974/5:

UMIST has welcomed foreign students for hundreds of

years... but we were dismayed whent we discovered that there

are so few Englishmen in our posigraduate courses that they

are dominated by foreign students, In the last Four or five

years, the composition of some classes has changed

dramatically, We have a superb course in machine tool

design. For twenty years it was full of Englishmen, scores of

whom were sent here by the trade and went back full of new

found skill. This year we have eighteen students altogether,

only four of whom are British. The trade cannot find any

Englishoen to accept the scholarships it has been offering

for so long. Our work on the transmission of electric power

has traditionally had great influence both here and abroad.

This year we have twenty-six students in our MSe class, of

whom only one is British, A course in hydrocarbon

chemistry, which should be important to the oil industry, has

attracted forty-six students, of whom rwo are British-born.

The number of first degree graduates in pure and applied sciences is
still declining — their proportion is, at present, only one sixth of the
total, In the last few years, the Standing Conference of University and
Polytechnic Appointments Officers has repotted a reluctance by
graduates to opt for posts in industry, The proportion of first degree
graduates going into industry was only 18.4 per cent in 1973/74, in
spite of high demand from firms, In 1975, in spite of the severe
recession, industry was offering more jobs (0 graduates than they were
prepared to take, These recent trends must be seen in the light of the
broad general prejudice against industry which flourished in universities
for many years, Research, the civil service and the professions have,
traditionally, had greater prestige and, in many ways, have offered
better rewards to graduates. As a result, Britain has suffered a steady
drain of much of the best talent away from productive industry, This
tendency is in sharp contrast to Japan, where service with a good
industrial company brings very high prestige. In Germany and France
also, the prestige of engineers has traditionally been much higher than
in Britainn and it is worth noting that, in Germany and Sweden, the
engineering faculties at universities are over-subscribed.




It would seem obvious that training of large numbers of highly
qualificd engineers ought to be a priority in a trading nation like
Britain, particularly at a time when many traditional industries are
losing their competitiveness, yet there is evidence that the study of
seicnce and mathematics in our secondary schools is at a very low ebb.

As long ago as 1968, the report by Sir Frederick Dainton (Cmind 3541)
on science education drew attention to the downward spiral by which a
shortage of good science teachers produces a shortage of good sixth-
formers in the subject, wihich in turn results in a shortage of scientists
among the next generation of teachers. Since the Daintan report, the
new styles of science courses developed by the Nuffield Foundation
have spread widely in schools, A new type of mathematics, intended to
be broader, more attractive and tess difficult has been developed by the
Schools Nathematics Project and is now used in about a fifth of
secondary schools. In addition, a new type of combined science degree
has been developed by several universities with the intention of
providing less specialized studies in the subject.

In spite of all these efforts, there hias been very little improvement: the
proportion of GCE ‘A’ Level entries in science is still declining, In
1950, 54 per cent of all *Al Level subjects attempted were in science, By
1973, the proportion had fallen to 39 per cent. The proportions of
mathematics subjects were: 1955 - 15 per cent and 1973 - 13 per cent.

More worrying, the proportion of teachers who have good science and
mathematics qualifications has taken a veritable nose-dive in the last
year or two., Government figures (First Destination af Graduates
1972/73, HNISO, 1974} show that the number of women graduates
going into science teaching fell by nearly half in four years to only
sixty. The number of men fell by 45 per cent over two years, In
primary schools, the situation is hardly better for, in 1975, over 40 per
cent of students accepted for teacher training courses did not even
possess a GCE 'O Level certificate in mathematics. This is particularly
disturbing at a time of rapid change of the primary school carriculum,
when the new mathematics is introducing quite sophisticated concepts to
young children. For it is generally admitted that replacing the old-
fashioned chanting of tables and the lists of sums by more flexible
teaching puts extra demands on the teacher if it is to be effective.

Professional alarm over the decline in science subjects was expressed
forcibly by Nr R, Schofield of the Departiment of Education, Brunet
University, in the Physics Bulletin May 1975, After discussing the
difficulties of teaching the subject in mixed ability comprehensive
schools, he said:

Calls are voiced for the need to devise a form of physics
curriculun with, at the most, minima! wathematics
contens. It would not be reasonable to argue that such a
subject would not be worth learning but is would be proper
to point out that it is unlikely to be suitable for someone
proposing o enter physics or engineering as a vocation. In
the absence of refiable data, no enc is able 1o comment
with authority but 1 believe we are most likely to find that
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a lowering of standards has taken place,

For these reasons, 1 regard it as entirely likely that general

standards of physics attainment in schiools will drop and

the subject even disappear from the curriculum, It is

possible that “honours standard’ physics would only be

undertaken in the postgraduate schools of relatively few

universities. i

Some educationists, particularly non-scientists, regard the plight of
science with unconcern. This is partly because of the peculiar British
snobbery between different subjects resulting from the early
specialization required by GCE 'A’ Level, The decline of science is
regarded with suppressed glee by some quite intelligent people. One
former professor of education asked me: *What is the use of science —
docs it make you a more effective operator?’. Others, more rational,
bame the dry conservatism of physics syllabuses which, until recently,
were heavily dependent on the rote tearning of facts and formal proofs
discovered in the nineteenth century,

Now, there are unhappy signs that language teaching, a vital area for
a commercial nation, is beginning the same downward spiral as the
sciences, A ten-year experiment in the teaching of oral French in
primary schools has virtually collapsed.

In her report on the project (National Foundation for Educational
Research, 1974) Dr Clare Burstall concluded that primary school French
lessons did Yttle 1o encourage further study of the tanguage and, in a
considerable proportion of cases, it had a negative effect by putting
children off the subject. And the failure of the primary schools
experiment is the least important.

The number of pupils passing GCE ‘A’ Level French each year has
fallen by 1,400 between 1966 and 1973, at a time when overall passes
increased by 20 per cent. Passes in German are also static and the
proportion of all passes in a modern language is only 6.9 per cent.

At ‘O Level, the number of pupils passing in French, fell by 9,000, or
about 1O per cent, between 1963 and 1973, (Schoo! Leavers CSE and
GCE, 1973, HMSO, 1975}

As a result, university and polytechnic language departments are, for
the first time since the war, having difficulty in recruiting enourh
suitable students,

When faced with these trends, it is difficult to resist the view that the
unique degree of reedom allowed in the British decentralized system
has tended to promote, ameng teachers and pupils alike, a drift away
from the *difficult’ subjects. These are the disciplines and the painful
mastery of skills and techniques needed before the higher intellectuat or
imaginitive abilities can take flight. Mathematics and languages, like
piano playing, demand long, hard practice before the rewards are
tasted. {The plaving of musical instruments is also on the decline}. By
contrast, English and History have always offered more obvious
gratification at an elementary level, providing earlier chances for the
pupil to ‘take-off' imto speculation or analysis of his own. The recent
trend has been for the development of a whole range of hybrid subjects
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uider such banners as ‘integrated courses’ or *environmental studies’.
They attempt to combine gratification, often termed ‘relevance’, with
elements of the traditional disciplines culled from formerly different
subjects. The inherent danger of this approach is that the mastery of
specific skills will either be sacrificed intentionally or, more likely, just
lost in the fog,

This raises the central question of how to achieve the right balance of
skills, factual knowledge, imaginative endeavour and character training,
It is an issue which provokes very great disagreement in Britain and on
which there are important differences in Europe which will be discussed
more folly in a later chapter,

However, before considering what lessons can be learnt from other
countries, we should pause to look at two other criticisms of our own
schooling which have recently been gaining force and which are both
related. The first is that schools are failing to prepare pupils for their
future jobs and the second is that they are not giving enough attention
to the preparation for future citizenship, that important function which
in Communist countries is called ideological training and, in religious
communities; moral guidance.

The gulf between schooling and future employment was brought to
public attention by the Government’s inspectors (HMIs) in a report on
schools’ careers advice (Careers Education in Secondary Schools,
October, 1973). The reports, from 150 inspectors and a survey of §70
schools, showed only tenuous links with industry, Careers advice to
children was inadequate, mainly because schools gave a fow priority to
this aspect of their work, Carcers teachers were often deprived of such
elementary requirements as filing cabinets and telephones.

More seriously, the report showed that schools were making little or
no effort to plan their courses with childrens’ future careers in mind,
Only 8 per cent of schools had an ‘established and profitable’
relationship with Tocal industry and some schools quite simply did not
understand the need to help pupils towards future jobs.

This failure by many schools to come to terins with the world of work
and its demands may, in some cases, have deep roots in the philosophy
of education and social traditions which have developed over the years,
A chance remark made by one comprehensive school headmaster
illustrates the point, It was made at the rehearsal for an Inner London
Education Authority closed circuit television discussion on the effects of
raising the school leaving age to 16, As a preliminary to the discussion,
the authority recorded a short documentary fHim of school activities:
this showed some 16 year-olds busily engaged in metalwork, while the
commentator explained that they were being given a foretaste of the
kind of work they would be doing after school.

The headmaster, who is among the city's most respected and
influential, demanded, with some passion, that the commentary should
be changed: he said that the whole purpose of the modern
comprehensive school was to give pupils higher ambitions than this kind
of ‘routine’ industrial work.
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‘But who is going to do these necessary and important jobs, if your
pupils will not?’ he was asked, His answer was that industry must be
changed so that these dull jobs would be mechanized out of existence.

This brief exchange illustrates a thorough confusion in many schools
between the admirable aim of encouraging individual pupils to extend
themselves and climb the academic ladder and, on the other hand, the
need 1o be realistic about the jobs which the majority of children are
likely 1o fill and, indeed, must fill if Britain Is to produce the weaith on
which education depends.

At some stage in thelr education, nearly everyone must move from the
goals of liberal academic education to the acquisition of specific, often
narrower vocational aptitudes. (Teachers have been among the few
groups exempted from this rule). It is obvious that a child destined for
a manual or semi-skilled job will make the switch earlier than one who
is going to be a technical expert or an administrator. But, at what stage,
should the changeover take place and what should be its forni? Should
comprehensive schools provide workshop and other specific training to
more pupils and at an ecarlier age? '

Would the less able children be happier and more disciplined in
secondary schools if they were spending more time learning the skills
which they could believe to be useful? Is learning to be a skilled lathe
aperator, for example, inherently less valuable or less dignified than
learning, say, geography?

The British answer to these questions is a result of drift rather than of
any careful strategy. This drift has taken us further away from
vocational objectives than other European countries, notably Holland;
while in Sweden, the effects of comprehensive schooling and a drive
towards equality on vocational training have been considered much
more carefully than in Britain,

There are several other reasons for believing that a reappraisal of the
balance of our education is now overdue, They can be summarized as:
. Employers’ complaints are broadening from the fack of basic skills
to unsatisfactory attitudes towards work which, it is believed, schools
are helping to foster.

2. Growing indiscipline reported by all the teachers® unions and, indeed,
the subject of a Government enquiry. Social factors outside the control
of schools are, clearly, a major cause but there is little doubt that bad
behaviour and vandalism are also symptoms of a dissatisfaction by
pupils with what the schools are providing, Pupils who feel they are
getting somewhere are much less likely to break up lessons, smash
windows or resort (o arson. Yel these behaviour patterns are increasing.
3. Further evidence of pupils' and parents' alienation from the aims of
schools was provided in an important survey by the Schools Council
{Enquiry I, 1968) which revealed a fundamental cleavage of aspirations.
Parents wanted their children to learn basic and recognisable skills like
literacy and mathematics and to be prepared by their teachers for
earning a living. Pupils generally agreed and put a surprisingly high
value on the *hard’ subjects, like mathematics.




Teachers, on the other hand, put much greater emphasis on the liberal
cducational goals of developing creative, personal and moral qualities.

There are, however, several powerful obstacles to any concerted
change in Britain and, particularly, to a change in the direction of more
vocational emphasis. These are, briefly:

1. The background and training of school-teachers who generally have
little experience outside the school and college system, in spite of some
attempts by industry and comnmerce to arrange visits for them.
2. The current preoccupation with equality, especially in the developing
comprehensive schools. This makes it difficult for teachers to steer
children too decisively away from the main academic streams, for fear
of re-introducistg the irreversible selection which was such an unpopular
aspect of the old eleven-plus exam.
3. Inadequate equipment and staffing of technical and workshop
departments in many comprehensive schools. Vocational education is
more expensive than most “iberal’ education.
4. Traditional prejudice in favour of ‘academic’ courses. The academic
route with university or college as destination and GCEs as milestones
has, in the past, carried the highest social status. It has been the
highway 1o the professions and the escape route for bright working
class children from the mines, the docks, the railways and other jobs
which, until recently, offered low status and low pay.
5. As a result of this general prejudice, the new development of courses
in secondary schools has tended to repeat the old academic pattern.
Thus, the rapidly expanding Certificate of Secondary Education offers
courses which largely mirror, at a lower level, those provided for the
top 30 to 40 per cent in the GCE ‘O Levels. Efforts have been made to
make academic subjects more ‘relevant’ to the experience of lower
ability pupils (for example, by focusing combined history and
geography on local institutions and *our town’ or by use of the project
method). However, the old academic aims of broadening the pupils’
intellects and providing a general grasp of facts have not generally been
re-examined. This is partly because teachers have seen the ideal of
‘secondary education for all’ as a chance to free children from the
narrow Victorian concept of moulding each youngster for a future
station in life. Consequently, teachers have, on the whole, failed to
reconsider whether the aims of personal development and equal
opportunity could be achieved equally well within a school programme
geared more specifically to the world of work. This point will be
considered in more detail in the comtext of differing solutions in
Europe.
6. A further obstacle to change in the British system is the sharp
division between the schools and the further education provided in the
technical colleges. The colleges, covered by different rules, differemt
staffing standards and different conditions of service, have traditionally
provided the specific vocational education demanded by industry, As a
result, such courses have tended to be excluded from schools, so that a
youngster wanting to take a course leading, for example, to the building
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or enginecring trades, must necessarily wait until he (or she) has passed
the school-leaving age of 16, This, in itself, may be undesirable,
particudarly now that the leaving age has been raised. But there is also a
built-in incentive for schiools to try to retain pupils after the school-
leaving age when they would be better off in a technical college.
Salaries of school staff, for example, as well as the public esteem of a
school, depend partly on the size of its sixth form. Even teachers who
are entirely disinterested, as no doubt many are, have a further motive
for trying to maintain a large sixth form: more pupils will result in
nore expert stafl being available to improve the teaching of all age
groups. In addition, teachers have an understandable desire to inspire
lovalty and affection for their school which, where successful, will
incvitably encourage youngsters to stay on for an extra year. As a result
of these pressures, teachers are now campaigning for the introduction
of a new examination to be called the Certificate of Extended
Education (CEE) which will, effectively, extend the lower standard of
education provided by the CSE course up to the age of 17,

The effect of this examination would be to further institutionalize the
type of general education currently offered in our schools and to pre-
empt the demands for a greater emphasis on the vocational skills which
are largely taught in the colleges.

At the same time, colleges are, for a variety of reasons, moving more
and more into the field of general education and providing an
increasing number of GCE *‘Q’ and ‘A’ Level courses. The division
between the schools and technical colleges is, therefore, appearing to be
more and more arbitrary, and several influential figures led by Lord
Alexander, former secretary of the Association of Education
Committees, have proposed a more integrated scheme for the education
and training of 16 to 19 year-olds,

It is important to consider whether the arbitrary dividing line between
our colleges and schools is really justified by anything more than
tradition. A comparison with the Swedish system, which is totally
integrated, and the Dutch system, which has been fragmented into
hundreds of different trade ahd vocational schools, will alse iluminate
the sector in Britain.

In the end, however, the details of the curriculum and of erganization
are less important than the attitudes and values which teachers
communicate to their pupils. This was recognized histarically by the
religious foundations which established many of our voluntary schools
and it has been the informing principle of many of the great public
schools which still couple *Godliness and good learning’ as inseparable
aims and lay tremendous stress on methods of character formation.

Recently, however, many of the traditional methods of character
training schools have been falling into disuse or, at least, assuming a
much tess important place, This is partly the result of society’s trend
towards permissiveness and a questioning of authority, partly because
of the development of bigger schools and partly because liberal tcachers
have siressed personal and intellectual scepticism at the expense of
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corporate discipline. Thus, organized games, the prefect system, school
rules and discipline, uniforms and communal worship are all less highly
regarded than they were fifteen years ago. In some comprehensive

schools, fer example, competitive team games have all but disappeared:

in other schools, the minimum provision of the 1944 Education Act for .

a daily act of worship and regular instruction in religion is evaded or
ignored. Intellectual liberalism has, indeed, gone so far that Church
interests were able to agree a religious syllabus in Birmingham which
includes a section on Communism along with other ‘stances for living’.

Individually, these changes may not be of very great significance; after
all, there are plenty of arguments for liberalizing discipline and for
bringing religious instruction more in line with modern practice. But,
cumulatively, the changes, particularly in discipline and ‘school spirit’,
may be affecting a profound shift of attitudes to society and work
amongst the present generation of children, This shift, for which
television must bear a major responsibility, can be seen in all industrial
countries. But the current fashion for minimizing the influence of
schooling has gone too far, In Germany and France, disciplined
schooling has almost certainly had an effect on teenagers’ eventual
attitwdes 10 work. .

In an age of doubt and cynicism, it is, perhaps, expecting too much of
teachers to give children firm, moral values. Teachers, no doubt,
represent the full spectruin of moral and religious beliefs, as they do
political convictions. (A survey for the Times Educational Supplement
by National Opinion Polls before the February 1974 election, showed
that they were about evenly divided between the three parties).
Nevertheless, the replacement of old certainties by the principles of
freedem and tolerance has allowed into the profession a vociferous
minority opposed to our society and even actively wishing to destroy it.
These intellectual revolutionaries, mainty clustered around Trotskyite
persuasions, have had wide ripples of influence out of proportion to
their numbers. They have a considerable minority following within the
universities and polytechnics and in a simall number of schools,
particularly in London, their voice has been dominant. Their reverence
for the ideal of the class struggle has led to an attack on scholastic
standards (because they provide a ladder for the middle class) and a
loathing for vocational courses (because they help the ruling class to
exploit the children of the workers), Doubtless, the majority of teachers
have no sympathy with the extremists’ revolutionary mythology yet
many younger teachers find it hard to argue against some of their
educational conclusions, For recent research (fnegnality by Christopher
Jenks, 1972, and Education Priorily, Yolume 3, 1975) has clearly
shown that children from deprived working class homes suffer a pre-
destined disadvantage in a school system which uses traditional
measures of achievement. In addition, many teachers are, for reasons
already summarised, deeply suspicious of anything which looks like
training for jobs,

If the ultra-left have, as yet, little political muscle, the more
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established Marxists centred on the Communist party, undoubtedly do
exert wide influence, The ‘militants’, led by Communists and Marxist
sympathisers have, since 1969, held a powerful, though not always
dominant, position within the National Union of Teachers — the largest
union, The chairman of their education committee is a Communist and
one of their leading thinkers on education matters for the last decade
has been Mr Max Meorris, who was an executive member of the
Communist party. The colleges of education have also had their share
of lecturers with beliefs in the hinterland between democratic socialism
and communism, They have often formed a loose alliance with those
suffering from the least logical mutations of liberalism claiming to be
vaguely descended from Rousseau and Dewey,

Union pressure has combined with the writings of distinguished
Communist intellectuals like Professor Brian Simon, Director of the
Institite of Education at Leicester University and the action research of
socialists like Dr A,H, Halsey at Oxford University and Dr Eric
Midwinter in Liverpool,

One consequence of this concerted emphasis of the system’s obvious
shortcomings, has been to undermine the confidence of teachers in their
traditional values, Secondly, the left-wing lobby has promoted beliefs
about equality and equal opportunity which have inherent
contradictions and which, in the hasty tempo of staffroom discussion
can be muddled and confused. Thirdly, the preoccupation with equality
has led to a belief that everyone is necessarily competing in the same
academic race. Dr Midwinter did, to be sure, realize the futility of this
thesis but his work in Liverpool primary schools ran up a blind alley by
trying to redefine the aims of a teaditional liberal education in terms of
working class language and cullure. (Education and the Community,
George Allan & Unwin, 1975).

The alternative possibility of giving children an early option to develop
practical skills and craft training as an integral part of a more general
school course has been frowned on by the left and therefore it has not
been adequately explored.,

In Holland, this has been accepted for years while in Germany, the
highly organized apprenticeship schools have provided a much superior
practical training to that offered to the majority of British children. In
this context, Swedish upper secondary schools are of particular interest
because, while pursuing equality, they have been careful to recognize
differences in aptitude by providing a system of highly dafferennated
courses for the academically less able,

In Britain, the case for a thorough re-think has been strongly
reinforced by recent trends in the distribution of incomes. At a time
when plumbers can earn as much as hospital doctors and more than
teachers, failure or lack of interest in the academic hurdle race is
becoming less of a disaster. If the trend continues, it may be possible
even for socialists to return to the basic premise of the 1944 Act: to
accept that people are different and that their different abilities and
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aptitudes require different types of education if they are to be fully
realized. .

Qpposition to the eleven-plus has obscured the fact that selection is
inevitable at some time or another even if, as in Germany, a large

standards are maintained, many children will simply drop out or fall
behind. This happens in Japan where the curriculum is standard for all

@ children up to the age of 16. The alternatives are to provide walered
down academic courses for the less able (which has been the tendency in
Britain) to reduce overall standards (which has happened in the USA)
or to provide a larger number of different courses (as in Holland),

Now that equality of incomes has heen more nearly approached than
at any time in our history and when incorne differentials are amongst
the smallest of any of the industrialized nations, it may be time to
reconsider whether the Dutch system is not of more interest to us than

the American,

14

element of free chofee is left to the pupil and his parents. If academic

II. Education in Europe-
How they do 1t on the Continent

Before considering some of the details of how our European neighbours
organize their education systems, it will be as well to look in broad
outline at the different methods of control. As aiready mentioned,
Britain is the only country in which the curriculum is largely delegated
to individual schools and the implications of this will be examined in a
subsequent chapter,

Administratively, England and Wales are divided into 104 local
cducation authorities, with a further 17 for Scotland and Northern
Ireland and four in the Channel Islands, the Isle of Man and the
Scillies. The authorities own the maintained schools and have charge of
their running, subject to certain general restraints imposed by central
government. Detailed supervision is supposed to be undertaken by
managers (primary schools) and governors {secondary schools) who are
mostly appointed by the authority, although there is, increasingly,
provision for the election of teachers, parents and pupils. The powers
of the governors and managers are somewhal varied and ill-defined.
Nominally they have oversight of the curriculum and the appointment
of staff and head-teachers but, in practice, the curriculum is usually left
to the head, who also has the effective voice in the appointment of staff
(in some authorities, this is no! the case). The local authority officials
and inspectors (now often called advisers) usually have a strong
influence over the appointment of head-teachers.

Here too, in some authorities, the officials are all-powerful; in others,
for example County Durham and Wales, the elecled councillors of the
education committee often determine the choice and, sometimes, as a
recent case at Highbury Grove Comprehensive School in North London
showed, a powerful body of governors can choose their own head and
even over-ride the choice of their authority. Once appointed, heads and
staff are very difficult to remove from office because of the lengthy
disciplinary proceedings which have been agreed with the unions.

Supervision is exercised by the local authorities’ subject inspectors {or
advisers) and through Her Majesty’s Inspector of Schools (HMIs). The
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strength of the local inspectors varies considerably, In Inner London,
for example, a large inspectorate is maintained so that the HMIs
seldom ventute into the city’s schools. In July 1968, the inspectorate
admitted to the Parliamentary Select Committee on Education that
regular five year full inspections by HMIs were being phased out. Since
then, they have concentrated more on fact-gathering, collating and
advising on good practice and directing support towards weak teachers
or bad schools, Local inspectors have also 1aken on a much more
advisory role in keeping with the change of name. They visit schools to
make suggestions, co-ordinate teachers® efforts and mount courses,
rather than to examine,

Local authorities also pay running expenses of the voluntary schools
which have independent governors, mainly from religious and charitable
foundations, In the past, the voluntary schools have been largely
integrated with the maintained sector, although they have tended to
have a more formal and more religious tilt to their courses.

The authorities also maintain colleges of education for teacher
training, colleges of technology and the new polytechnics. In practice,
however, much of the expenditure for higher education is pooled —
authorities spread the cost using a central fund to which they all
coniribute. One consequence of councillors voting expenditure largely
raised in other areas, has been slack financial control,

Central control is exercised by the government through the Department
of Education and Science, mainly by financial restraints on building
programmes and, indirectly, through the rate support grant 1o focal
authorities.

In a recent memorandum (o the Parliamentary Expenditure Committee
(Education, Arts and Home Office Stth-Connnittee) on 10 November
1975, the Departiment defined its influence thus:

The Department is essentially s policy-making body — not
an executive agency, It does not run any schools or colleges
or engage any teachers.,, or prescribe any text books or
curricula, Its policy-making functions extend from
defining, from time to time as necessary, specific policies
— some farge, some small — to establishing a generat
framework governing the direction, pace and scale of
developments in the education service as a whole,
Although the Department has no substantial exccutive
functions, policy formation itself involves a good deal of
administration and the education status pface other duties
of a regulatory kind upon it. For example, the Depattment:
a. Sets minimum standards of educational provision,
b. Controls the rate, distribution and cost of
educational building,
¢. In consultation with local authority associations,
forecasts the fevel of local authority expenditure on
education to be taken into account when delermining the
size of the rate support grant.
d.  Supports financially, by direct grant, a limited
number of institutions of a special kind.
e.  Determiines the numbers and balances of teachers in
training and decides the principles governing the

recognition of teachers as qualified.

f.  Administers a superannuation scheme for teachers.

g, Supports educational research through the agency of
the National Foundation for Educational Research,
university departments and other bodics.

h.  Secttles disputes — for example between a parent and
a local education authority or between the local education
authority and the managers of a school,

France

The French system offers a complete contrast with our own because,
as Fig. | shows, all responsibility devolves ultimately from the minister.
The bureatcracy is divided into ten directorates dealing with the
different arecas of responsibility, including the curriculum as well as the
administration of the various sectors,

The administration is effected through 23 regions, académies, each
covering a full range of provision from primary schools to universities,
The head of each académie, or the rector, is also chancellor of all the
universities in his académiie. The rector thus combines the functions of
an academic, a director of local education, a public servant and, as the
minister’s delegate, something of a politician, The acadéniies are, on
average, about five times as large as the British local education
authoritics.

However, in some respects, the staff of the académies have less
responsibility than British education authorities. The curriculum, (or
cxample, is laid down by ministerial decree after consultations with
various councils, committees and commissions — including members
appoinied by the ministry and representatives of various interests,
including the teachers’ associations, The ministry also lays down the
standards of teacher training and has power to allocale teachers to
schools anywhere in France, Thus, the regional administrations do not
have the same burden of recruiting and placing teachers as do our local
authorities.

The state also runs all the major examinations whereas, in Britain, this
duty devolves on eight GCE Boards, thirteen CSE Boards controlled by
teachers, and cleven further specialist examining boards — a total of
thirty-two boards, all independent of state control,

Compulsory schooling begins at six in primary schools with a common
curriculum up to the age of 11. It continues to 16 in the new cofféges
d'cnseignement secondaires (CES) which are comprehensive institutions
combining the old lyedes (grammar schools) with the cofléges
d’enscignement général (secondary modern), Children are allocated to
different streams according to ability on leaving their primary schools,
Then, at 16, further selection takes place for various academic and
vocational courses ranging from one to three years — some of them in
technicatl colleges.

At 15, some pupils are allowed to leave full-time schooling to take up
apprenticeships, provided that they return to school for a year's part-
time studies. Those who stay in the Iyede stream to take the
baccalauréat generally expect to go to university, Formerly, a
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baccalauréat automatically entitled the student to a university place but,
with increasing pressure of student numbers, some faculties are now
having to impose mumerus clausus or restricted competitive entry,

Very considerable changes were proposed by the Education Minister,
M, Rent Haby, following the July 1975 Education Act. The aim is to
allow greater flexibility by ensuring that all children study basically the
same course up to the age of 16, However, the reforms are also based
firmly on the recognition of differences of ahility between children,
Thus, even at the age of 6, when children enter the primary school,
differences in ability will be catered for. After 8 wecks’ nitial
observation, children will be divided into two groups. The cleverer will
complete the first cycle in one year whilst the slower learners will take
two years on the basic preparatory cycle, mastering the simplest skills,
In the later primary level cycles, similar arrangements will be made to
sct up groups by ability in different subjects,

In secondary schools, all children will, in theory, follow the same basic
curriculum but, clearly, children will pogress at different speeds so that
distinct ability groups will emerge. Differentiation will start at 13 (the
secotud cycle of the lower secondary school) when pupils will be able to
choose different options.

For the cleverer children, there will be two types of fycde — the
academic type as it exists now and a new fycée aimed to provide a more
vocational content, the Iycée d’enseignement professionnel, The three
vear course in the traditional Iycde, comprises two years of
predominantly general studies common to all pupils, followed by a year
of specialization. At the professional fycée, which replaces the present
technical education colleges, students will follow two-year courses
leading to the certificate of professional aptitude or the diploma of
professional studies. Those who are successful, can go on to a general
{rcée 1o take the baccalenréat and go on to university. The reform thus
aims to upgrade the status of technical education and vocational
education by marrying it with the high prestige of the traditional
baccalauréal.

At the same time, efforts are being made to increase the vocational
slant of university studies.

Germany

In Germany, the organization of schooling is somewhat between the
extremes of French centralisim and devolution to localities, as in Britain,
Education is run by the eleven separate provincial governments or
Linder. Policies differ considerably between the Lénder which are
autonomous and determine the curricula for all the schools in their
jurisdiction, Compulsory schooling lasts from the age of 6 to 16
(although the last year is optional in some Ldnder). A common primary
school takes children up to 10 when they are ‘guided’, according to
performance and their school records into one of three types of
education: the academic Gymnasinm, whicl: leads to the 4bifur or
university entrance exam; the Realschude, which prepares children up to
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the age of 16 for intermediate technical qualification; and the
Hauptschule; which continues general and vocational education for the
least able. In many cases, the Haupischuder, which cater for just under
half the children, are continuations of the primary or Grundschule.

National policy is co-ordinated by the Permanent Conference of
Education Ministers, jointly with the Federal Government, although
power is vested in the Linder. The existence of separate Linder has
proved an obstacle to concerted planning at national level, but their
rights have been safeguarded by memories of the way Hitler used
central control to force propaganda and political ideology on to
schools.

in June, 1973, the Government's Federal State Comntission produced
the first ‘Overall Education Plan’ intended as a lotg-term framework
for the development of the system up to {985,

The main burden of this plan was the need for a more uniforin system
to provide more ‘equality of opportunity’. But this concept is
interpreted very differently in different Linder. The six Lénder with
Christian Democratic {Conservative) governments want to see a slow
development of comprehensive institutions in which the three separate
types of schooling, corresponding roughly to our grammar, technical
and secondary moderns, retain thelr separate identities. This is simitar
to the French model, The other Lander wish, however, 10 move fowards
integrated comprehensive schools more similar to the British model. The
initial proposal is for comprehensive schooling only up to the age of 16.

At present, only a few states, nolably Hesse, have moved towards
fully comprehensive schools (Gesamptschule} on any scale and these are
still mainly experimental,

One notable feature of German education is that the great majority of
children only go to school in the mornings. The school day starts earlier
than in Britain, however, and considerably more homework is set. In
spite of the half-day schooling, comparative surveys by the Institute for
Educational Evolution in Stockholm indicate that German children
reach as good a standard as those in countries with full-time schooling,

Heolland
The dichotomy between the need for state control and the pressure for

local initiative in education has been sofved in a unique way in Holland.,
Any group of parents or citizens may found a private school which will,
auntomatically, qualify for state subsidy under certain conditions. This is
analagous to the British system by which voluntary controlled and aided
schools receive all their running cests from public funds. There are,
however, two important differences,

The first is that public money is provided directly by the central
government rather than, as in Britain, through the elected tocal
authorities. The second difference is that, as a condition for
maintaining the schools, the government insists on a fairly tight control
of the curricuium through inspections and lays down a series of explicit
standards,
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Owners of private schools thus have the same relationship with the
government as the municipal authorities who own some schools but
have to comply with national standards. Holland, thus, has three types
of school administration, all closely dovetailed: first, those owned
privately — mainly by religious groups — which are state maintained;
sccondly, those owned by the municipal authorities but subject to
general state control; and thirdly, fully state schools.

The constitutional amendment in 1917 which put public and private
schools on an equal financial footing has since been extended to other
types of school, with the result that the majority of Duich schools are
in private ownership.

Just under a third of primary and general secondary schools are in the
public sector, compared with between 40 and 44 per cent owned by the
Roman Catholics and between 22 and 27 per cent owned by the
Protestants. Overall, 65 per cent of education expenditure goes on
private schooling, _

The proportion of grammar school and university students in the
public sector is, however, higher at 73 per cent, The fully state schools
tend, therefore, to have the highest prestige because they prepare pupils
for university entrance, By contrast, all primary schools and some of
the mare general secondary schools are run by the municipal
authorities,

The consequence of stressing the importance of private initiative in the
founding of schools has been a proliferation of specialized secondary
institutions. Parents have a choice of ten different types of secondary
education — five of which give general education to different levels
while the other five provide lower technical and vocational training for
different, often very specific types of job.

Most Dutch children start nursery school at the age of 4 (over 80 per
cem) and 95 per cent are in nursery classes by the age of five,
Compulsory primary schooling starts at 6, and, traditionally, was
regulated by a strict progression of grades regulating standards. At 12
plus, the children take an entrance examination for academic seconcdary
schools or different combinations of test and educational guidance for
the more vocational schools.

These secondary schools range from the academic fyecewm sometimes
subdivided into the science-based and the arts-based gymnasium and
athanctm respectively, Non-academic general education is divided into
schools of different levels. The highest is the HAVO {higher general
secondary school). Next comes MAVO (lower general secondary
school). Finally there is a variety of lower technical and vocational
schools (LBO).

There are cight main types of school preparing children for different
occupations, for example housepainting, fishery, inland navigation or
dock working, hairdressing, office work or small-scale trade and
enterprise,

The school leaving age is, at present, 16 but proposals recently put out
for discussion by the Education Minister, Dr Jos van Kemenade.
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envisage raising the leaving age to 18 in 1985.

Dr van Kemenade’s discussion paper ‘The Future Educational Qrder’
{July 1975} secks much more flexible opportunities than are allowed in
the present rather rigid and examination-bound system in which
choices at 12 often determine, not merely the level of a child’s
education, but the precise nature of his future job. The present 12-plus
would be abolished and replaced by a comprehensive middie school.
Selection would then take place at 16 when children competed for
various types of upper school. !

Sweden

The Swedish system is believed, by progressive ecducationalists, to be
the most advanced in Europe; and in many respects the belief is true.
The Swedes have smaller classes, more children staying on at school
voluntarily; educational research is more systemaiic than elsewhere, the
planning of courses to fit future vocations is more explicit and, above
all, the move over to a more egalitarian comprehensive system is more
established.

The move towards a comprehensive system was started in 1950: it was
completed for the compulsory school range (ages 7 to 16) in 1968 and,
since then, there has been a further integration in the upper secondary
schools, although they are divided into distinct ‘lines’ for pupils of
different aptitudes. The widening of educational opportunity to ali who
can benefit from it, has also affected universities where a big effort is
being made to recruit students from employment, rather than straight
from school, and to waive the need for paper qualifications,

Sweden, in common with France, imposes a central curriculum on all
schools and the balance of studies has been the subject of lively public
debate, Schools are managed by the 280 municipal councils, but the
most important aspects of school administration are the respousibility
of the National Board of Education which comes under the Ministry.

The basic comprehensive schoo! system covers the whole of the
compulsory age range when children of all abilities are taught together
for most of the time although, at the age of 13, they are able to choose
between different options — the first explicit distinction between the
bright and the dulter pupils,

After the age of 16, paths diverge. Most pupils go on to the upper
secondary school (90 per cent stay at least until they are 18): a third go
on to gymnasium streams which provide a three year course leading to
university. As, however, it is possible Lo repeat a year at one particutar
grade, the average age on leaving the gymnasinm is over 20.

Those who do not go to the gymnasitm can take a2 whole range of
two-year courses in general, technical and specifically vocational
subjects. The fackskola (continuation school) offered general vocational
courses whilst the yrkeskola (vocational school) offered mainiy full-time
apprenticeships. These schools are now integrated in the upper
secondary school which thus encompasses much of the area of the
British further education and technical colleges.
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The integrated upper secondary school provides some 20 different lines
of study at different levels with courses lasting two or three years. The
courses are now divided by subject area rather than level of difficulty
and the range is indicated on the table:

Arts and Economics and Technical and
Social Subjects Commercial Science subjects
SO

2-year lines 2-year lines 2-year lines

Distribution and (see list)*

Clerical Line

Consumer Line

Consumer and
Nursing Line
Economics Line

Music Line
Nursing Line
Social Line

3-year line
Natural Sciences

3-year line
Economics Line

3-year lines
Liberal Arts

Social Sciences
4-vear line

(can be done in 3 years)
Technical Line

*Technical 2-year line: Clothing Manufacture; Food Processing; Workshop;
Molor Engineering; Woodwork; Building and Construction; Electro-Technical;
Processing Techniques; Forestry; Agriculture; Gardening; Technical,

Although the Swedes are very preoccupied with the ideal of equality
and open access to education their system has, in practice, been quite
highly selective. This is because the numbers admitted to the courses in
upper secondary schools are determined by the government in
accordance with the expected manpower needs of the ecconomy. Where
there are more applicants than places, selection is made on the basis of
school grades.

Thus, in the popular subjects — science, medicine, dentistry,
agriculture, veterinary science, engineering and technology competitive
entry is similar to that in most other countries, including Britain,
However, in other subjects, a major effort has been made to
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‘democratize’ higher education by abolishing the old matriculation
gualifications for university and, instead, allow anyone who has
completed his or her upper secondary education to enter universily,

The outstanding feature of the Swedish system, however, is the very
large number of adults who return from a period at work 1o resume
studies in the upper secondary school {which inchwles our further
education colleges) and in university. In 1974, the proportion of
university students who were mature workers reached 40 per cent of the
total of 16,000 new entrants,

By the end of the decade, when the university intake is planned to
more than double, over half the students are expected fo come rom
employment rather than school. Normal entrance reguirements are
waived for anyone over 25 who can show that he has been gainfully
emploved for at least five vears before applying 1o university, Swedish
research bears out the conclusion of the British Open University — that
very many adults in the working population have the aspiration and the
ability 1o gain good class university degrees, even though they failed to
gain the formal entrance requirements whilst thev were at school,

The wish to give adults the chance of personal academic developiitent
which they may have missed in the school system is, however, by no
means the only reason for encouraging them to study, The Swedes have
been among the first to recognize the importance of re-trpining in an
advanced and developing country and, as a result, the majarity of their
upper secondary courses and many university studies have a strong
vocational bias, New legislation passed in June 1975 (U 68) is intended
to strengthen the vocational bias of higher education, It will put all
higher education under the control of eight regional committees which
will include strong representation from trade unions and the
community, Only a third of the members will come from within higher
education.

The UJ 68 Act will also increase the proportion of vocational courses
from the present 70 per cent to 75 per cent so that only a quarter of
Swedish 16 to 19-year olds will be able to take non-directed academic
courses,

In any comparison between Britain and Sweden, it is important to
remember two facts; first that Sweden is a relatively small country and
secondly that it is considerably richer. The sweeping reforims have,
inevitably, been expensive because the Swedes have recognized that the
more progressive approach is more difficult and requires more teachers,
hetter equipment and more training, The attemp! to provide a more
epalitarian system by deferring sefection has meant that children stay
longer at school, Better vocational training has also meant longer
schooling with an inevitable increase in cost. The relative rapidity of
changes and tight central control have been made easier by the small
size and relative homogeneity of the population.

As a context to more detailed discussion of some of the poeints of
comparison of the Continental system of education with our own, a few
more general points need to be established.
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Private Education in Europe

The importance of private enterprise and private benefaction in
establishing the British education system has been immense. The great
independent schools have, for centuries, dominated the secondary
education scene as the objects of admiration and envy. Year after year,
the Labour party renews its pledge to abolish them and as often decides
that it would be impractical to do so, The objections to our private
schools are in proportion to their success (they still provide nearly half
the students for Oxford and Cambridpe). Because of the enonnous
prestige of our best independent schools, most Englishmen consider
private schools to be a peculiarly British conception.

This is far from the case; the proportion of children educated privately
in Britain is actually smaller than in many other countries.,

In France, where 17 per cent of children are educated privately, private
schools produce a quarter of the candidates for the baccalauréat — the
university entrance examination. Since 1959, all private schools have
been eligible for dircct state subsidy provided that they comply with
national standards of curriculum and enrolment. As a result of the 1959
law enacted by President de Gaulle, 95,000 of the 116,30 teachers in
private schools have their salaries paid by the state.

tn Holland, the state subsidy of private schools is complete. As a

Tabhle 2
Numbers of pupils and studenis in
European Couniries (1970}
(Miltions)
Compulsory | Primary Secondary Higher
Schooting Education
France 8.5 4.8 37 0.80
(1970}
Germany 8.2 4.1 4.0 0.63
(1971}
Netherlands 2.23 1.46 0.77 0.246
Sweden 1.01 0.704 0.310 1.40
(1973} approx,
Uk 9.17 593 3.25 0.45
(1971)
Japan 14.2 9.5 4.7 1.66
(1971)
Source: QFECD Statistical Year Book, 1974,
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result, 72 per cent of primary schools, 71 per cent of general secondary
schools and 27 per cent of grammar schools and universities are
privately owned. As in the case of the British voluntary aided schools,
these private schools are closely integrated with the state,

Size

In making comparisons, it is important to remember the differences in
population size between the countries, For, in the generally expanding
populations since the war, education policy has been very much a
scramble to provide the basic necessities of schooling for more and
more children. This has been very much the case in Britain where the
population has only recently started to fall. France, Germany and the
UK can all be grouped together as having comparable populations
whilst Holland and Sweden are very much smaller. The whole of the
Swedish compulsory school population is, for example, only of the
order of that of Greater London.

It is obvious, at once, from table 2 that the proportion of students in
higher education compared with the numbers in compulsory schooling is
considerably smailer in the UK than in other countries. This is a
reflection of two facts: first that we restrict access to universities
whereas our Continental neighbours have traditionally not done so and
secondly, university courses in the UK are much shorter, lasting only
three years compared with up to seven in France, Germany and
Holland,

Our education should also be considered in the context of total
population and income levels.

A rough idea of the total volume of education provided by different
couttries can be obiained from Table 4, which iltustrates the percentage
of the population at various ages receiving education.

Tabie 3
Population Average income £
(Millions) per employed person
(1973)

France 521 5,800
Germany 62.0 . 6,600
Netherlands 13.4 6,950
Sweden .
UK 56.0 1,500
Japan 108.2 4,380
Source: The Commton Market and the Comnion Good, FEC,

Table 4

Percentage of population af each nge group enrolled at the
beginning of the year cited.

Age 16 | Age 17 | Age 18 Age 15-18
France 1970 62.6 45,1 29,1 54.3
Germany 1569 30.8 20.4 15.7 30.5
Netherlands 1970 60.6 41.5 28.4 52.5
Sweden 1972 74.0 60.8 40.8 . 68.1
UK 1970 41.5 26.2 17.6 304
Japan 1970 79.0 74.8 29.9 65.8

Source: OECD Educational Statistics Year Book, 1974,
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‘Table 4 shows quite clearly that, at the beginning of 1970, Britain was
well behind other countries, except Germany, in encouraging young
people to stay on at formal schooling. And it is interesting that in three
countries where the staying-on rate is markedly higher, Sweden, France
and the Netherlands, secondary schooling has been given a very strong
vocational bias,

Expenditure

Whether educational expenditure can be regarded as a national
investment with a direct economic return is one of those chicken-and-
egp problems to which there is no conchusive answer, In the 1960s, the
fashionable assumption among educational economists was that there
was a direct link. A casual look at the high educational expenditure in
developed countries like Sweden and the USA seemed to suggest a
connection which was argued in detail by Professor John Vaizey {(now
Lord Vaizey) in his book, The Economics of Education.

Lately, however, economists, including Lord Vaizey, have doubted
whether high spending on education may not be as much a result as a
cause of economic growth.

Even a brief comparison of Britain with German would seem to
confound the simple view that pumping money into the educational
system is a necessary precursor to high economic growth,

For Germany has spent relatively little on education and has kept a
system which is still based on pre-war tradition and structures.
Although the Germans are now increasing educational spending quite
rapidly, the effects on the economy can scarcely have worked through
vet, Britain, on the other hand, spent considerably more on education
throughout the 1960s than either France or Germany but is now lagging

behind economically.
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The expenditure pattern can be seen from Table S, l I l . l)l l 1114 ly all(l Nlu‘bcr)r
able § Schooling - The Early Years

Public expendifure on education (current any capifah
in § Million at official cxchange rates 1960-1970

1960 1965 1968 1970
France 1.467 4,058 5,60l4 6,Ull
Germany [6RO 3410 4,137 6,475
Netherlands 529 1.200 1,757 2,162
Sweden 1,256 2104 2.5
UK 2,857 4,953 5,602 6,892
Threughout the 1960s, the British educational establishment basked in

tlie glory of the primary school revolution, Experts from all over the
world made their pilgrimages to see the new methods in practice and
. were directed to the finest of our pioneering schools, Education

professors, leachers and administrators came and often marvelled 1o
find that it realfy worked.

In many of the new progressive schools, Jike Prior Weston in the
rebuilt Barbican area of London, they found that the traditional idea of
a formal timetable with set lessons and a defined body of knowledge
had been blown away by the gusty vigour of new theories. Children
were freed from the arbitrary interruptions of the timetable, to follow
their aptitudes and interests. They were free from the boring rowtines of
parrot learning to absorb facts and to develop skills in the naural
thythm of their own enthusiasm; they were [reed from the forced march
ol a uniform syllabus to dart ahead or retrace their steps according to
individual ability; and above all, they were freed from the nervous
stress of competition — they now worked as individuals or in small
groups instead of being paced by the whole class.

And the results seemed good. Mr John Blackie, former chief of Her
Majesty’s Inspectors for Primary Schools, says in his book, Changing
the Primary Schoof (Macmillan, October 1974):

Source: GECD Educational Statistics Year Book 1974

The first and most importamnt change was an enormous
increase in the writing output of children at every stage.
Whereas ten-yvear-alds in the 1930s would perhaps fill one
o1, a1 most, two exercise books a year {and this represented
their total output) children of the same age nowadays write
many hundreds of pages. Children astenished their teachers
by the amount they wrote, if given the chance, and by the
interesting corntent of their writing,

The opening up of the curriculum was accompanied by the
opening up of classrooms themselves, Mr Blackie describes the
new approach Lo space:
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The doors will often be left open and, if there is a corridor
autside, the children will overfiow into this and find more
space for their activities,

It is true he cautions:

These physical changes in themselves will achieve nothing but

chaos and uproar!

But, like many propagandists who have helped to change our schools,
he vaults lightly from practical advice to visionary zeal. He says:

The justification for recommending the propressive

approach is that there is no evidence that the traditional

ane is proving so suceesstul that it clearly ought to be

retained and there is reasonably good evidence, based on

research as well as experience, that the progressive

approach is more suited to what is known of the children

and their developtient and produces better all-round

results.,

But this measured practical tone changes abruptly and he goes om;

The writer's opinion is that the progressive approach treats

children and teachers as persons, as individual souls if you

prefer it, to a greater extent than the traditional. It allows

greater place for love, both in the sense of the Greek philia

and in that of agape and is therefore more in harmony with

the vision of human happiness which still brighrens our

dreams however such it may elude our grasp. (Author’s

itals.)

With such propagandists to help, the British primary school, or at
least the best examples, became for a time the admiration of progressive
cducalionists throughowt Europe,

But after the pilgrims returned to their own lands, they were slow to
change established ways. In France, Germany and Holland primary
schools remained much the same as they were: to British eyes, they
increasingly appeared old-fashioned, formal and inflexible. They
retained many of the characteristics of the pre-war British system and
even, it was hinted, of the Victorian Board Schools.

Children sitting in orderly rows, fearning in unison, chanting tables,
remembering by rote and repetition, formal — often stilted —
compositions and a grammarian approach to language; these were the
overt characteristics of the majority of Continental primary schools.
And, indeed, the formal style of teaching is still to be found in most of
them,

There were, however, three other differences which reinforced the
traditional approach in Continental Furope. These were: first, the
stronger powers of central bureaucracy; they tied teachers' promotion
prospects much more to a conformity with central norms of teaching
behaviour than in Britain, There was little prospect of progressive
teachers clustering into groups under a sympathetic Chief Education
Officer as happened, for example, in the West Riding of Yorkshire
under Sir Alec Clegg.

The second restraint was that European countries impdsed a
curriculum on schools, administered centrally, as in France or
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regionally, as in Germany. Alternatively, teachers were given some
freedom of method but subject to strict control of standards, as in
Holland. An imposed curriculum made change to thoroughgeing
progressive methods impossible, while imposed standards made it risky
for teachers, Tn all these countries there have been limited experiments
with progressive teaching but they have been regarded by governments
as no more than experiments and fairly strictly eircumseribed.

The third restraint was the practice of making children repeat a grade
il they failed to reach the prescribed standard at the end of a year.
Grade repeating is still widespread on the Continent, although efforts
are being made to reduce it. The practice points to a fundamental
difference of approach from Britain where, even in the most traditional
schools, children will move up a year however low their standards.

Grade repeating is a consequence of the idea that progress through
school is by means of a staircase of which every step is a fixed
standard, Any child who cannot reach it must wait on the step below
until he has improved,

This system was rejected in Britain because it was considered
inefficient as well as cruel. It can be inefficient because children, forced
to repeat a year, become bored and dispirited and are, therefore, likely
to fall even further behind. It is considered cruel to brand children as
failures beeause they do not meet an arbitrary standard. In reality,
children represent a spectrum of abilities rather than just the two
categories of those who move up and those who stay down or
bleibsiizen,

In spite of these disadvantages, the BEuropeans have considered the
system of grade repeating necessary to maintain standards and to
provide incentives to work hard ( and teach weli). In the past, it is
estimated that between 30 and 50 per cent of Duich children were
obliged to repeat a grade, although the incidence is being progressively
lowered. In Germany, the OECD examiners reported in 1972 that 3 per
cent of primary school children were repeating grades while the
incidence in gymnasium and realschule was 7.3 per cent and 5.5 per

cent.
In France 13 per cent of primary school children are repeating grades

and 7 per cent of secondary children. By grade seven, some 40 per cent
of children will have repeated at least one grade. (Education in France,
André G. Delion, Paris, 1973).

In Sweden, the position was until recently broadly similar with some 8
per cent of children repeating grades,

The regime which produced the present generation of young French
adults was characterized by a very high drop-out rate described by Dr
W. D. Wall {Constructive Education for Children, UNESCO Press,
1975}, He gives figures for 1963-64 which show that, in the first year of
primary education (6 to 7-year-olds}, 33 per cent of children were
retarded by a year or more. But, by the age of 9 to 10 the number of
pupils retarded by at least a vear had risen to 51 per cent, He
comments;
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Fram these figures — which are probably typicat of
Europe, it is possible to infer that failure as represented by
inability 1o conform 1o the standards set by the schoot
pregramme is very much more widespread than would be
expecied from the known proportions of the dull.

Criticism of a system of standards with a high in-built failure rote
have been backed by studies which show that grade repeating has
proven counter procuctive. Instead of overcoming disparitics among
children they have tended 1o perpetuate them. Since the disparities often
reflect regional or socio-ceconomic causes the system cannot be
tolerated,

French Government figures show, far example, that the repetition of
gracles is twice as common in Strasbourg (22 per cent) as in Nice (10 per
cent) and that the majority of children who repeat grades are from
farming or working class homes (44 per cent).

A study by A, Haramein of 17,000 children in Geneva (Perturbations
Scelaires, Delachaux and Niestle, 1965) showed that by the Tourth year
(age 10 to i1}, 34 per cent of bovs and 27 per cont of girls were a vear
behind. The proportions of backward chifdren increased steadily as they
got older, while the proportion which was a year ahead steadily
reduced. Failure among these children was very clearly linked with the
socio-economic group,

In spite of all these disadvantages, the grade svstem is still the vule in
Eurapean schools, although there is now a move towarde more open,
flexible methods, this is cautious and limited, The French, for exatple,
itroduced ‘active methods® juto the primary school in 1969 but onty as
a supplement to formal instruction. Teachers are no longer told
preciscly what to do each lesson but they are still obliged to spend ten
hours a week on French, five on mathematics, six on cultural disciplines
{history, geography, singing, painting etc.} and six on physical
education. While reforms on the actual curricula are being considered,
emphasis on basic skills is simultancously stressed. Modern
mathematics, for example, has only been introduced in the fast four
years and then only in combination with the acquisition of more formal
calculating skifls,

In Germany, the Bildungsgesami plan of 1972 provided for
experimental projects in the discovery methods, which have only just
ended their first phase. It reconmmended a general move towards
progressive teaching in primary schools but the plan has heen accorded
a mixed reception in the Linder and, because of objections to its over-
progressive tone, the commission which produced it has now been
disbanded.

In the conservative Ldnder like Bavaria, schooling is still strongly
traditional although in large cities like Berlin and Hamburg there is
more awareness of progressive attitudes,

The Duteh, under the leadership of Dr Jos van Kemenade are anty
nrow planning a move towards mare active and individual teaching
methods. Of all the European countrics, the Swedes have travelled
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furthest afong the progressive road, but the primary sections of their
comprehensive schools still have many of the features of the traditional
svstem,

Among British experts, the fashion has been to deplore the faults of
continental primary schools and to assume that, sooner or later, they
st folfow the trail blazed by our modern teachers. But before
slipping fnlo this assumption, it is also worth considering the
advantages of the continental methods and whether they have not, in
some respects, served their countries well,

It is especially interesting to consider the examiple of German schools
because they have been represented as being, in many ways, the most
old-fashioned and the most repressive. Education spending in Germany
has been at a lower level than in most other European countries since
the war (this is now being reversed). Classes were, therefore, larger and
selection for Gymnasien (gprammar schools) was fiercer. The
pupil/teacher ratio in German primary schools was 1:37 in 1970,
compared with a ratio of 1:27.7 in in British schools (Education
Statistics, HMSO, 1973) and in 1963 only 14.45 per cent of 13 year-olds
could get to grammar school, (Saul B. Robinsohn and Helga Thomas:
Differenzierung im Sekundarschulwesen, Stuttgart: Klett, 1968). Thus
classes were far too hig for informal methods to be possible while stiff
campetition for secondary schools made parents very wary of any
change which might threaten standards in a particular school. Parental
discipline has also backed up a strict and often successful regime in
primary school, The first examination is at only 6-years-old — the
Schulereife test to discover whether the infant is ready to start primary
school. Those who fail twice are likely to go to a special school, The
child then faces continuous examination and assessitent by teachers to
determine whether he has made the grade or must repeat a year, The
assessment of s teachers will also play a large part in determining
whether he is selected at 10-plus for Gemnasinm or Realschule.

Those who fail 1o be selected, stay on in the upper division of the
primary school, the Houptsehule which is still, in many areas, part of
the all-age Folksehule. '

These pressures undoubtedly produce casualties, a considerable
amount of stress and unhappiness with even a sprinkling of child
stricides.

Nevertheless, the Germans have achieved a truly amazing inciease in
prosperity since the devastations of the war and it is more than
probable that their primary schools have contributed to the atmosphere
of hard work, discipline and respeet for excellence that is one of the
main strengths of German society and German industry, Tt is hard to
doubt that the competitiveness and the ambition which the prithary
schools svstematically reward, have helped industry to be successfut,
whatever one may think of the intrinsic desirability of these
characteristics,

Anather point which the British should note at a time of wor<cning
discipline in schools, i< that German teachers manage to keep good order
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without the use of the cane. And this is not simply because of stronger
pareital control. One reason for good discipline, in spite of large
classes, has been the system of grade repeating which gives teachers a
very important sanction. German children know that their teacher has
power to promote or demote them at the end of the year., This may be a
much better incentive to buckle down to hard work than the vague
threat of corporal punishment,

One Further point is that a central or regional curriculum may, in spite
of being restrictive to some teachers, give help to those who are weaker
or less experienced. It frees the teacher from the worry and hard work
of determining what 1o teach and allows him to concentrate on the
practical job of getting it across,

Finally, although German schooling has been ¢riticized widely and not
feast by the Germans themselves, for excessive rigidity and for failing
the less able, it has, with relatively littte cash support, given elficient
grounding to a majority of the average and clever. It has done this,
moreover, with a system of half-day schooling which leaves the whole
of the afternoon free Tor play or individual homework, What the
children make of their free afternoons obviously depends on their
parental background. The more deprived children clearly suffer but,
where the the parents’ support is good and the children well-motivated,
half-day schooling can have important advantages. In particular, it
stresses the need for parental encouragement (which is vital in any
systemn} and it introduces early habits of independent work.

The picture iif France is similar, although classes are smaller; the
disadvantages of over-fermal methods and the effects of formal
primary school teaching have been recognised earlier and mitigated by
an excellent and nearly universal nursery school svstem.

All five-vear-olds, 85 per cent of four-year-olds and 75 per cent of
three-vear-olds are in nursery schools. These schools use the same
informal learning through play techniques as the majority of British
infant schools. This means that, although compulsory schooling starts a
vear later than in Britain, the majority of the children will have
completed three years of informal learning before they begin at the
primary school, Furthermore, the best of French nursery schools have a
sharp educational purpose and experiments are now being made on
laying the foundations of maths, French and a foreign language — even
in the nur<ery classes.

By contrast, nursery education in Germany is under-developed,
including in 1970 only half the five-vear-olds. The General Education
Plan hopes to bring the standard of provision up to that of France by
1985, In Holland, 82 per cemt of four-vear-olds and 95 per cent of five-
vear-olds are in nursery classes. In Sweden, day nurseries for children
aged one to seven of working mothers' are provided for 40 per cent and
nursery schooling for four to six-vear-olds for 30 per cent,

in Britain, where provision of nursery schoaling has lageed behind,
much of the preparation undertaken by the continental Kindersarten is
deferred until children reach the infant school. By 1980, we shall be
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providing half-time nursery places for about 70 per cent of four-year-
olds and 40 per cent of three-year-olds, which will still be below the
provision in France. A French child may well start two years earlier and
experience teaching methods at least as informal and progressive as in
the majority of British infant schools. Against that background, the
greater formality of the primary school seems more logical. A similar
point can be made about Sweden where primary schools start two vears
later than ours,

There are several reasons, therefore, why the British disdain of
European primary education may be misplaced. But perhaps the most
important reasons for ending our former complacency are internat: a
growing feeling of unease about standards, the realization that
progressive schooling is not the panacea its apostles have sometimes
represented it to be and an understanding that new methods make

“teaching more difficult rather than casier, so that in some cases,

teachers cannot adequately cope,

The rational complacency was first punctured by the 1972 reading
tests (National Foundation for Educationat Research) which were part
of a routine monitoring exercise, commissioned by the government,
After testing 7,150 children in 300 schools, the Foundation cencluded:

Reading standards ate no better today than they were a

decade ago and, in one respect, have declined since 1964,

The tests showed that, between 1948 and 1961, reading standards of {4
vear-olds impraved by nearly 20 months” reading age but, since then,
the fmprovement had stopped. Interestingly, the researchers found that
the standard ot the middle-abilits range had been maintained but there
had been a fall in the standard of the top 30 per cent and of the bottom
40 per cent of children, This finding appears to support the critics of
progressive, mived-ability teaching, whe have repeatedly pointed owt the
danger that cleverer children may not be stretehed and that dulter pupils
may find working on their own too difficult,

The NFER said:

The I1 vear-old whe score half-wav between the highest and

Towest scores in 1970 is six manths behind his 1964

equisalent. The very bright 1 vear-old is three months

behind and the weakest 10 per cent is three-and-a-half

menths hehind,

The report alse foand that one in 30 of the 15 vear-olds measured in
1970 could read no better than the average nine-vear-old in 1928,

H <aidt

Compared with 1938, there is the possibility that there has

been an increase in semi-fiteracy of both juniors and seniors

and in the ilfiteracy of juniors ever the last six vears.

Critics immediately pointed out that there had been sampling problems
due to a postal sirike and the apparent refuctance of some schoals (o
fill in the forme; the teds were showing signs of becoming out of date
with some archaic words and constructions and there was a high rate of
absentecism among the early schoal leavers tested.

However, the researchers considered these difficulties and concluded:
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There ts no reason to assume that any resultant distortions

induced by these factors should have necessarily been mainly

in one direction or should render invalid inferences that are

made with due caution.

The Bullock Committee set up by hfrs Margaret Thatcher i the wake
of the NFER controversy did little to resolve tlie issue. It came out with
a lengthy and heavily qualified statement of the progressive consensus
with a strong note of dissent from a traditionally-minded heachnaster.
The committee repeated the NFER figures with caveats and pointed out
that the big rise in standards in the 1950s was only to be expected after
the disruptions and evacuations of the war, The report did, hawever,
conclude that standards of literacy nceded to be improved and it
provided some 600 pages of helpful advice on how schools shiould
achieve it. The committee recomntended betier arrangements for
monitoring standards but rejected all proposals for controtliing them,

These figures are among several factors which have led to a change of
public mood. During the 19605 the optimism of leading progressives
was generally shared by most sections of (he public: many parents
found their children were happier with the new freedom and, if they
were a bit confused by some of the new methods of teaching, they were
generally reassured by the fiessage of confidence which came from the
teachers' spokesmen, widely relayed by the national and local press.

In the last few years, however, (hat general buoyancy has given way to
doubt, disappointment and comtroversy. The doubts were first voiced by
the educational Black Paper in 1969. At first, this document by
academics and teachers was treated with disdain by much of the
educational establishment mainly because of the polenical style of some
of the contributors. But Black Paper One also contained a powerful
and carefully reasoned criticism of the excesses of progressive methods,
It was written by a distinguished and respected professor of education,
G H Bantock, of Leicester University. This article set a new sivle of
scepticism for informed opinion so that the hot gospeliers and the
enthusiasts began to meet concerted opposition for the first time.

Middle class opinion, which had generally supported the new methods,
began 1o waver as increasing numbers of parents complained that
children ‘were not learning their tables’, were ‘plaving around’ and
‘could not spell’. At the same time, there were, and still are, many
parents who enthusiastically support the new methods.

Disquict over the effect of progressive methods on school standards in
Britain has not been confined to parents: considerable uncase within the
teaching profession has been demonstrated in a very large volume of
discussion on the subjeet in the professional press. Teachers' unions
have repeatedly drawn attention to the extra demands which the new
teaching imposed on their members. And in 1973, the National Union
of Teachers produced a document urging more caution in the move
towards open plan schools — the architectural embodiment of
progressive teaching. Apart from detailed criticism of skimped materials
and design, one of the main complaints was that open plan schools pre-
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empted important decisions abont the way in which children should be
taught. Architects had, in effect, assumed that the bandwagon towards
informal group methods would continue to roll, Teachers were finding
that, like it or not, they had to have up to 90 children in the main class
under the charge of a team of three teachers. This forced a whole range
of teaching techniques upon them because the design of the new
buildings precluded traditional class instruction,

These doubts and arguments might have been surface ripples on the
main stream of progress: plenty of people represented them as no more.
But then in the summer of 1975, a progressive primary school suddenly
exploded into the public notice. The minutest details of its working
were exposed to the full glare of publicity. The result was first surprise
and then shock.

It was a school with many advantages: it had one of the best staffing
ratios in the country, generous allowances, a considerable influx of
ambitious middle class parents it an otherwise working class area, a
staff blending youth with experience and enthusiasm for progressive
methods, It ad a young headmaster with an excellent teaching record.

WiHliam Tyndale Junior School is only half a mile or so from the
famous Prior Weston Junior School to which foreigners have made
their pilgrimage in hundreds. The teaching methods were, theoretically,
similar to those at Prior Weston. Many of the educational principles
advanced by its headmaster would have graced a manual for progressive
teachers. Yet, instead of becoming a source of national pride and
foreign envy, William Tyndale School became the subject of public
enquiry and of indignation throughout the fand. The first symptom of
failure was that about 100 parents removed their children because they
believed they were not being taught reading, writing and arithmetic
properly, Their fears were borne out by evidence at a public enquiry
that children were allowed to play during lesson time; that tahle tennis
and party games were part of the normal school curriculum and that in-
discipline, ignorance and abuse among the children were the results, A
report by the local inspectorate said:

Many of these children of nine or ten were unable to use a

ruler, spell the simplest words, to write more than a few
sentences or even to form their numbers and letters,

The inspectorate ntet with temper, tantrums, sulkiness and obscene
language among the pupils, Even though their report was undertaken in
the unusual circumstances of a strike by all but one of the teaching
staff, they found many highly disturbing attitudes. Some children
refused even to go into a classroom,

Children were apt to be unkind and rude and potentially

dangerous acts of violence had, at times, to be suppressed.

The inspectors commented, significantly:

It was also evident that (the children} hecame ingreasingly
responsive to the normal techniques of class control as the
period of the visit advanced.

They also said:
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Some first year children displayed marked symptoms of

regression resulting from lack af security that must be

deeper than the effect of the relative upheaval caused by

the absence of their normat teacher.

The inspeciors were charged to make a sober appraisal of the school:
they represent an anthority which is generally sympathetic to the
progressive approach, vet there are passages in their report on William
Tyndale which are an uncanny echo of the polemical warnings of the
Black Paper writers five vears carlier. The significance of the Tyndale
enquiry was not, however, to show that medern primary schowl
methods can turn sour. That could easily be predicted.

What shocked many people about the exposure of William Tyndale
School was not that the headmaster had taken progressive teaching too
far; it was the revelation that he was at liberty to experiment with his
new mcthods and curricubim with almost total freedom from consteaint
by the school’s managers, the inspectorate and the authority who all
lacked the power to make him revert to more acceptable teaching.

Aldthough many of the circumstances revealed by the William Tyndale
enquiry were peculiar to one small, bad school, the proceedings
attracted immense public interest because they were, in a sense, a trial
ol the whole British primaly school system. They revealed 1 the workd
that, while boasting of having some of the best primary schools in
Europe, we were also nurturing some of the worst,

The complaceney which ted the British to despise, or merely ignorse,
the primary school system throughout Europe may justly give wayv o a
humbler spirit of enguiry, for there cannot be any doubt that the
breakdown at Wilkam Tyndale would have been impossible in Frange.
Germany, or Sweden. Mare seriously, the William Tvodale teachers
displayed a casual, even contemptuous, attitude to established school
standards quite alien to the beliefs and practice of comtinental schoals,
Their suspicion or rejection of traditional standards is, morcover,
shared by a considerable part of the British teaching profession. It has
bred a confusion about the objectives of primary schooling which
continental teachers do not generally share. And this rejection has
penetrated 1o the innermost fastness of Her Majesty's Tnspectorate, the
body which once guarded, but now savs it guides, the standards of our
schools,

Mr. Blackie savs:

It would certainly be possible 1o undertake a comparatize

duds ot achievernent in the three Rs of two proups of

schools, one avonediy raditional and the other asowedly

progresane but even this would prose very little. What

would be measured, theugh important, would be too e,

Suppose, for example, that the traditional group scored

mare highly in spelling than the progressive group — it

would «till have to be shown (and this would imolve a

vitlue judgement) that this deficiency was not compensated

for by other unmeasured and possibly unmeasurable

achievernents, such as width and quality of reading, powers

of vomversation and social awareness.

s
ezl

Mr. Blackie deseribes, in this passage, something of central importance
to British Primary ecucation which is still obscure to most of the public
and to some teachers: the progressive revolution does not simply
concern miethods; it represents not just a better way of mastering the
old skills of the three Rs; it entails differenit objectives, which are
sometimes radical, often unneasurable and almost always,
unmeasured, The change poses the question: do we want good spelling
and adding or social awareness?

The new objectives have not recently been discovered: developing
‘powers of conversation and social awareness' were the aims of good
teaclhers before Socrates. The novelly is in the emphasis and the style,
wltich may prove to be of the greatest importance to the way our
children develop and to the very foundation of future citizenship. For
Mr. Blackie considers, and he may be right, that consensus about the
traditional aims of education is now destroyed. He lists some of these
former aims: ‘to arouse in children a respect for democracy’; “to train
children to be loyal to King and country’; ‘. . . to help children to
understand the government and institutions of their country and thus
lensit to respect them’; ‘to bring up the children to be Godfearing and
obedient’,

But he rejects them all on the grounds that trying to secure agreement
about such aims is a hopeless task in modern Britain, He says:

. .. some of the aims listed above are incompatible with

the progressive approach with which this book is

concerned. An approach which encousapes children to

think for themselves, to ask questions, to co-operate will

not alse encourage them to accept, unexamined, the society

in which they live and its institutions: nor will it encourage

an unthinking iconoclasm,

Because this is half-true, it needs to be challenged. For Mr. Blackie is
presenting the classic liberal argument between freedom and authority
as a false dilemmas critical thinking . not incompatible with loyalty to
the Crown, with obedience, the fear of God or, indeed, any similar
aim. The fact that these aims have been associated with authoritarian
repimes is no more an argument for rejecting them than was the
inquisition an argument for despising Christ. Furthermore, the
connexion between progressive methods of education and critical
thinking of real substance should not be overstated. It is teachers, not
mcthods, which produce alert thinking and if pregressive methods give
more opportunities to the best teachers, they also give more scope to
the worst.

As the old consensus among teachers and the public has been
destroyed, progressive teaching has simultaneously intreduced new aims
as well as new methods into our schools. The important question for
policv-makers is, therefore, whether the determination of aims as well
as basic standards should be left almost entirely, as at present, to the
teaching profession and, in many cases, to individual teachers.

Do we want a society of good spellers and accurate arithmeticians or a
generation of imaginative enthusiasts? Do we want people to work
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because of a habit of discipline or only when they are motivated?
Should we try to encourage our children to accept society and feel
patriotic pride in its past and its future or should they be taught to
question every aspect of our social and religions beliefs?

It is an error of dogmatists in the extreme progressive as well as the
traditional camps to present these questions as stark alternatives,
whereas the best teachers steer a midkdle course. Nevertheless, these
extremes do indicate the way in which different teaching approaches
will have different effects in determining the kind of people we hope
our children will become.

They are questions which, in continental Europe, the community as a
whole attempts to decide but which, in Britain, ave been allowed to
drift, A return to strict central control of standards, formal teaching
and a system of grades would be unaceeptable to the teaching
prolession and probably to many parents. It would also run counter to
the European experience. But if the continentals are moving in onr
direction, they are not rejecting all traditional practices to anything like
the extent that has happened in some of our schools. Their example and
indeed the observations of many experts in Britain, point to the need
for combining formal and informal methods,

Al other countries have some outside method of assessing school
standards, Indeed, the eleven-plus crudely performed this task although
it was never designed to be a monitor of the whole range of ability. The
disappearance of the eleven-plus has left a gap through which the
standards in some schools can imperceptibly slide. The danger is now
partly realized by the Department of Education and Science which in
January 1976 set up an advisory council for an Assessment and
Performance Unit, whose task will be to find new wavs of moniforing
school standards and practice. In the absence of any political initiative,
however, the unit is uniikely to make a very strong impact on schoots in
the foresceabie future,

While, therefore, the French, the Germans and the Dutch are
considering a cautious reform in the direction which we have travelled,
it may be appropriate to ask whether the British should not move back
1o meet them in the middle ground.

The most important evidence in support of those propositions was
provided by a major research study by Mr. Neville Bennett of Lancaster
University (Teaching Styles and Pupil Progress, Open Books, 1976),
After carcful testing of children in 37 different classrooms where
different teaching stvles were used, Mr. Bennett discavered that
traditional teaching produced better progress in almost all aspects of
childrens' work. Not only was there improvement in spelling,
mathematics and reading but, mare remarkably, the progressive
methods failed to produce the often claimed SUperiority in imaginative
or descriptive writing,

His report shows that progréss was better in all schools, farmal and
informal, where the eleven plus examination still operated than in those
where comprehensive education had been introduced. Children in the
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informal classes were more anxious than those in the formal classes.
The researchers watched all kinds of classes in operation and concluded
that children in the formal groups spent much niore of their time on
‘work orientated’ tasks than children in informal classes who tended to
chatter to each other.

Critics have made much of the fact that the best teacher in the study
was using broadly ‘progressive’ methods. However, the crucial
abservation was that, although her methods were informal, her teaching
was highly organized. 1t is an exception which proves the rule in an
interesting way; for it illustrates that progressive methods can indeed
produce excellent results when they are employed by a skilled, well
organized and hard working teacher. The error of enthusiasts like Mr.
Blackie is to assume too readily that the informal techniques can be
adapted successfully by middle-of-the-road teachers.

My, Bennett’s research has helped to quantify the bewildering variety
of aims and methods in primary schools. He provides some
reassurances that all schools have not gone overboard for informat
methods. According to his survey, about one teacher in six is using the
progressive approach. On the other hand, there is little doubt that the
general climate of opinion has been moving rapidly towards the more
informal methods, so that some schools now considered to be
traditional would, 20 years ago, have been classed as ‘trendy’. Above
alt, the report enters a plea for a more measured, betfer researched
approach to change which has been notably absent in the last two
decades.

He says:

As far as primary education is concerned, this ‘giddy chase’

(after new methods) has consisted in running around in

circles, Education would seem as prone to change in

fashion as clothing . . . It would seem clear that, on both

sides of the Atlantie, innovation is being urged without

research. This, af course, is not new in education, the

common response being that education decisions cannot

wait for vears while careful trials are tnstituted and

evaluated, Yet it is a strange logic which dictates thai we

can alford o implement changes in orpanization and

teaching which have unknown and possibly deleterious

effects on the education of the nation’s progeny,

Improvement of standards, depends, in the view of the teachers’
unions, on further expenditure on vet more teachers, equipment and
buildings. Others, including the James committee on teacher training
and the Bullock Conmnittee, have emphasized the need for a big
increase in the re-training of teachers already in the schools. These
remedies can be ruled out until at least the end of the decade because of
the need to stabilize public expenditure. In any case, there are
indications that pumping more money into the system may not be the
answer, The Education Priority Area experiment set up in 1968 by the
fate Mr. Anthony Crosland, yielded disappointing results. The intention
was to find ways of improving educational standards in deprived areas
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by special programmes and extra money. The gains were, however,
stall and the report on one project (Educational Priarity Vofume 3,
1975) came to the astounding conclusion that a progressive programme
using a large amount of extra money and extra teachers actually had
negative results. The children ended it with a worse standard than they
would have achieved with ordinary schooling,

It is obvious, therefore, that new ways must be sought for securing the
desired improvements; the most obvious is to provide schools with more
overt guidance nbout the standards expected, to give teacliers incentives
for achieving them and to introduce a national moniioring systeim to
find out what is happening to children,

Teachers, and particularly the National Union of Teachers, have
objected that such measures could hamper the progressive approach,
But the example of Sweden shows that the setting of national standards
and national tests in primary schools need not be inconsistent with a
fully comprehensive modern approach. There, a national currictlum,
introduced in 1972 (Lar 1969) includes progressive style teaching by the
project method, a modern approacl to mathematics and individual
work by pupils, Yet achievement tests are given (o children at 9.5, 12.5
and 13.5 years and thereafter at vearly intervais with hatf-yvearly tests
in the upper school. These are supplemented by diagnostic tests at 6.5,
10, 13 and 16, although there are current proposals to abolish these
tests from the Betygutredning committee, Criticism is directed against
their role in selecting pupitls for academic courses ratlhier than their
function as a monitoring of standards.

In Britain, the present proposals for testing are only on the basis of
‘light sampling” which will give a rolling result for overall national
standards but will say nothing about the individual achievements of
schools or pupils. Universal testing has been rejected because of
objections from teachers and progressives who sav it would restrict
teaching developments and reinforce the sense of failure of less able
children,

These objections have some force although, as has been made clear,
there are arguments against piving unrestricted freedom to teaclers,
Hawever, the objections could largely be overcome if testing were in the
first place voluntary and to some extent anonyvmous., If testing were
voluntary, schools which opted out would then be obliged to justify o

“managers and parents the different methods or curriculvm which made

testing inappropriate.

Ahernative testing could be partly anonymous so that only the school
authorities knew the results of individual children. The public wounld
have access to generalized results for an authority or a school and
parents would be given the results of their own child to compare against
the norms where appropriate. Such a systemn could avoid the individual
distress which could result from the publishing of lists of perforinance
at too early an age. Some people argue that it is belter to face facts by
openty quantifying the differences in attainmemt which most children
are, in any case, aware of, The objections to public testing are those
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encountered in the eleven-plus in Britain and the assessment tests in
Sweden, The objection is that, because of inherent cruditics, tests may
wrongly condemn a child and that a child wrongly marked down may
give up hope or be written off by his teachers.

Research, as well as experience, indicates that a child who is
discouraged too early can suffer a bad reverse or even a severe tranma;
but fears of this tvpe are often exaggerated because they are associated
with the selective purposes of the eleven-plus. In a system w hich, for
better or worse, will soon be fully comprehensive, the primary schools
will be freed from the anxieties as well as the spurs of selection.

It should further bie observed that, inn schools which allacate children
te different ability streams, grading already oceurs so that objective
tests will merely provide more information about children who know
they have already been assessed. In a progressive school where all
abilities are taught together, a national test need make little difference
to the child's own evaluation of his progress but it would provide
important information to the teacher about individual pupils as well as
the standing of the whole class in relation to national norms.

More generally, testing would provide a reassurance for the public if,
as progressives maintain, standards are improving, If they reveal areas
of weakness, the public will also be reassured that the deficiencies can
be known very much more precisely than at present. The vague
observation of the Bullock Committee that people have always
complained about standards is, clearly, no comfort to an influential
section of industry or to many parents.

More controversial than testing, is the question of whether any parts
of the curriculum should be imposed on schools. The two are linked for
il, as in Sweden, there are national tests of standards, detailed
curticular guidance may not be necessary as well. And if, as in France,
vou have a fairly detailed instruction on the curriculum with standards
Tor each grade, the assessment of individuaal pupils can be left to the
teachers.

[n Britain, which has neither, a cautious introduction of assessments in
basic skills at ages 7, 10 and 14 might be enough. However. there is a
strong argumment for trving to find a national consensus abeut a basic
zore of knowledge and <kills which children should all be taught, At
least if consensus is impossible, the points of difference would be
defined. What relative weight should be given to mathematical and

titerate skills for example? Shoukd ability to calculate be given priority
over other mathematicat skills and, if so, what is the minimum
caleulation skill which should be required of an 11 year-0ld? Should alt
chiktren know the basic outline of the history of their coumtry and the
geography of the world — to what extent can ‘environmental studies’
provide a substitute? These are the kinds of question which are of
national importance and it seems odd that we should allow different
answers in almost every school,

A great deal of parents' present anxiety is the result of not knowing
what answers their local school has formulated to such a question —
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and in some cases, there is a strong suspicion that the local school has
not even formulated the questions, For progressive teaching van too
often avoid the hard intellectual challenge of defining what, at the end
of it all, the children are expected to know. This may be particularly
true of inexperienced teachers carried forward on a tide of enthusiasm
which has insulficiently stressed the difficulties of the new techiigues.

National guidelines need not be binding on schools — few people
would like to emulate the rigidities of the French or German systems —
but they could, by their mere existence, exert a powerful influence. An
outline curricutum, agreed by a commission of teachers, industrialists,
citizens and academic experts would, at least, provide a reference point
for parents or administrators, This is, in effect, the procedure adopted
in Sweden with the difference that the currienjum agreed becomces
abligatory.

The British tradition of freedom would not easily accept this.
However, under present legislation, local authorities could be asked to
prepare curricular guidelines for the help of their schools and the
government could set up an independent commission in co-operation
with the authorities to give a national context to their work.

If this were done, it would be a simple step to require head teachers to
explain publicly to paremts their reasons for any divergence from the
national or local guidelines. The guidelines themselves need not cover
the whole of the school timetable or curriculum, so that some arcas of
absolute discretion would still be left.

This system: would represent a mild form of control comtpared with
that in other European countries. It would safeguard the traditional
freedom from direct government manipulation of school courses
because the national committee would be independent and advisory,
executive power would rest, as at present, with the focal authoritics
while the government would, as at present, place general duties upon
them,

The system wonld deter the more half-hearted progressives and provide
a means for curbing the most extrente, M would provide a lever for
improving specific subjects like mathematics which are now generally
acknowledged to be badly neglected, But, at the same time, teachers
using sound progressive methods which carry the support of parents
and their authority, would have freedom 1o continue to develop,
experiment and prosper,
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IV. Sccondary Education -
"T'he Search for Equality

Thronghout Britain in pubs, clubs, offices and at select dinner parties
ncople are arguing about comprehensive schools. Some politicians on
the left say the argument is now over because more than two million of
the 3.5 million secondary school children are now in comprehensives
fStatistics of Education 1974, Vol, | HMSO). By 1980, the present
gavernment plans that almost all grammar and secondary modern
schools shall have been reorganized as comprehensives or closed. But,
although comprehensive schooling will soon be a fait accompii for the
majority of the children, the argument shows no signs of abating.
Indeed, the Conservative Party has recently mounted a more vigorous
defence of *good schools’ and has tried to organize opposition to the
encroachment of the comprehensive principle into counties like
Buckinghamshire, where the local authority does not want it and to the
voluntary grammar schools whose governors would like to resist ii,

The present war of words and emotions over the future of
comprehensive education is very different from the smooth progress
towards the ideal of equality which seemed assured in the 1950s and
1960s. Then, many Conservative, as well as Labour councils, were eager
to abolish the hated eleven-plus examination, The emergence of the
argument about comprehensive education at the turn of this decade was
fuelled by disappointment with some of the results; the unexpected
problem of size contributing to poor discipline and a flagging morale;
shortages of specialist teachers and instability in the profession which
produced very low standards in some departments of some schools; the
publicity given to a few outstandingly bad schools in large cities and
anxiety by the middle classes that comprehensive schools were rejecting
the basic social and academic values which they wanted for their
children. The current debate is often based on a fundamental
misunderstanding about secondary schooling and comprehensives which
the Labour party progressives have helped to spread with their
propaganda against academic selection and their proclamations that
they intend to abolish it,




As a resuit, many people are forgetting the rather obvious fact that all
-secondary school systems are scleclive; they always have been selective
and, in the foresceable fitture, the wmajority of them will remain
selective. This is as true of Sweden, where a fully comprehensive system
has been established for 15 years, as it is in countries like Germany and
Holland, which have different schools catering for different aptitudes
and abilities,

Sclection is necessary because not all children can go 1o college or
university, Therefore, ai some stage in their secondary sclwaol careers,
some children must follow more academic courses than others, Even
rich countries like the USA and Japan, which provide higher education
for a majority of children, have not abolished academic selection
though they have, to some extent, postpomed i, Expericnce of
comprehensive schooling in the USSR and in Sweden shows that
selection ean be postponed to 13 or 15 but, in Sweden mupils need to
spend a longer time in the upper secondary school and at university
than they do in Britain,

Much of the present debate in Britain is clouded by a failure to come
to terms with these essential facts. The real question is not wherher to
sclect pupils for more difficult courses but when and fow to do 50,
Most feasible methods of selection are now being used in different parts
of Britain and the range of possibilitics is so wide that the differences
within comprehensive schools are at least as great as the differences
between comprehensive and the so-called *selective’ systemn,
Unfortunately, a preoceupation with abstractions Hke ‘equality”, ‘social
Justice® and ‘academic excellence” Tras often diverted attention 1om the
practical consideration of how a comprelensive system shoukd be
orgamized, One conseguence is that 100 little thought has been given to
ways of preserving the best of the grammar school tradition within the
new systen,

tn some schools, children are divided into separate streams from the
first so that the old divisfons between grammar school and less
academic styles of education are fargely maintained. In others, children
of all abilities arc taught together up to the age of t4 or even |5
because it is thought that mixing all abilities together is the only way of
making a school tridy ‘compreliensive’. Some continue to teach in a
traditional academic way, whilst others, particularly those which mix
abilities, are experimenting with a whole array of new techivigues and
types of course, Individual scheols have been allowed to follow their
own paths, to a targe extent, though unlike the primary schools, they
are subject to the restraints of public examinations a1 16 and 18, Tlhe
changes have been made with little reference to any lessons which could
have been learned from our European neighbours {except Swedem). It
may have been assumed too readily that the French and German
systems are flercely selective, Whilst this is true in'most of Germany
anck Holland, it is certainly not true of France, where the mose to
comprehensive schools has been more rapid than in Britain, though it
started later,
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French cofléges d’enseignement secondaire were started in 1963 to bring
all 11 to 16 year olds into the same establishment, By 1973, 65 per cent
ofl children were in the new institutions and the changeover is ntow
more-or-fess completed. Al first, children were divided into three
separate streams, the fycde stream corresponding (o the old grammar
school education, the CEG or cofléges d’enseignement général stream
corresponding to a secondary modern style of teaching and a third
stream for remedial education. Proposals by the Education Minister, M.
Haby, early in 1975, to abolish the three streams in favour of a
common course for all children, ran into strong opposition from
parents and teachers. They were first abandoned but later re-introduced
it a modified form.

The first two vears of the French comprehensive schools are designated
as an obscervation phase in which there is a common curriculum so that
children can be moved between different streams. Selection for the
different streams at age 11 is made on the basis of primary school
teachers’ reports and on the profile of school marks obtained by the
pupil, Selection is also made, in practice, by grade repeating or grade
tumping, This allows a bright child to jump a year ahead, while a dull
child may be up to two grades behind. Further selection occurs at 16
when entry to the upper secondary schools is competitive,

1t should be noted that the existence of defined grades and a standard
curriculum nieans that even the progressives' proposals to integrate the
three streams would not mean that all pupils would progress at the
same rate, It would mcan that they would progress up more simitar
tadders at similar speeds,

In the Soviet Union, where all children are supposed to follow the
same coutse in unstreamed schools up to the age of 15 (eighth grade)
about one fifth of the pupils are unable to maintain the pace. Some
repeat grades twice, or even three times so that grade repeating is a
concealed selection. Selection also happens by three other means: a P
system of elective special courses for bright children from the age of 13
(grade 7) upwards, competitive examinations at age 15 for the most
popular secondary polytechnic schools and competitive entry to the
special schoals for the academically gifted which are now being
developed. (There are eight such schools in Moscow and others in
[ eningrad, Kiev and Novosibirsk) (Paths to University, Arthur
Hearnden, Schools Council 1973).

A simitar pattern of selection by ability within a comprehensive system
can be traced in Sweden though the mechanisms are rather different.

In Sweden, as in the Soviet Union, comprehensive schools embrace the
whole of the primary and Jower secondary stages of education from 7
to 16. But at 16, Swedish children must face competitive entry to one of
the three types of upper secondary education: the Gymmasinm
{aciudemnic school) providing three year courses leading to university, the
Fackskofa {continuation school} offering less theoretic more vocational
courses: and the Yrieskola {vocational school) for mainly twa year full
time apprenticeships. These three types are now combined in the
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Gymmasieskolent but the distinction between the three courses remains,
Up to grade six (age 13), all children are supposed to follow the same
programine in unstreamed classes, At age 13 they choose between a
series of options which give the brighter children a chance 1o study an
extra foreign language for five periods a week; the duller pupiis opt for
five periods of handicrafts and there are intermedtate aptions with a
more or less academic bias. By the age of 14, more aptions are
introduced and, at fificen, the children are allocated to the Gynnasium
stream or one of cight other streams, In principle, children and their
parents are allowed free choice between options but, as the number
actually admitted to the Gvmnasinm section of the upper schootl is
limited, the advice of teachers carties a great deal of weight, Thus the
Swedish comprehensive system has had an inbuilt seleetive methad
starting at 13 with competition for grammar school-type of education at
15. And although the recent proposals aim to give equal value to all
lines of study in the upper secondary school {age 16 to 19) the effects
on childrens’ chances are stili prablematic.

In Holland, selection to different secondary schools s still mainly by
competition based on examinations and schoot grades. The same is true
in Germany but attempls have been made to mitigate the arhitrariness
of selection at 10-plus by giving pareits a large measure of free choice,
In Germany, if the primary school agrees with the paremts’ choice of
school, no examination is necessary, If the parents refuse to aceept the
primary school’s recommendation, they can ask for an examination
and, even if a child fails, it is still possible for the parents to insist that
the child should be admitted to the school, As a result, most children
whose parents want them 1o go to a Gyminasium or Realschule are
admitted. However, the standards of the schools are quite strict, so that
a child who fails to make the grade after the first two yvears (age 12)
will be transferred downwards. Consequently, parents wiil often take
the advice of teachers if their child is clearly not suited to an academic
course,

it should be obvious, therefore, that the ideological difference between
comprehensive and selective schooling is not always as great as has been
assumed,

Few people in any country now favour a simple once-and-for-all
selection at eleven-plus. On (lie other hand, even in Sweden, a sclective
process starts at 13 and is quite marked at 15. Indeed. it is one of the
paradoxes of comprehensive schaoling that the selective pressures inside
an institution can be greater than in a system where children compete
for different schools. The extreme case is Japan where the Americans
imposed a comprehensive system on to an elitist tradition after the war.
As a result, all Japanese children attend the same tvpe of
comprehensive school up to the age of 16 and follow basically the same
curriculum, The aim was to promote equality amd the Iapanese still
proclaim proudly that they have a system of complete equal
opportunity. Same school, same course for all — so each individual has
the same opportunity to succeed, they say,
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The result, however, is a fierce rat-race which begins in early primary
school as children struggle, grade after grade, to keep ahead of their
peers unt the all-important examination at t6-plus for the upper
seeondary school. Only the best of the upper secondary schools send
many pupils on (o Tokyo and the handful of other top universities. In
the absence of a selective examination at I1, the school grades do a
great deal of weeding out of the slower pupils and, as a result, one of
the main talking points in Japan today is how to ameliorate the
‘examination hell” into which they bave thrust their children. The high
amnd increasing rate of suicides among young lapanese children is
attributed, partly, to the enormous pressure of their comprehensive
school system,

In the comprehensive schools in Sweden, the adoption of a common
course and imposed standards has Ied to similar pressures, though they
are, perhaps, not so acite as in Japan. These pressures led progressives
to demand in August 1975, an end to the syslem of school marks
(Times Educational Supplement, § August 1975). However, although
this may postpone selection by alfowing some pupils to follow cotrses
to which they would not otherwise have gained admission, it is difficult
to see how it can make a very great difference to the realities facing
children. As Stuart Maclure has pointed out in the TES (April 1975),
the amount by which a country is prepared to postpone selection is
dictated to a great extent, by economics. The USA can afford upper
secondary education to the age of 18 for the great majority of teenagers
(as can Japan) and about half of the age group now goes to college,
Standards are, however, inevitably lower than in this courry; to reach
the equivalent of our upper sixth form standard, many Americans have
1o spendd two years at college, This is obviously more expensive. Even if
such an arrangement were desirable, it is not likely to be economically
feasible in Britain for many vears to come,

These comparisons do no more than indicate that the theory of
compreltensive schooling must be approached with great caution, for
the schools are by no means a panacea even for the ‘evil’ of academic
selection which they were created 1o abolish, The realitics of selection
should be considered as much within schools as in the system as a
whole, for it is defined largely by the chance a child has of progressing
to an academic cowrse and of subsequently entering university or
college, These figures are given in Table 8.

The figures show that the chances of getting into a university are
broadly coimparable in continental Evrope with Germany and Holland
rather behind and France ahead, The British figure is rather better than
it appears because our different system ensures a fower drop-out rate:
so that although relatively fewer get a university place compared with
France, the British student has a much lower chance of being thrown
oul after the first or second vear.

The outstanding point ta emerge from the table is the very
considerably greater chance of higher education in Sweden, roughly
twice as good a< in Britain at the university stage. This fact must be
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UNESCO comimissions says {op cil):

“The lack of any uniform classification makes it impossible
to make any precise comparison between the situation in
Britain and in other Western European countries or to test
{he dubious claim that British univessities have a higher
propoertion of working class children than those in the
others, What is clear, however, is that the situation in all

rountries is much the same.
Further evidence that comprehensive schooling does not, necessarily,

promote equality can be seen in the USA where the US Bureau of
Census found, in 1970, that of all families which included one
dependent member aged between 18 and 24, only 16.6 per cent of those
with an income under $3,000 had a son or daughier in college,
compared with 66 per cent of those with an income of over $15,000.

In Britain, the comprehensive schools have not been established long
enough to make any great impact on social mobility. However, there is
cettainly no indication that they are improving the statistics of
cducational opportunity. The proportion of entrants to Oxbridge from
state schools compared with public schools has recently started to
decline after a steady increase since the war. The proportion of pupils
getting GCE ‘A’ Levels is now static or declining. It was 17.8 per cent
of all school leavers in 1973-74 compared with a peak of 18.4 in 1971-
72. And, at the same time, demand for higher education has declined so
that the number applying for university is well below the forecast of the
Department of Education and Scietnce based upon the trends of the late

1960s.

1t is now generally acce
equality schooling is a factor w
Embling says {op cith

The papers prepared [or the QECD Conference (Policies

for Educational Growth 1970) show that inequality, far

from diminishing with the expansion of higher education

and higher education expenditure has, in many countries,

inereased. For it is the non-manual classes which have

exploited the extra opportunities. [n other words . . . the

remedics for socio-economic disparities lie in social and

cconomic policies and not in education,
ords, if you want people to have equal incomes, the best
lincomes and not equal education.
And if vou try to give people equal education, all the evidence points 10
the probablity that sons and daughters of educated parents will tend to
benefit proportionally faster than those from less educated families.
The fact that the USSR and China have found it necessary to operate
quota systems in favour of the working classes, lends further support 10

this proposition,
The consequence fo

pted that as 8 means of promoting social
hich has been much over-rated. Mr.

In other w
way lo do it is to give them equa

¢ the debate about comprehensive schools is that
rearganization is much less important for the egalitarian aims of the left
thatt the present government has suggested. There is certainly no firm
evidence that comprehensive schooling will, by itself, Enprove the
educational chances of working class children and, in some respects, it
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Table §
Froportion of age groups in upper secondary school
academic courses and proportion going to university
and higher education. 1979
Proportion Per cent Per cent Per cent of
doing of age group non- age group
academic in higher university going to
Sixth form | education higher nniversity-
work education | type higher
education
France 25 224 7.4 15.0
Germany 17 15.8 5.4 10.4
Netherlands 18.3 10.0 8.3
Sweden 30 376 14,2 23.5
UK 20.6 10.0% 10.6
Japan 23,9 1.0 16.7
“Excludes 66.2 thousand block release, day release, evening course
students. If they are included, the proportion rises to 18.6 per cent.
Source; OECD Statistical Tables 1974

borne in mind in any comparison with our own system,

The amount of selection is, therefore, determined mainly by the
opportunities provided for school-leavers and not by the system itself.
The methods and age of selection will vary considerably between
different comprehensives but, by the age of 131 or 15 at the latest, the
majority of pupils wiil be firmly placed in different academic paths,
The bland fiction that comprehensive schools are ‘non-selective’ has
distracted the attention of policymakers from the highly important
question of how and when it is desirable to differentiate between
children. Only the most extreme progressives deny that this is necessary;
for it is neither kind to pupils nor desirable for society that children
with low academic abilities should struggle with the academic courses
suitable for future university students.

Granted this point, the question is: al what age should a different sort
of vourse be available and how different should it be? Solutions vary
from school to school but, because comprehensive schools are generally
pledged to an egalitarian ideal, the tendency is to put off the choices for
less able pupils and to give them courses in the image of those for their
academic peers, Courses for the less able are at best ‘relevant’ to their
experience and interests and practical in orientation, The worst are
merely watered-down academic study with little obvious value 1o
anyvone. And, in most courses, there is a bias towards personal and
general education.

Efforts to avoid sefection in comprehensive schools have thus tended
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to produce a uniform, general type of education rather than a choice of
vocational options.

The Swedish comprehensive schools up to the age of 16 do much the
samie but the important contrast with Britain is that the upper
secondary school choices are highly differentiated and include many
courses leading directly to particular trades and professions, Our
comprehensive schools have not generally developed anvthing like such
a variety of courses. The main reason is that, unlike the Swedish upper
secondary schools, they are quite separale from the technical colleges
which provide the bulk of vocational training, Qur comprehensives are
thus cut off from the training requirements of the majority of pupils (o
a much greater extent, This point will be expanded later. For the
moment, it is enough to observe that by putting the selective pressures
inside our schools, we have altered (he type of education given to pupils
in ways which may not have been intended.

Comprehensive Schools and Equal Opportunity

If comprehensive schools cannot ultimately prevent pupils from being
selected for different types of study and eventual occupations, it was
hoped, at least, that they would provide a fairer means of doing so, It
was argued that children would be able to transfer at a later stage of
their development between different sorts of courses. In practice,
however, these ideals have been difficult to realize. The carliest
comprehensives in Britain placed children in different streams according
to their primary school reports, In theory, children could be promoted
to a higher stream bul, for two reasons, the movement was not great,
The first was that children tended to perform to the level expected of
their stream, even where tests shov ed that they were more intetligent
than their classmates. The second obstacle to free movement was that
sehrools were naturally reluctant to demote maty children from the
upper streams. Demotion had a depressing effect on pupils and
provoked opposition from parents, Consequently, the number of
vacancies for promotion into the upper streams tended to be limited,

The alternative is varying degrees of mixed ability teaching. This
means that pupils work at their own pace with the help of individuat
programmes and graded work cards. Even where-this method is
successful, and it puts enormous extra demands on teachers, there is
often a tendency for the abler children and those from more educated
lromes to benefit dispraportionately compared with those of lower
ability. 1t is difficult 1o generalize because the success of this method
varies greatly with the ability of the teachers. However, it can be said
that, in cases where mixed ability teaching is not properly prepared, the
results can be so chaotic that the children from the poorer homes have
little chance of moving up the academic ladder.

A further difficulty is that comprehensive schools in middle class
neighbourhoods inevitably draw a greater proportion of children from
families with an academic tradition and academic ambitions than
schools in working class areas: some schools thus beecome ‘academic’
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may hinder them. There are good arguments, therefore, in favour of a
slower, more experimental approach, particularly in view of the current
shortages of specialist staff, of suitable buildings and money. These
arguments are reflected in changes of attitudes of teachers who, in the
1960s, were generally in favour of comprehensive reorganization, In
1974, however, a Nationai Opinion Poll survey commissioned by Times
Newspapers, showed that 77 per cent of primary school teachers and 67
per cent of secondary school teachers favoured the retention of
grammar schooling. Furthermore, two out of five Labour voling
teachers opposed their own party line on the issuc (Teachers and the
British General Election 1974, Times Newspapers).

Comprehensive Schools and the Curriculum for the Less Able

The development of comprehensive schools has meant a longer period

of general education of a more-or-less academic type for the average

pupil. This has happened in the USA, the USSR, Sweden and Japan
and it is now happening in France and the UK. In all these countrics,
the trend is for largely similar lessons to be given to all children up to
the age of 15 or 16. There are twa rcasons: the first is the general bellef
that the majority of children can and should benefit from four to five
years of secondary education and that the aims of broadening the mind
and extending the critical faculties previously reserved for the elite can
bhe extended much more widely. The sccond reason is that any
differences in curriculum inevitably produce academic selection and thus
cut off future options for those who follow the less demanding courses.

As carly selection runs counter to the whole iden of comprehensive
schoals, teachers have tried to run courses which are as similar as
possible for the able and the less able. In all other couniries, these
curricula are regulated by central authority but, in Britain, they are the
result of teachers' local efforts and, therefore, vary greatly. However, a
nativnal pattern has emerged because of the development since 1968 of
the Certificate of Secondary Education controfled by teachers through
the 13 regional boards. From the start, the CSE was intended to be
different frotn the GCE ‘O and ‘A’ Levels which are run by cight
boards, mainly dominated by the universities.

The intention was to free that new exam from the outside control of
universities and to provide courses designed 1o fit the needs of the
pupils as the teachers saw them. Under the new Mode 2 systemn,
individual teachers could, if they wished, design their own courses and
carry out the assessment of their own pupils with only the supervision
of an outside moderator to keep an eve on the standards, The result has
been a proliferation of different courses and examinations. Some are in
new of unusual subjects but the bulk of them reflect at lower
inteltectual levels, the general academic aims of the GCE ‘O* Levels.
Considerable overlap has been necessary because teachers have had to
prepare mixed groups of pupils for the two examinations at the same
time. Indeed, it is now proposed that the two exams should be merged
together and the Schools Council has published a study which has been
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feasible as well as desirable.
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get good j_nbs perhaps, eventually, own their garage and

rise in society.
But the school does not teach motor mechanics or other vocational
Its main efforts to meet the

<kills in an organized ot thorough manner,
needs of btack pupils has been to devise courses in Black studies and try

to s other wavs of making school ‘relevant’,
This is not to argue against Black studies or any other attempts to try

to relate school courses to the experience and interests of particular
pupils, The point is, simply, that teachers have too often been forced to
search for the ways of nmaking subjects trelevant’ to pupils who should
really be doing something else altogether, A course with a different
vocational purpose will often provide the direct relevance to a pupil’s
interests and ambitions that more general studies ack,

The growing trend of teaching all children together in mixed-ability
classes is further obscuring the need for schools to exploit the different
interests and abilities of children to the utmost, rather than trying to
abscure these differences to a later and later stage. Mixed-ability
teaching inevitably means that alt children follow essentially the same
conrse although, ideatly, the cloverest study faster and deeper than the
athers. Only the most briltiant teachers can provide enough genuine

variation to suit all types of children in one class.

Comprehensive Education — a Summary

The majority of British cecondary age children is already in
comptehensive schools, and even if some of the best selective schools
are preserved, they are likely to be in a small minority quite soom.
Carcful thought is now needed about how o preserve the best of the
grammar schoal academic tradition within the comprehensive systent.,
The solution in France has been (0 divide comprehensive schools into
three distinet streams, the upper stream corresponding to the old lycte
type of education. Efforts to promaote equality of opportunity have
freen concemtrated upon providing flexibte opportunities for transfer
between the streams, The first two years are designated as an
observation phase with a comnion curriculum for all children. The
intention is to defer final selection to the age of 13. More recent
proposals aim at increasing the possibilities of transfer up to the age of
i6.

However, the French system recoghizes the vital importance of
eperating academic selection within the comprehensive schools while, at
the same time, every effort is made to ensure that it will be as fair as
possible. The off ictal guide to French education (Education en Irance,

op cit) says:
That tough sefection shou
cane community, no sensi
necessary that this selection shou
criteria and, after having given pupils
suceeed in different ways.’
gimilar sentiments underline the cautio

1d be the absolute rule of every
ble man would dispute. But it is
Id operate on realistic

a range of chance to

ws approach of most of the
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¢ become disenchanted: Carl-Heinz Evers says in
1/1974 pp 45-47) that the idea that
comprehensive schaols would provide ‘compensalory education’ has
proved to be an idealogical iflusion. He attributes the comprehensive
school crisis to & contradiction with the demands of a capitalist society
fe says that an attempl must be made to analyse whether this type of
school is possible at all in a capitalist society and, if so, whether
comprehensives could themselves help to bring about anti-capitalist

changes.
tn Sweden, in spite of the bold conce
thoroughness with which comprehensive school reforms have been

introduced, there are stil major problems: including alcohotism and
drup laking, now spreading from the three major cities, A national poll
in 1970, nearly 20 years after the first comprehensive schools were
established, revealed that the refornt was widely regarded as a failure —
with 78 per cent of parents dissatisfied. The actual classroom methods
in unstreamed groups have lcd 1o widespread repotls of boredom
among pupils and, in spite of having the best staffing ratio in Western
Furope, the Swedes otill have a'grave problem of illiteracy. A research
study by Hans Grundin of Linkoping Teachers College (The
Development of Reading and writing Ability throughout the School
Years, Liber Laromedal, Srackholm, 1975), found that about 15 per
cent of 16 year-olds leaving the comprehensive schools had a reading
aandard well below that of the average 13 year-old, widely regarded as
the minimum level needed in an advanced society. Furthermore, 5 per
cent of 16 year-olds had reading and writing skills which were well
below those of the average 11 year-old. He commented:

iven the left wing hav
Betrifft: erziehung {No.

ption and the detailed

My study has indicated that thousands of young people leave
schiool in Sweden every year with

out having reached the
tather high level of reading and writing ability our society
expects them to is i

have reached. Thisis a serious problem. To
try and remedy

it can be regarded as one of the most
jmportant tasks of our comprehensive schools.

ey has been alarmed and rapid with

The public reaction to this surv
to ensure that pupils master the basic

dermands for extra prograniines
skills.
ly concernied about the rate of mental

The Swedes are also increasing
iliness among school children and the alarming number of children who

commit suicide. Many factors in society may be responsible but doctors
believe that schoots are among thewn. Mr. Stig Palsson, school doctor
for the Stockholm counnty and one of the country’s most respected
experts, estimated in his report in 1974, that more than 3,000 of the
county's 129,000 comprehensive and secondary school children needed
psychiatric help, Mr. Palsson himself estimates that these figures very
considerably underestimate the problem. His report particularly sites the
high drop-out rate from schools — about 10 per cent, or 100 per
comprehensive school with 1,000 pupils — as one of- the causes.
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Many of the problems encountered in Sweden and elsewhere have been
reflected in Britain and it scoms odd that so little atlention was given to
international comparisons when we were setting up our own reforms,
The French, for example, decided in 1973, not to buikl any more very
large schaols of more than 900 pupils. This was just about that same
time as the very preat disadvantages of huge impersonal schools was
being realized in Britain. By then, it was partly too late, for we had
already built a large number of schools for up te 2,000 pupils and even
wmore. However, in Britain as elsewhere, the basic decisions about
comprehensive education have been taken, not on the pragmatic
grounds of what would be educationally sound, but for broader social
and political reasons. The OECD report on German schooling, which
came out in favour of comprehensive refortns said:

The decision on whether or not to have comprehiensive

schools is, inevitably, a political one to be taken primarily on

social or political grounds. Pedagogical or psychological

experiments can, perhaps, help with cerain technical

problems of organisation and provide experience of new

curricufar arrangements. They will ot tell pelicy-makers

whether comprehensive schools are ‘better’ or “worse' than

selective schools, because a final judgement on that matter

must depend on the weights placed on the various criteria

employed, Such weights are inherently highly subjective.

{Germany: OECD, Paris, 1972),

The current education bill introduced by the British Labour
government to compel local autharities to reorganize their schoals,
underlines the political nature of the change. Unfortunately, when an
issue becomes political, people tend to see only the breader fssues and
tgnore or falsify the detail, If Britain is to have a fully-comprehensive
system, it is of the utmost importance to realize that the new system has
inherent difficulties to which no country has vet provided a clear
solution and that the hoped-for advantages are likely to be much less
spectacular than was commonly supposed by the optimistic
propagandists in the early 1960s,

1. Comprehensive schools are internally selective, Muddled thinking

on this point courts disaster,

2. The belief that selection can be avoided by setting up classes of

mixed abilities is fallacious: the degree of selection is determined by
economic factors and particularly by access into higher education,

3. Mixed ability teaching is unlikely to promote greater mobility, The
20-year experiment of Swedish conprehensives with mixed ability
teaching up to the age of 15, indicates that children from poorer homes
-may even be put ar a disadvantage.

4. Mixed ability teaching puts enormous extra burdens on the
teachers. Reports from the Assistant Masters® Association in Britain,
from Germany and from Sweden — all indicate the same. Furthermere,
the Swedes have encountered difficulties in spite of much more
favourable staffing ratios, better research, a more homogencous
population and stronger central support,

5. Teaching in mixed ability groupings can, undoubtedly, be sticcessful
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V. The Curriculum

should be the educated man, may

hen schools introduce the competing

nal fulfitment and the need to train
d the obvious appears suspect.
ectives and new significance has
gst educatofs who no

That the product of education
appear self-evident. However, W
claims of greater social justice, perso
for jobs, few things seem obvious an
Thus a passionate search for new obj
been started throughout Europe, particularly amon
tonger suffer from the distraction of having to teach children. Their
writings commonly use the words “inmovation’ and ‘improvement’ as if
they were Synonymous and the most enthusiastic often seem to take it
for granted that students should never be made to learn anything that
they do not think they wat to learn. Higher education courses in
Britain have already been designed which allow students to write thelr
own curricula (at Lancaster University and the North East London
ralytechnic) and similar ideas are noOW at work in schools. The correct
observation that people learn best what interests them, has sometimes
jedt to the fallacious conclusion that it is pointless to expect anyone 10
jearn what is dull. But, in spite of the blandishments of these new
theories, most people stiil hold traditional ideas about the sort of
accomplishments an educated man or woman should have. They believe
the man should be literate, fluent, well-read, able to argue correctly,
competent in a foreign language, acquainted with science and
reasonably knowledgeable about the history and geography of the world
t forgetting music, sport and art. This,

in general and his country — no
or something like it, is expected of all intelligent boys and girls

emerging from the upper secondary schools in France, Germany,
tiolland and Sweden, A full range of up to nin¢ or ten subjects must be
studied in the sixth form by anyone who wants to go t0 upiversity, One
ohvious result is that most cducated people on the continent, speak
good English, while the English are notoriously bad at learning the
janguages of tie foreigner — even including French, the main tongue
studied in our schools. Less obvious, perhaps, is the fact that when
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European teenagers reach university entry, they are much more versatile
than their British counterparts. In principle, at least, the possessor of a
bacealauréat or Abitur, the Freneh and Gernan matriculation
qualifications, could enter any faculty that he wished. Recently, the
pressure af applications hias forced numerts clausus or competitive
entry upon the most popular departments so that, to an increasing
extent, speciafization i the sixth form is being introduced, However, a
French. German ot Dutch 14 year-old with the schoot feaving
certificate, still has a wide ranpe of courses to choose from and, in
many cases, he can choose between science or an atts degree at this late
stage.

Bv contrast, the Beitish pupil ras often made choices of subject at {6,
15 or even 14 shich may restrict his choice of university subject to a
narrow range and may disbar him from the whole of seience and
technotogy. Early specialization is thus a major factor in producing
emply places in science and engineering, which probably amount to
some 6,000 places in universities alone, with as many again in
polytechnics. Official estimates of the number of cmpty places were
discontinued after 1974 because of protests from vice-chancellors that
they gave a misleading picture, But there is no doubt that universities
and polytechnics are working at well Below full capacity in many of the
subjects which have the most direct bearing on the nation's fufire
prosperity.

By contrast, in Sweden, enginecring and science and rechnolopy
facultics have competitive entiy like medicine, dentistry, apricultwre and
veterinary science. It hardly necds stressing that a country hich is able
to select future engineers and scientists from a wide field of «ixth
formets is fikely to be in a stronger economic position, in the long run,
than a country which has been forced progressiv ely to fower entry
standards in these subjects and is still unable to recruit enough
teenagers to fill the universities.

Throughowt Europe, thete is unanimots agreemment that the range of
sixth form studies should include: mother tongue, a foreign languire,
mathematics. social studies (comprising history, geography. CCONONHCY,
politics and civiesy, physical and matural seiences and physical
cducation, Because of the central control of curricula, it is puessible to
see precisely the selationship between time atlocated 1o different studies.

The relationship has been tabulated by Arthur Hearndon (Patlts o
University, Schools Council, Macmillan, 1973) on p.6s.

As can be seen, nearly 60 per cent of the course in France and
Germany, and nearky half the course in Sweden, is given up to Qa
compulsory commeon core, Between 8 and 16 per cent of the total time
is given 1o mathematics and science and about the same for the
mininsum study of a foreign language, 1t is alko worth noticing that
every pre-univessity pupit in the USSR io cxpected o spend almost haif
Ni< tite on mathematics and scienve, a deliberate Bas which ic common
1o Communist countries, where itdustrial needs ate given paramount
importance.

64

I
pind

i
TOTAL

com mon core

atathet LONEUE

Foreipn language
M:\\hcm‘.\lics
Social studdies
Phvsical /natural
sciences

physical cdu

"

10 Britain,
be studying mn‘ty tw
and mathematics of
J.ovel candid
supp'icmcnl‘cd
may be taking & ¥
danger for 1h.e gro’\
siudy for their ‘A

heeh arpued
means higheT
for our coneet
claimed that p

of the whote of k
Germany of
whicl, und
Oy pm\'ers Q
cent of those ¥
having to 1CPERT
tie prosition 10 ¥
rate — one fifth
curricalunt,
age in Sweden
average it
return 10 school
As a result of
oo broad
\jinistess agl
teaching. B)..' i
reform, whic

m tage of tot
pum perceitlag® of (o

cation

a sixth forne
o closely related
nd HHstOTy.

ate in the hetter sehools will

py one of
) pry NArrow cour
her of teend

per con hat
standards in i
rated threesy

st pow
PO ¢t at close quarter

. a subje
detatied stedy of owledge. Cert

ed academ

yd more up :

the blinker
high — only 2

oubtedly, depc?
{ thought.
ho start the
at a grade an
rance W

1 Sweden, isp

and too harre!
cod, in June i
g73, 10 per.ccn
h allows pupits ¢

subjects in

France
9

9
1
»

English 2

Ang num
evels at the 1o
tra that t

er of thi

with the need to 1€
where the averd
artly cause

after a period

criticism that t

1, the

I Y - i F o 3

al curcicul
upper S

r at the equival
4 subjects

two I‘IO[’\'CX&HH“‘A

he spccialimtiou o

ivi jects.
dividual subjec :
egree COU

duate 203 better through the

ear undergrd
ugh 2 frenetic tout

Drop out I7 :
pcomsc eventually e
d many give up altogeth 0
here the

of those 1aking the

g7t toaf ;
l'of Gymnastel had

econdary scho

valent point in his
. for exam
1 is true that
he taking three
inable options,

se indeed. Narrowness

inical college
S British

‘This is 2

ing can develop
e ¢ than thro

there has been s

ainly, S

icism of upper six
on an encyclopa

baécm‘mrréar has a 4
exam are over

ades also rest
is 2012 years,
4 by the tendency

employment.
o jum teading

peat g

he curricy _

Conference of Provin
eform towards

o choose two 3

T TR

am lime glven o

Mo leave §
B el 1t has always

edic memory

20, A proad

its in 8 high }c
though the high
for students {0

implement
pecialist subjects for

ol

education, may

ple, physics ‘

&

the better

subjects

put other p}tpilS

isa pamcular
chootl at 16 10

(Al Levels
pecessary base
se. 1t is also

trong criticism in

form studies
than

bout 60 per
Abitur without
This is similar 10
t fatlure

aving

to the Abitur was
cial Educaliop

morte specialist
ed the

65

e SN




Intensive sixth form study. These and two further subjects are then the : Unfortunately, the 1eaching of languages, far from impm‘_’mg; is static
§ub3ect to the Abitur examination, This system of spccial%zmion is bein or declining. Tl.ae failure of the primary school expetiment 10 teaching
imposed upont a comnen core curriculum which will continue to be ' oral French has already been mentioned.
assessed by the schools teachers, though the general toad on pupils is Inadequate standards amongst the primary school teachers, over
being lightened. Hithetto, all Gymnasiunt pupils were required to lﬁm : optimism about the benefits of tape recorders and film strips and fack
no less than tiree foreign languages. Now there are courses which lead ' o{f continuity with courses in the sccondary schools were among the
to the Abitur with two, or only one, foreign language. ‘ defects :
Similarly, in Holland, everyone lcaving the grammar school {Lycenn) The léaching of languages in comprehensive schools s now running
who wants (o go on to university, must take a leaving examination in into simitar difficulties. The spreading of abler pupils amongst an
seven subjects, two of which are optional and five compulsory. In all ilncre}ased number of schools has led to a shortage of _SPEC*al‘ZCd
the streams, the compulsory subjects include Duteh and at least one language teachers. In addition, language staff have discovered greal
foreign language (English, German or French). Many of the sixth (;imc{.uieg in teaching their subject to classes which have wide ranges of
Sf;ormlers take two foreign !ang}nages and some, three, In an-cé and ability, including some children with an inadequate command of
l\\tec en' alsto, at least one foreign language is compulsory. English and little enthusiasm. { Watford
is worth considering foreign languages more generally in refation to professor Harry Réc, the distinguished former headmaste? 2 atls
national needs. The Dutch, as a small trading nation with limited qunu’n‘ar School, discovered this for himself when he left his chair in
"a"?"a] resources, have always been forced to lay great emphasis on [-‘,d(ucation at York University to teach French at Woodberry Down
foreign languages. Since relatively few people in the world sp c‘-n‘k Puteh Comprehensive Schoot in London. His comments have a spgcxal interest
learning and teaching. foreign languages has been a vital investment on because he has still been @ leading supporter of comprehensive
which, it is not too much {o say, the country’s very survival has s -h;dling and is still optimistic about its future. After his first year of
depended, Similar considerations apply to Sweden while in Fr:l;tcc and izqching a mixéd ability group of L1 to 12 year-olds, he concluded that
Germany, C.““‘""’E motives have, perhaps been mixed with cm‘mnerl‘hi t\;e exercise was jmpossible and that French should be made voluntary
prudence. The fact is that every student i every university in Euto ué is at lef;ql after an initial ‘aste'. Professor Rée found that the more
supposed to be reasonably fluent in at least one forcign Iélsgl1a;gc ':nci timdi‘{:lonaI approach needed for foreign language leaghmg did not fit in
often in more. Britain is the only country which allows, and even ‘ ' \\"ilh the modern informal methods used in other subjects. One reason
encourages, large numbers of studenis to drop the scrin‘m study of was that the children had no previous knowledge of foreign lapguages
languages at 16 or earlier, T qc‘, (hat it was impossible 10 relate the subject tO their own er}v:ronment
Dutch engineering students even have to read some of their text book and éwerience as is attempted with, for examp]e,.m?lhe‘mahcs’aﬂd ‘
and listen to lectures in English. Yet few British cngineering students ’ English, The other problem is that very good discipline 1s required: ‘In
studied a language in the sixth form to examination standani- man . onfer. tr; wnderstand a modern langnage, you have to be %}ble to hear it
h_?l"f anly a poor command of French, In the glorious days o‘r tl;c ’ in the classrooim and the children arc not used to being silent for any
Empre, when trade with English speaking colonies and dominions was length of time. This is one of the reasons why teaching modern
assured, the motive for learning languages was much less. Bul even ;n ' languages is getting very much more difficult.” . .
lh‘c last few years. Britain's cconomic position has chnnééd remarkably ‘Pro[csqor Rée's class included a number of especially difficult children
We now need to struggle for a fiving in compelition as well as co- aniy. but his experiment must, nevertheless, be typical of what many
operation with our thrusting partners in multi-lingual Eumpc- Qur 11‘1;1L1rédé of young teachers are facing alt over Britait, .
school and examination system has made scarcely any response to this The important point is not that discipline in comprehensive schools Is
threatening new situation. A few attempts have been ‘made to introduce often poor and that poor discipline hinders effective teaching, The
courses in ‘Enropean studies’ which may be of value in their own way reater danger is that poor discipline will lead (and is le:fxdwfg_) to
Yet the obvious commercial need is to develop better linguistic ay. %m;damenlal changes in the curriculum itseif which are jush‘fsed r}etther
compelence amongst future administrators and managers This can only by paedagogic principles nor by national need. Professor Rée believes,
be aclneve.d by first, an insistence that languages are Slud'ied rno;c } erhaps tightly, the French should probably be deferred o the second
generall.y in the sixth forms — at the very least, pupils should keep the I?e“ of the confxprehensive school and that it should be largely
mechanics of the language learned at ‘O’ Level in run‘ning order '\I:Id 3.'(;lunt1r)’ Because of the great freedom which schools have 0
not allow them to go rusty; sccondly, a more practical approach to dclerm(ine' their own curricutum, it is quite feasible for them 10 put less
languages necds to be developed for many pupils. The emphasis shoukd emphasis on subjects like madern languages, mainty becilee ey md h
be on ﬁugncy and comprehension rather than the literaty or‘ o dif?icln\h to teach, Thus, modern studies, environmentgl projects and the
grammarian approach, integrated 2 pproach o history and geography may gain ascendency
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Muodern fangu .
e 7 agcs, as they SUINALY
Medern lan €y are concely ed at
e (;u{) comprehensive education and 1]11125?(\11131'11?1?1:.]0‘
said langus in incen
AR, t_g‘l':lﬂlgicc'isesllc?tllfi be taught in intensive courses to gif
T e e a s_nmlar to that expressed by Proi‘e;mr ilzlt'wd
e iture and c;r)\]lr:?;galﬂ?[;ﬂpmach. most pnp}ts wmtlﬁ <1udt;'c;he
B eograpl d places Turope in a co-operativ e ¢
ur t . perative co osi
o hones t[(; lhg'f}f:.‘:it?}:ﬂﬂfl as wclil as linguists. These i(ic:‘::: :Lkwslllgmd
b we oral ap h which, i h " won
RN fa i approach which :
a\"cr‘age pi;:irta(i;uﬂmt: metlods have, so far, ot “i:r::: hoplc'd. would
. And iv e o
s ago! }f"i:'xpcnm.\c ‘language laboratories’ ﬁ(:il:llllh‘: i
o Tntivaten ,So;nebprm ed a relative failurc. A pu'p\il whotits 1:1
srongly , ecomes bored and skips the repetitive h
The teachi
ing of mathematics i
Th chi h atics in secondary sc i
e sccondary schools is [a i
shortage of abltclels; (:Ile cause, already mentioned ie‘th‘eblmmng uncjcr
shartage of ab 11 athematics teachers. This is tin!:ceﬁ “imott]lg-standmg
' new courses, of whic . ic
e b caurses, vhich the School Ma i j
sccnndaf\» qch(}(ﬁil I‘\'nm\ n. Tle course, used in nbon‘t[!:c!'l;:"?lhcsfpmjeﬂ
soeondary schos ;g'h;\t as an attempt to rid the subject otf bor'] . iti
calculations anc abstract manipulations. The project tri S traduce
toctintaion Iike(loI;m:ic'”"‘]E:S of mathematics, rather thml(: :o _mtroduce
PR i%n l\(;SIOn and fhc manipulation of equz.tfirc:cs o
ooy ol mhm.m IIC(: U'Ch(:d to binary mathematics, topolo \T‘Sl
ctudies at ‘A’ leve;po,k wi f‘h were p}'c\'iOllsly postponed tog;a ‘I:C!
arabe but e« }um\ ersity. This approach is undoubt ‘d(I 'anCEd
e s ﬁmqt 53;;%01::5;;]:?11&5 are alert, it can lead to 1!15 n) !!nnrc f
3 : 5 ilts. Scienc ‘ it
s e i ce teachers hav i
| mot handle the simple algebraie rehtim?: &:wcsl{nf;l{nncpd nat
g : ded in their
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indicated a 20

1971.

emphasis needs to be B
examples. ReY
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required al differet

ccienee de
low, For example,
the whole

and employers have found that standards in the functional
ics reuired by industry and commerce have fallen.

¢h by the Coventry and District Employers cher:}tion,
per cent fall in marks gained on 3 standard test siAce

AP innovalors have conceded that more
ut on manipulative skills and practice of
ised courses nOwW include more exercises and a handbook
out the minimum of mathemat'\cal skill
W ages. HoweveT, some teachers, panicularly m
partments. atill regard the expectations as being unrealistically
the SMP guide places simple ratio calculations an
of alpcbra heyond the reach of clever 13 yeamlds. Average
his age (CSE candidates) are not expected to have great
fivision of multiplication of

pupils at 1 ]
proficiency in the adding, subtraction 0f ¢
i e handbook. On the other hand,

three fipure numbers, according tot
these children will have jearned, al agc 12, that:

1+3=12

After ten years, the S

ed by the authors sets

ting system instead of the
nematically jnteresting and,
stimulating. However, the

when the base of four is used for the coutl

hase of 10 without doubt, this fact is mat

in the hands of a good teacher, inlcﬂccluaily : _
abitity to count and add to the base four s useless 1 everyday fife and

work. Such lessons may help rowards a deep understanding of_ numbers,
but they may be a positive hindrance 0 those chitdren who will require
practical mathematics in their jobs. The Coventry research seems 10

that this is happeming. o ‘ . .
the lowering of standards in simpler maniputative skills
licit clash of curricuium

is not accidental. It results from A quite exp :
hasize usable skills and those

policy hetween those who wish to emp

whose main goals are more inteltectual and abstract. )
Wwhen the criticism of gMP maths was put to Dr. Brian Thwaites,
principal of westfield College, {.ondon, and the ffrst director of the
projecty he stated hluntly that the course was not mte.nded to develop
the skills required by industry. He attributes the decline of sghool maths
1o poor teaching rather than the effects of his course and points out

that the decline had ctarted long before SMP came on the market. He
helieves th he SMP course can give

at, in the hands ©

children plenty of practice in manipulative skills; for although the

course books themselves contain very few examples, good teachers will

make up their own examples ¢ supplement thie books, where necessary.
For Dr. Thwaites, an able malhematician who taught formerly at

winchester, the invention of examples 0 practice pup

ils’ technique
would present 0o difficulties. Unfonunately, however, many of the
teachers who take mathematics classes at present arc either not
mathematicians at all, poor mathematicians, of inexperienced in the
concepts used in the new COUTses.

indicate
Farthermore,
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Thus, the SMP i
: L . course is openy to ; Hisd
insuffic a twofold criticism: fi :
large l‘(l)crnt{hicgo?nlt of the needs expressed by induzll]:;* f{:{r‘ﬂé tha't i takes
seco:;d]y that 'T\Ie opment of skills in useful malhe‘nntics sgmty A
Undcrsta'ﬂ‘ed II 1as not been framed to give enough ‘hc! o
gt ol and based vt I st wor,
on the basi . a total judgement on this m )
o vahf;sbﬁafitr:e points made so far for it has, in soé‘lg‘::ourse only
maths for many l:]rq;’emem's: it is more interesting than tracslli:’l?g(s’l
practising teachc?s ?I]‘ lf and it has_won the enthusiastic support o?a
all the pros and cons ﬁti’sr‘?sﬁnt c(:l:iicussion is not intended to evalu::tzny
has bro . intended to show first
and, in l[])%nlrl:icr::;]damem.a! changes in the way the gtill:?clcl(hiz omcetmed
thearetical ime?!re' ta silul': away from the manipulative Skm:?ncewed
controversial, ev ctual approach; secondly, these chan ves owards a
asticulated b‘ tr‘\\ien wl_thm the teaching profession Ob'%cl'are
Department gf Er('iul(—:;;lti}u Woolnough, Lecturer in the g)xl"oorl(]isUni i
of mathematical skill ton (TES, 24 January, 1975) centre on tl ed
physics. Thirdl tl s needed in other school subjects, parti te feglect
efforts .of - inyd’et e ;hanges have been introduced as'a[L rersxl;cl?]ai{ly
the new course an[:!en ent group of teachers and academics in (?e the
not preceded by an 'Derr_:;uad‘mg th.e schools to acept it. Thé chart s
The views of illdu:t:lre discussion of the fundamental issues ;ﬁes ]\\:ere
were not canvassed inlzlllsyts, parents, local authorities and govem;?e:lfd,
‘been debated . organized way. And aithough the i
e dUCﬂﬁO!}aiists},](;ts])a E:‘!"?]f;!;é; 1E)ﬂrcﬁ'eésional mathemaliciangs ttel-;ec;lsesrl;e;nhdave
the policy i ve been slow to grasp the i
clearly ¢ zpesrsi‘:rfzrﬂg Iste;}ke. Fourthly, }lte new courspe, :h;?g]?? :tt z::?ce of
long-term effects co' {das spread rapidly in secondary schools b ?S
power 1o circum';cr'!t)l Ebewmc clear. No public body has had fi ore the
oy scribe the experiment o : N e
e:&l‘ilwp lt;efor»c it was allowed to sprera:io prescribe conditions for its
0 5 .
Originamr; \flslf) fl?:‘l' Oi;serva.lmns is & criticism of the SMP or it
lusty defence. The de rC]ear aims for which they are prepared tol )
way in which the dejc‘)!eu?i%!:?; of SMP does fllustrate, howeverm:;z: pe
allowed im Lo curricular decisions to y
fepee and]:;grlan} decisions of public policy to drift ol?e FChOOI.S has
This uniquel egnrelﬁ escape from public contro! ut of public
: ely British lack of : :
developm system is, moreover o
level oli? iri:;f:cilslo;ni courses which can, by no nle‘a?llqlo;;:!r;gt”;e i
et went § al thought and careful assembly which, i st the high
Con .;m lgto the production of SMP ¥ which, it must be
sider, bri P
which does nﬁf?li‘v:ht? changes taking place in History — a subj
do maths and foreign Ile same obvious relationship to national e
been seen as importgamanguages' Yet, history teaching has i;x tgeeds iy
national identity and as a way of shaping children's con's n the past,
rather crude ant‘ a;l national destiny. It was, no doubt, d ossness of
. . chauvinistic m r , donein a
British v : ! anner by emphasis ;
ictories and achievements and conle;p{uol{:?é;;‘fn%:()r;esrorh
sal of the
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traditions which, in less advanced soci
generation to genera
Trafalgar, Agincoutl and Captain
not propagandist, clearly ass
courage and enterprise of thos
national character. A more cri
evidence, motives, bias and conflictin
amongst older pupils §
stories {Bruce and the

e who t

., the Battte of Britain) were really par

shifting rapidly, for sev
er has made past glorie
tions more impo

The emphasis is now
Rritain's declining pow
the histories of other na
jingoism whicly helped to precipitate
teachers more sceptical, Thirdly, the
history have been an casy target for
intellectuals, Lastly, the developmen
interdisciplinary stud
could change the emph
response 10 profound shifts of ideol
stepumed from the view that history
working class children w
and generals. And these change
intellectuals’ befiel that the subiect
children to historica
Other teachers have j
its cause or effects.
Ideally, the project me
particular topic under stud
often, children can spend t
icostume down the ages’ W
gennine inteliectual interest ©
history, written by practising hi
in Secondary Schools’,
University Press, 1975) say
ocs aitend the enot

heir hist

sto

Such learning as ¢
are likely to put into their prajec

slipshod and supetficial and, if an ex
asked relating to a pupit's project, it
frequently it must be o
Yearned from your p

I project on fas
Lo leave them to get on Wi
passages {rom books an

also dealt mainly with the de

poor people.
f this history, the aims were

d, especiatly in the tea
ounted the great national

tion through baltads and fol
Cook or George Stephenson Were, if

ociated w

tical approach hased on

rom this base ©
Spider, Alfred and the Cakes,

fies have provided prac
asis of history. Some ¢

ho, it is claimed, can
s have been wnderpitined by the

1 method rather than just teac
ust swum with the tide,

thod can broade
y to generat h

hich has neither
f its own, A gui

Assistant Masters Association,
s of the project method:

roject’ variety . . .
hion, for instance, and

pupils to do a genera ¢
ity it, is to invite rcgurgitated

eds of heroes and monarchs

ching of

cties, have been handed from
k tales. The stories of

ith a general message about

1ave shaped our institutions and
evaluation of
radually developed
tory. The exciting
*England expects
ables of national excellence.
eral reasons. Firstly,

s seem less relevant and
rtant. Second, the patriotic
the First World War, made
over-simplifications of patriotic
Marxists, cynics and liberal

t of project methods and
tical ways in which teachers

hanges have been made in
perspective. Others have

d be made more trelevant’ 10
not identify with kings

g SOUrces was g
f ‘patriotic’ his

ogical
shon!

should introduce even quite young
hing them facts.

seldom enquiring about

1 children’s interest from a
istorical considerations. But too
ods on a trivial study like
historical stuffing nor a

de to the teaching of

(The Teaching of History
Cambridge

ory pert

ry teachers

mous efforts pupils

ts, is aften incidental,

amination question is
is depressing how

f the ‘write anything at all you have

Merely to instruct

d thoughtlessly copied diagrams.

[A




The Masters also condemn the failures which can result from
interdisciplinary studies in which history, geography and sociology
teachers may combine into a team to teach a general topic like “The
Origins of Civilization’, The Masters say:

Too often 1he labe) (interdisciplinary studies) is attached to

a course which is less than integrated and frequently less

than a disciplined stndy.

They sav the tess able pupils who are given integrated or
renvirenmental’ studies, lose the ‘red-blooded element of history’,
Courses designed around the history of their locality often provoke
apathy and the Masters say:

More than one pupil has responded to the grand

integration scheme with the request: ‘Please Sir, can't we
do proper history, like the others?

The Masters also describe the change of aims of history already
discussed:

In the past, emphasis was on the learning of factual

information and on the promotion of worthy objectives by

means such as inculcating national peide, drawing motal

lestons and praviding examples of great men in whose

footsteps pupils might be urged to {read. Taday, concern is

more with the development of qualitics of historical

imagination, the encouragement of understanding and skills

and the use of facts to discuss isstes rather than ascertain

tight answers,

A similar idea underlay the Schools Council’s Humanities Curricolom
Project which collected emotive photegraphs and quotations intended to
provoke open discussions on controversial topics like ractal prejudice. It
was proposed that the teacher should abnegate responsibilities for
explicit moral and intellectual guidance and, instead, act as a ‘neutral
chairman® to regulate orderly debate and try to develop logical thought
and discussion.

The literal dreams that education should improve the minds, stimulate
the curiosity and sharpen the reasoning of pupils rather than merely
equip them with knowledge and skills has thus become an accepted
wisdom amongst curriculum planners. The trouble is that, although the
rewards of success are greater, so are the penalties of faflure. A child
who does a bad project may end up with neither a knowledge of
__national history nor any worthwhile idea of historical method, bevond

copying bits out of the Parish Register and the Encyclopacdia

Britansiica, The attempt to develop critical minds may, if the children
have nat assimulated enough data, merely replace patriotism with
cvhical apathy. This is not a necessary consequence of the new
approach but it is a danger which has been too generally neglected. The
opposite danger is that teachers who are anxious to broaden pupils’
understanding bevond the story of our islauds, may try to cram in too
much and produce, in the words of the AMA, ‘a scamper through the
centurics’ or ‘history of the world from Plato to Nata®, Clearly the best
teachers will avoid these extremes and the AMA has, oblipingly,
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T o
\‘ I. Fxammations and
Standards

Although tt -
he British bav
schools and t st have left most of th .
S ca : . ¢ CUreic ST
guaranteed amgl:lcrst- a fair uniformity of staxlcifi‘;:;it:lllt" fo individual
examining boards g;uﬁ)}i? b}upils at least, by En:’(‘[?}.‘u‘(?; :‘e(m(‘?
local ins . hér checks are : nt GCE
pectorates and, t are provided by the )
, , to a very limi ) national and
governors, The di s y limited extent
: irec v , by tl
been progressively i::;;{:ﬂuen.:e of the "‘S]’f.‘cloraté on‘cslﬁfh?m
their diverse aims. N 't‘ne‘d [’}‘ the bewildering variety . :-K ards has
standards more éébqf;;lﬁbjcchves have made tiie Cllf(\)rc(; courses and
influetice of - R1EE ¢ as well as more diffi ment of
examinations wi e difficult. The outsi
(July 1976) £ s will also be weak . utside
or merging h akened if current
Secondary creing fie GCE with tt : proposals
ary Education a e easier Certifi
g re adopted . rtificate of
year-olds would adopted. The single examini
, almost " gle examining sy
the averag i st certainty, result i \ system for 16-
e and a coarser discri , resutt in a shift of
arser d : standar ,
32"}?“ cent of children iscrimination between the abi[ilics(‘f)fu:l\: a{ds
¢ most import; o ¢ top
hands of tead!:ers"l::lt _eft‘cct would be to put yet more or i
examining boards {ml(:onsl, who would probably comroﬁ?er into the
Individual t y already controt tl . e new
eachers would al A re 13 regional CSE
own courses and also be given inc } Boards).
fo assess pupi reased scope to devi :
system already u sess pupils themselves und evise their
sed with th under the *Mod ,
for the examinati e CSE. The desirabili de Three
. xamination of tl ' esirability of a si
literate, i the ablest along wi ) single system
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addition to th ablished, And the ¢ en who are barely
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UHargu ; reedom enjoy , arge
Thif ifiebce::;;sefn has not been serig)u'sle;1 :;p‘;:‘i:wrs has been largely
) oW . SCq,
have understood the thr?gle outside education and not many within i
examination system at 16‘ ment:}l long-term changes whicl )1“”]1”] l['
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teachers and the curricubm, as well as assessing pupils.

It is essential to fear this caution in mind when considering what may
be learned from the practice of examinations in other countries. Fot
example, those who argue that Britain 0o fonger needs an cxamination

at 16-plus o8 the grounds {hat there is no outside examination at this
age on the continent, overtook the very strict controls ovel curriculum
in the countrics they site for comparisot.

At the higher level, for po!ential university students,

practice may be summarized thus:

the difference in

Britnin

The Advanced (A) Level examination is set by the elght GCE Boards,

most (but not al) of which are closely connected with aniversities and
reflect the standards which universities require. However, the GCE
Boards increasingly reflect the views of practising schoolteachers and
many papers have been set 10 examine new types of course like Nuffield
Science, The GCE Boards use 4 compﬁcated technique of double
marking and statistical analysis 1o ensure that standards betweet
examiners arc fair and that yeat 1o year variations arc minimized.
research indicates that, withio the limitations of this type of
examination, the ‘A’ Level system tias a high degree of accuracy and
fairness. The systemn aliows the candidate 0 take anything from one 10
four or even more subjects. Two passes ar¢ {he minimuim required for
university entry wut three are necessaty for most of the popular courses

post

France

The hacealauréat differs from
first is that candidates are obliged to tpke ara
subjects for an overall pass of fail. The options are hiased t
science, technology Of arts subjects in differing degrees but 2
commaon trunk. The second difference is in the method of assessment.
Baccalauréat scripts are marked by only one examiner but the inherent
anreliability of this method is mitigated by A system of oral
examinations and consideration of school records by @ jury of
exAMIners. {n contrast with Britain, the asscssment of the candidates’

own teachers OVer the period of the course may influenc

a certificate.

ip* Level in twO principal ways. The
nge of seven or eight
owards

Germany

The candidates’ owWn teachers play an even mote jmportant part in

their assessment in Germany. procedures vary between provinces but
the general patterd is for the Abitur certificate 10 pe awarded on 2
combination of marks awarded it three ways: first, assessment by
teachers of specified pieces of work in all the eight 10 ten subjects
studied in the sixth form of the G_vrmmsimn; second, writlen
examinations in four subjects marked by

teachers at the candidales’
school and by teachers from another school; thirdly, an oral

1l include a

e the award of
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examination i1 s
1 specified subjects i
to candidat fied subjects in cases f h
g es who ses of doubt, o
examination but irllncl'f:[rﬁpljcfform unexpeciediy bmli; lillllsqs y‘::c[i:a s fairer
: L arison witl o ¢ Hten
open to distort : with the GCE
fon by idiosyneratic poli , it has two defects: it i
results in wide di M syucratic policies ir : ects: 1t 1s
disparities of s in a particular school i
con , s standard : . school and it
intry and between different schnolqbc{“ cen different parts of the

Holland
Examinati
’ ations are set nati
different t set nationally at diffe
ypes o R erent levels fo
(Lyceum) ﬂsd lhi El!:i‘n]f.‘ral sccqndﬂr_\' school — the gimr“?"c three
and MAVO). The m?nlmircan(; intermediate secondary echl‘::wr[ qzif‘f/(l‘ p
H ol ser of subijeets vari A s VO
pupils and fiv jects varies [
¢ fo s from seve
the schoals conc 1 the i{_*ss able and the examinati e [or the ablest
neerned with outside assessors ation is conducted by

Sweden
Formerly the fi
y the final examination i
to the Abitur bt noi:“[::;‘;l{lhml in the Swedish Gynasien was simil
final year' arks are all award y : s similar
ar's work wi . awarded by a pupil’ :

Teachers mark thci:m 'th'c hcl_p of standardized .'\c]:ic\&:]i s teacher on the
roughly the same pupils with grades 1 to 5 but are {ncnl tests.
correspond to the Qmm”'““ of pupils in cach gmclic r: ‘l_‘g“f o put
the teacher will ain:]?:m?[ ‘dlsuihution for the \\'h(\lc: ;,f‘é“udi )
each fo: o place the following pereents - Sweden. Thus

grade: g pereentage of his pupils in

Gra
de - 7 per cent

Grad

Gr ‘C ?; - 24 per cent
irac

€ - 3R per cent

Grade 4 .

Grade 5 _

24 per cent
7 per cent

Exceptions
s can, of course, be i
Deeptions se, be made i a bated sandi
o ’ ateh of car
O vars et ci‘nm \\.ell betow the average. Head !cl lﬂ!ddk" o e
h ' . ft ache 1
e ol c:‘mnatmg averape performance. 1t i::'; "!m!
homogeneous Cn{|r1trn;m"“h}.\' well because Sweden i< a mf“'_““‘ -
tends to reduce the y. However, the systeny of asw-:\‘mcn;”ln'd‘\
promoted by a nati competitive drive between schools whi " e
e o h;;\-e ‘mt:m‘[ exanyination like the GCE. 1t nn“: }t’ Cfai
teacher, since the :\Qt[‘hsfortune to go to a bad sch-unl 0; i et
.S system explicithy e h
same token, & e e ‘
ce thes plic ards the average
teacher may i\e ;c:;:;,ge ';“!‘il in an above average cth\I i]tL1L o
\ a) zed since hi ¢ will e
relative to his ’ s performance wi :
e 1 ance will be measured
relative 1o 1 : 1e standards of the i e Th
‘ clase , : ¢ nation
standardizee l;m ite!:.ecrmcnl tgslnvarc intended to help m‘lc;!T ‘ﬂ e e
grounds that they docn‘gf considerable objections to 1|w:1: [(]‘}I: :lhv
S \ measure the i "
the course actualty studied, (e same things ae the aeeersment o
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This brief review indicates that, whereas {he British teacher has greater
freedom over the school coursc, he has less influence than his Buropean
counterpart over the assessinent of pupils. In practice, however, the
courses in Iiritain are also tightly circumscribed by the exantipation
syllabus which performs 2 similar function 10 the national syllabus in

other countiics.
At a lower fev
control over the syllabus

el, however, the British teacher has ot only greater
but, also, the possih'\lily of designing an

wmarking his OWh cxaminations through the CSE Mode 3. This freedom
may shortly be extended 10 encoOmMpass the ablest pupils up 10 the age ©
16 and of the less able up to the age of 17, through the proposed

Certificate of Extended Educalion.
I is also clead that the British are uni
speciatize 0 the exclusion of a comman core of subjects. Some

interesting correlations have been made betweend the results in different
s or relative weakness in university

qubjects in the Abitur andl succes

exaininations. The resulls quote in Paths 10 University (op cit) from
p. Orlik, Kritishe Untersuelungen! ur Begabter;férdemng show that
suceess at university is often associated with subjects which a British
student would not have studied in the sixth form.

‘Thus, the hest students in medicine score higher in maths but jower in
hictogy than the worst students: the pest prediction of success in law
e high scores in music, and geography was negatively
in arts subjects at university.

Interestingly. the weak stadents in arts had almost exactly the same
expmination profite on average as the best students i law. These resulls
indicate that pupils are more flexible than we sometimes assume and
that SueCess in 4 narrow range of «A” Level subjects way not necessarily
he the best predictot of eventual success in A degree in the same, ©F
related, subjects.
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3. Avolding excessive exantination pressure on sixth formers,

This argument wifl be resolved in the cumbersome committees of the

Schools Council by the end of the decade. Meanwhile, it seems
pertinent to emphasize several pracrical advantages of a broader

curriculum. First, universities and polytechnics would have a better field

for recruiting students in unpopular subjects — it may be better for
them to take an able student with an ‘N' Level in the appropriate
sitbject, rather than a third rate specialist or no student at all. At
present, some departments of German are recruiting undergracuate

students who have never studied any German before. This fact needs to

be set against the claims that intense specialization is essential to
maintain university standards. Less specialization would raise the
standard of entrants to some departments,

Secondly, it scems desirable to insist that all schoolteachers should
start their training with a sixth form qualification in Mathematics,
English and a language. Only a sharp stipulation of this kind will halt
the decline in maths and languages, The rapid reduction of teacher
training to match a falling birthrate, provides an opportunity to insist
on this minimum and the proposed ‘N’ and ‘F’ Levels would provide

the means to achieve it. No other European country permits teachers to

teach in secondary schools unless they have upper secondary

qualifications in these subjects.

Thirdly, industry, commerce and the professions will, increasingly,
need people with at least basic numeracy and scientific outlook, as well
as competence in foreign languages. More imporiant than this,
however, is the general realization throughout Europe that the
traditional distinctions between academic and vocational studies are
becoming out-dated and self-defeating. As secondary education
expanded, courses which were originally conceived for a minority of
scholars and their circle of gentlemen have been needlessly extended to
many pupils whose future lives will be neither academic nor leisured.
The Swedish Board of Education puts the point succinctly in its
introduction to the new integrated upper secondary school:

" The distinction between practical and academic education is

and, if the truth were but known, ahways has been, an

artificial one , . , The physical segregation of the academic

and the practical has produced one-sided groups of pupils

bearing little or no resemblance to the social realities of

subsequent working life.

In Sweden and in France, the governments have tried to respond by
institutitng technical studies courses in the sixth form, The baccalauréat
de technicien is still under-prescribed but, in Sweden, some of the ablest
pupils are now opting for vocational courses. In Britain, planners have
been too late to realize the need to provide such courses in the sixth
form, though the Schools Council’'s Engineering Science Project
(Macmillan 1974) provides an excellent pointer to what needs to be
done to improve the prestige of a subject which, elsewhere, still leads to
onte of the foremos! professions, A broader system of sixth form
studies, with three subsidiary and two main subjects, would allow many
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pive 110 grounds for the complacent idea that we ate giving an academic
qualitication Lo all children pnteutiaﬂy capable of gaining one. There is
good reason L0 {hink that the present ‘A Levels offer the wrong sort of
course for many capable children who ate not interested in an intensive
study of two of three narrow academic subjects. flowever, at this level,
intensive study and concemntrated coaching must be needed whether the
CcOUTSeSs are broad, nNArrOw, academic of vocational. Thete is, therefore,
a prima facic case that the Dritish systent is simply not delivering the
goods as well as the French and German upper secondary schools.

In France, the pumber passing the technical paccalauréal alone is of
the same order as the number of passes in three ‘A’ Levels aeross the
whole subject range in Rritain.

Why is it that twice as many French children obtain the hm';'(rlmfrér.'r
as are able to pet WO +A' Levels in Britain? A large part of the answer
must be that French children have to work harder under strong
compelitive pressure, cven from the early primary stage. Excessive
competitiveicss and pressure clearly have disadvantages particularly for
some children who are struggling 10 keep up. However, the French
systet with regular g1 adings, assessments and streaming undoubtedly
pels exanm results which are, at least, quamimli\'ciy much superior (@
gurs. Very simitar ohservations apply to Germany, whert the number
passing the Ahitur is already wefl ahead of the pumber passing three
(A Levelsin Rritain and, increasingly rapidly, at a time when our owh
CAC 1 ovel suecesses are stagnating. Demographic and other trends
clearly influence the number of exam rosults, so that too close @
COmpPIEison would be unfair. But it is, nevertheless, clear that the ¢ap
potween British aund Continental performance js very substantial and it
is widening.

This is not o say that Britain should be stampeded to adopt the

eaching and examination methods of Guropeadl competitors, for it
remains true that, at best, the “A' Level courses offer greater scope for
genuine intellectual development, while the more relaxed atmosphere in
out syt gives pupils a better chanee of developing true interest in
their subject. Enthusiasm is often destroyed by the competitive
rrendmill of the French and Germany systeins. Indeed. the
thotoughgoing reforms prought forward by the French Education
inister, M. tiaby, were aimed 1O liberalize the sixth forms by
deferting selection 10 the Jvede stream il after 15 0F 16. On the other
hand. British educationists should urgenthy consider whether the habits
af discipline and the effects of competition of French and Germain

children may ot have an important cffect an their later habits of » ark,

pot only in the <ixvth forms, bul in industry and commerce. In other

words, A system which is morTe efficient in producing exam results may
alse be mofe efticient at producing motoer cars and other exports. And
4 syatermt which copcentrates too much on personal dev elopment aned

academic cnlightenment may produce a people » hich is more relaxed,

less highly stressedd, subtter and pooret.
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cemembered, however, that CGenman schools close at junchtime s0O that
there is more time, as welt as perhaps more need, for nomework. The
amonat of homewot k amongst prc.un'\versity pupils in the sixth form 15

conmparahle between the countrics.
in science at feast, British teachers have

5 {ime per week on prcpmalion.
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P e pot available 10.4 92
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12.2 98

2.1

Sueden

Phe aeraet otandard of Enplish 14 year-olds in science was about
comparable with that in Sweden and the USA, better than in Holland
bt well below the standard in Japan and Hungary. It 1s worth noting
that Japan and tinngary are hoth characterized by a highly disciptined
and formal approach to eaching with an emphasis on rote tearning.
{he standard deviation indicates the range petween the best and worst
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re fragmcnlcd than elsewhere. individual
pead teachers may not have much idea of national needs. Fven where
they have, their decisions may cancel out, for heads have neither the

time nor the necessary information 1o arrive at an overall perspccii\'c.

The Schools (oungcil, set up by the govcrmuent in 1964, t0 consider
broad questions of curricului and examinations, suffers from several
crippling Timitations and defeets:

1. Tiis controtled by representatives of the teachers’ unions,
puﬁicuimly the National Union of Teachers, whose rcprcsenlnli\m are
aften officials rather than teachers and, in many cases, well removed
from the practice of the classroomn.

2. chwxcnlmion of industry, the aniversitics, {he professions and
qocicty al farge, ie very simall, {The C1 and the TUC have only one
1‘cprcscululi\'c each out of the 74 members of the governing councit).

. The Council has now powers over what happens in schools and the
recent cmphasis of “Pissemination and in-service training’ {Decembes
1974) is evidence of concery that projects are being jpnored by schools.
4. The Council has developed @ hurcaucracy and committee structure
of Byzantine camplexity, which has effectively prcvcmcd worthwhile
debate on many of the major issues. Caucus politics has taken over.
with the inevitable result that the general Yeftist lcachcr-orienlaled line
of the National Union of Teachers has pre\'ailcd.

5. Nearly all the important debates of the Coungil’s prolifcraiing
committees are neld in privatc. Discussion by & wider public has
thetelore been truncated.

The Schools Coungil is @ pcculiarly Hritish response to the fear of
altowing politicat controd over the currieulwn, This fear is often
qesoviated with appeals 0 principles of freedom and warnings of what
contd huppet 10 our schoal courses if a tyrant were in control. In
eality, loweser, reachers’ inthuence has, like much else in the British
aystem st grown’. RBecause scachers have stridenily defended their
«ochade, the public has Been slow 10 recognize what is clearly
undetstood in most other couniries — that many issues about school
qareof a profoundl,\' po]itical nature. What is taught tO
as well as moulds society.

dccisiml-n\:\king is much mo

curricul
children, inevitably reflects
Methods are needed, therefore, far public diseussion and control of

cprticula and examinaions. A standing national comission has heen
d with represcntatinn from a wide range of interests. This could

propose
id be found of articulating opinions

e suceessful, provided a way cou

from outside the teaching profession.
At the same Lime, policy makers must ask whether the national

povermment chould not play @ mosc direct patt in determining what i<
taught in the sehoots for which the \linister has overall reeponsibitity.
Parlinmentary democracy. with all its defects, is the method by w hich
we determine important jecues of national policy 0 all other spheres. So
why not in sehools? 1T the gm‘ermnem were to take a more direct
ipitiative over, for example, the future of GCE ‘A’ Levels. the result
could well be a wider public discussion of the issues. The present




introverted procedure of the Schools Council, besides being inordinately
slow, has given most outsiders the false idea that the decisions are
‘entirely educational’ and, therefore, nothing to do with them, After
maore than ten vears of discussion within the Schoots Council, the
government will be presented with 3 proposal which it can either
approve or reject but will have the greatest difficulty tn varying.

The broad issues of curricutum policy do not need ten years of
discussion. They could easily be defined in as many weeks. The
government should then publish a discussion paper on the central policy
issue, after which wide puhlic discussion could precede a decision in
principle. The detailed curricula should, logically, follow such a’
decision and not precede it as at present. The procedure by which the
Schools Council commissions detailed ‘feasability studies® it advance of
a national decision is like asking engineers to study the nuts and bolis
needed for a new car before the overall design has been setiled.

An advisory committee on standards and course design wonld provide
a means by which the Minister could be alerted to the major issues
requiring natienal debate and of additional powers which he may need
to take. It should differ from the Schools Council, not merely in being
more representative, biit in being directly responsible to the Minister
(whereas the Schools Council has become responsible to no-one).
Revolutionary as this idea may appear, it would represent only the niost
cautious and conservative move towards the kind of public control
accepted throughout Europe. Most Europeans must smile to see that a
British Secretary for Education, who is seriously cancerned about
mathematics standards in schools, is reduced to public exhortation from
a conference platform (Mr, Fred Mulley, North of England Conference,
Lancaster, January 1976) rather than effective direct action from his
ministry office.

Before concluding this chapler, it is worth disposing of several false
objections which will be made against any proposal to increase
gorernmental controb or infhuence over school coursces.

That it is inconsistent with principles of a free market in education.

This argument fails because we do not have a free market.
Independent schools would be exempt from all but the most general
controls. Parents opting for the maintained system already have little
choice, and are likely to have even less as the schools become larger and
more homogeneous. A free market choice could only work if parents
had much greater power to choose schools and, therefore, to reject
those whose curricula and ideology they did not like.

That Government control of curricula matters would
repress the initiative of practising teachers,

Such fears are founded on the illusion that central control needs to be
.an all-or-nothing affair. Limited guidelines and general policies need
not be as stringent as those in centralist France or Sweden. Most of the
design and running of courses could still be left largely to teachers.

&6

i ¢ than those
Constrainls upon them need not, necessarily, be stronger e
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/ D FN |
VII. Parents and Teachers- -

Idcologics and Attitudes

It has long been known th ini
o e ! fll the opinions and interest:
e o] :'(')séhiitll(;}:zr]la?l nllﬂucnccs_{?n a child’s progrc(i ?t?r::;m alrc
consequently, chil ch'l? average ability from educated h.n:nc‘s 1?0 '
ptter than cleverer < [:c(‘ ren !‘r'om paor families, This cliché nf often do
e, aficr. Cm:ng %1\ e new emphasis in the proportion of
neighbonrhood, lncm“'iprlejcnsn'c reorganisation, scrve a ret:tr;‘lo {
e loms 16, the homc‘ qu"?k) R warher.s arc relating their f:\ihrrfc ;19;
e k. of ﬁm‘j’: gronI of pupils. Sometimes, it is '1 :\":('
el Suppon,hm e ing excuses. But the enormous imp(;r;'m: ¥ Orf
R erience oF 1eachc:r< ”11 c‘(;n‘!‘mncd by research as well as by ;1 e o
sxperience of Leache \ '(;]:ng s' Inequality (op cit) and the ‘rcp'nrl:c f
ol e i mi and..‘!. are among the most impomﬁt}o
i(()i‘en[("%% cannot rensonahl?gifwgci: I:S‘l]l(t;stly.lindiscipline. S\\‘earin(g m;d
lences canne ably e s ols to remedy a i :
o the ot me:::Ic]g};l;ﬂligfvmms‘ though they often I;rtzw:flllr?cr :lfrill:lerd
ottt 1o 2 n;\. anq to or.(icr}y schooling, are happily ;[[,
minariy, althongh 1 is a ,mgrgty which wastes an inordinate amo ot
e o gy. This has sometimes diverted lmch‘c ‘fllm
e o i‘r 1.},‘:]? 1‘hc support of the majority of (!;ccn:s o
harente with = tre'ndq “.l.:i F}L[ﬂCllIﬂT. ambitions for their chitdren. T
are thiee other ¢ ﬁr;t ! IL[! t.hream] to widen the gulf between .n s
e o cit i 1e increasing concentration of fccl»;lcm:l arents
. they los5). Sec Slopl ! 1d s s from the middle classes t -
bewildermont o 10 P."an ineffective methods, T i 1o the
1e3511ir1g‘ the Paﬂggﬁi;n\;ﬁiglﬁtpj? p;e s coulpkl‘].\‘ei!t\?"(:;t ':Zihc
AR : js educationists. the diversity .
e ctll(;igl: ﬁi;(:rglpanc_v between the g:andiosedtll:i‘ilré?i Of\ aums
sy thew & ¢ and what often appears to be happcniné-inel{;:ehers
For many parents, the s
‘ s, chool svsterm appears like Kafka's C
ull of helpful people, who know all thel:ir(;:\zselik:\;?en;}:‘llz E‘ﬂf-lk’l“-[
s e ne which
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nilarty spelpful” people. S0, &

parent who asks the farbidden guestion: ‘How can 1 make them teach
my son mathematics properly?’ will, if be persists, be given a kindly
exposition of why the school is ol doing it. 1f be is still ansatisfied, he
will be passed politely to sOMG, but not all, of the following:

i conncitior, a manager, the

chajrman of the managers, the deputy divisionat officer, the
cducation psychulogisl. the tocal inspector, the local
conncillor, the chairman of the education commitiee, Her
Majesty’'s inspeclor, an P.. the Minister of Education.
Every one of these individuals shares the responsibility for answering
the parents’ guestion and, in specified circumstances, jas power to act.

gall wonder then, that many parents do not ask simple queslions

which provide complicated answers.
if {eachers are to gain more suppart from pare
HOCLSSAry:

1. A method of contact, like
2 parents must understand what the school 1

aims to do it
1, The parents’

matters and can Pass a parent onto sit

the head teacher, a schoo

nts, these conditions are

a parent-teacher association.

g trying 10 do and how it

o of schooling and their general

ideology must be reasonably in tune with those of the teachers. Middle

class, conservative parents wiil not support extreme teft or progressive
hould they be expected to do so without & great deal of

ideas about the purpes

teachers: nor §
porsuasion.

in Britain the lack of
methods make goad cot
important than in most pther cou
survey {op cit) showed that paren

common in Britain than elsewhere.
Parent-teacher associations are obligatory in most countries {including

at the sccondary stage and are usuat in the primary schools.
the Netherlands (se¢ Table 14) is palanced by & high

degree of parent patticipation resulting from the private ownership of

the schools, supported by the Government.
Clearly, parcheachcr associations do not, th
pood contacts hetween the home and the schoob.
associations are moribund, in others, they are dominate
minority of the pushy middle classes and, in yet others, 1€
parents thrive in spile of the absence of any formal association.

O the othet hand, teachets’ resistance to formal tinks with parents
have often been for bad reasons. Either they ar¢ anwilling to have their
methods cerutinized or they are too lazy to Tun associations. Even

where assoctations exist, teachers usually see them as 2 way of
reducating’ parents rather than for pwo-sided discussions about what

chool should be for.
The need for such discussions was ar
Council Enquiry mentioned in the introduction.

ye great mixture of

and teachers even moere
the IEA science

1s are much less

agreed curricula and it

wact between parents
ntries, However,
(-teacher associatiot

France)
The low figure on

emsclves, guarantee

in some schools.

d by a small
lations with

nply demonstrated by the Schools
More Tecent studies
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Table 14
Percentage of schools with Parent-Tencher Associntions
Primary Lower Secondary

England 40 {HSZSI‘”
Germany 97

Japan 99 o
Netherlands 77 “2,2

Sweden 15 98

indicate ic
purp:)sc l(ilt_aéctlil;aiic;nfi_ul between the teachers” and parents’ ideas of the
g is as great as ever. In i : "

purhe schoo as . In a detailed survey
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The authors say:
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distnfitfﬁéfio\‘ crg_ ]not related to parental satisfaction or
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Jevelopiner r;;;?]:‘!:;‘r;pué 118Ht15 of a renegotiation of the l
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The auth i
ol aut é!{sf::]so!descrlbe the ‘somewhat alarming” opinion of roughly
e e o r teachers that they were capable of teaching withougt ')
the pare mrenfspt mclld the fact that the majority of the teachers thought
that 1} betmfgmulrhznsough to say on what and how their children &

. : . urvey confirms the findi Y
A, 3 1e {inding of Schools i
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rated Tess highly. P Non-vocational aims were
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The authors suggest that more effort should be made to allow parents
into classrooms and o promote visits to pareats’ homes by teachers.

A very similar pallern emerges from another recent study of teachers’
attitudes to primary school work (The Aims of Primary School
Education: a study of Teachers' opinions, Patricia Ashton, Pat Keen,
Frances Davies and B, 1. Holley, Schools Couneil, 1975}

in a survey of 1,500 teachers in more than 200 schools, 72 aims were

ranked in order of importance. The aim given top priority by teachers

was that the children should be “happy, cheerful and well-balanced’.
The ajms given top ratings showed a strong bias towards personal and
moral virtues, for example, ‘courtesy and good manners’ {No. 8). The
teaching of definable ckills was, by contrast, often given a relatively low
priority by the teachers. Thus, ‘everyday maths’ ranked only 15th, well
below ‘enjoyment of school work’, “olerance’ and tenthustastic and
eager”, The ‘four rules of arithmetic’ ranked only 20th, while ‘correct
spelling' came 33rd, ‘write clear and meaningful English’ came Adth, far
below ‘enjoyment of leisure interests’ which came 18th. Games, gyt
and hody control were all ranked amongst the Jeast important.
‘Understanding of modern technology’ came sixth from bottom of the
fist. *Simple science’ came 11th from bottom. Enjoyment of music and
skill for simple music making came 7th and 8&th from bottom and
learning a foreign language was rated least important of 72 aims.

“This list is a fairly devastating indictment of the slack and sentimental
attitudies which now pervade our primary schools. The teachers’ order
of priorities was reflecied closely in the opinions of secondary school
teachers, except that they pwt rather more emphasis on the skiils of
reading. writing and arithmetic, Tutors at teacher training colleges also
showed the same pattern of priorities. The study identified fwo main
types of teachers: the *societal’ teachers with broadly traditional aims
and an emphasis on the three *‘Rs’ and the sindividualistic' teachers who
had more progressive aims like developing reasoned judgements. There
are dilferences in the kind of children the two types of teachers want to

produce.,

The societal teachers want children to know the moral
values shared by the majority of society and to be
bepinning to acquire the values o which ta base their own
behaviour. More than this, they want them to know the
rules of acgeptable social conduct, They think they should
be courteous and well mannered and know how o behave
appropriately in a wide variety of social situations, be
careful and respectful of property and obedient.
In guite marked contrast \with this wish for the child to
conform to external accepted standards, the individualistic
teachers want, above all, that children shonld feel self-
confident and personally adequate. They want him 1o be
happy, cheeeful, well balanced, enthusiastic and eager,
adaptable and flexible.
Here, in the cautious language of research, is a clear documentation of
the wild hurehes of fashion which have beset some teachers and schools.
In this connection, it is highly significant that the study found that

9i




those w ' i
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b Perhn&or{:amc‘_tglthcdsur\'l\'al and prosperity of a ‘:;ﬂf‘l]f trading
g . aps, as a civilized society, w ustify giving Tority
nation . ; ‘ $ ¥, we can justify giving to iority
\\'ildc:q 1r1("!g.l !;h:l‘d'rlri‘ln lmpp)} and cheerful” at school, but it is :ur;crlrxr'lotrl:te)
g allow teachers 1o rele im cin .
" f 3 ate the aim of N
lndustno h ! g 1 O DI’OdULIIIE
nduste ;t(f\.vsrer[?:ster;t fmd ‘consmemmus' pupils 1o the 36th piace o
A “méc;mm | an being ‘a good social mixer'. Are we not in dange
e\'e}; ?ﬁ&;m g ({ our_cluldrcn that happiness is quite separate fron; o ‘
Shen ineo patible with hard work? It may be argued that hcc’m:c‘ '
. - > dlils
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conviction what they believ
substance but they are currently
philasopher kings, and there mus
reasonably good jo
inclination nor the ability
principles the purpose of society
Moreover, t
refleet their own w
entering colleges of educ
mathematics, this may ha

e in. Both these arguments have some
over-rated. Teachers are not

t be many capable of doing a

b in the classroon who liave neither the time, the
to sit down and work out from first

and their schools’ relationship to it.
here is a danger that teachers will formulate aims which
caknesses, At a time when over 40 per cent of those
ation have not passed GCE O Level

ve SEriols consequences.
id recoil from a national statement of school
aims as detaited and as comprehensive as that published by the Swedish
government in Lgr 60. Thic general section alone, on the principles and
aims of compulsory cdutcation runs to over 100 pages, with cleven
separate documents for the commpulsory subjects and a further 16
guidelines for optional and general subjects. Nevertheless, Lgr 69 does
state clearly what society expects of schools. I is informed, throughoul
with an unambiguous vision of the ideat of social demogcratic socicty. it

states:

The schaol is part of the community. If it is to succeed in
helping pupils to became good members of the community,
then it must impart a knowledge of the cormmunity and
strengthen their sense of belonging 1o society.”

Even policy statements of this very general sort may be necessary at a
time when consensus is breaking up. However, Ler 69 gogs on to show
in some detail how the aims shoutd be realized in practice, It stresses
the impartance of good contacts with parents, suggests ways '
organizing class meetings for parents o diseuss topics of general
interest with the teacher. It outlines the organization of pupils’ councils
and staff meetings, the leisure pursuits of pupils as well as the
organization and methods of school work. The Swedish view is that
certain values and aims are decided by a democratic Parliament and it
is the duty of teachers, whatever their personal pursuastons, (0 adhere
to them. On ather topics, the teacher is enjoined to remain as fair and
obiective as possible. In Britain, a comimon consensus of ideals still
exists and probably embraces most schools but, because it is unw ritten
and often implicit, it relates to general moral objectives rather than to
fitting chitdren into society. Thus of the 72 objectives identified in Aims
of Primary Education, not one refers to fitting children to be future
citizens of Britain. Patriotism, democracy, industry, society of

community are words which are not mentioned in the teachers’

catalogue of objectives and, indeed, they have an alien ring.

The reason is that Rritish teachers have won and hetd their pedagogic
freedom by eschewing all political goals.

1t is an unwritten pledge which, in contrast with European practice,
attempts to resolve political conilict about aims by pretending that
conflict cannot exist. ‘1f the politicians leave us alone, we will avoid
politics’ they say. However, this very stand of neutrality is misleading

Possibly, the British wou
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whilst new techniques, new courses and new types of school

are being developed at an unprecedented rate, In France or Germany,
where teachers are civil servants, 8 more formal refationship exists
between the aims set out by the government and the individual beliefs
of those who are paid to implement them, however, difficulties must
arise in any free society with the minority of teachers which is
fundamentally opposed to the society which they are employed to serve,
The growth of extreme revolutionary Marxism has been based, in
Britain, on a few universities and polytechnics of which Essex and the
North Londot Polytechnic are the best known. The students who
erupted into public consciousness during the riots of 1968 are now
becoming established as teachers, Some of their extremes of
revolutionary fervour have, doubtless, been mellowed by promotion but
there can be little doubt that the staff rooms of schools and colleges
have seen a substantial shift towards radicalism in the past few years.
The danger of this process is not that the revolutionary cells will grow
in strength until they overthrow society. The nasty spectacles of
thuggery, intimidation and intolerance abetted and even dignified by the
excessive liberality of academics, has now sufficiently shocked the
public and the educational estahlishment to prevent a further slide. The
danger is rather that partly by seepage and partly by explicit
compromise, the radical prejudices against authaority, discipline and the
production of wealth will further infect the educational consensus.
These ideas can be particularly destructive of society when they are
absorbed by emotional osmosis into the philosophy of liberals who have
neither the informing vision of Marxism nor, on the other hand, a
rigorous understanding of the practical demands of a market economy,
A remarkably frank exposition of the Marxist viewpoint was published
recently by Mr, Maurice Levitas, Senior Lecturer at Neville's Cross
College of Education, Durham fMarxist perspectives in the Sociology of
Education, Routledge & Keegan Paul, 1974), To him, victory in the
class struggle and the promotion of social revolution are of paramount
importance. Selection, streaming of children by ability, selection for
training and fostering of personal ambitions are all seent as favouring
the upper class and, therefore, need to be madified or rejected. And
although he rejects the Midwinter formula {ibid} of diluting the
academic content of schooling in order to give a leg up to the working
classes it is difficult to see how his prescriptions can avoid this
outcome, for he cannot explain how the highest inteltectual disciplines
teading, for example, to science, medicine or engincering can be taught
without selection of able pupils.

Mr. Levitas® outlook can be summarized in this quotation:

Such class consciousness must carry with # (he will and

action to break the power of & now socially valucless

capitalist class. Its progressive elimination as a class can

then run simultaneously with the introduction of a socialist

system of seciety . . . A hierarchy of occupational statuses

will thus be rendered obsolescent and education will be free
to desclop in the new recruits to society their [atent
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Civil Service, The decree was @ reaction to the violent dastu!rtl)anc_[eqtzgm
the llt;i\'crsities in 1968 and the Marxist take-over of sed\ e;almsu 1 <,
notably the Free University of Berllin!. Thef?‘efrfje\f::{}t}egh;lfgnsﬁmtign
ershi izati ‘hich conflicted w
~mbership of an organization which e
m}liim Fedclral Republic should be taken to be enough evidence that the
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person was unsuitable for employment i tivi i
1975 15 v 4 ! in the Civil Service B
people, :?cglurg::?nsﬂ (('llarr(h;m. 14 January, 1975) that at lclz(\s{ai;l(;g“y’
or were refused %he re F’TO' essor, h?d been rejected from teaching posts
attempt has i)cen nngne“ a.l of theit contracts on political grounds An
applicants i all thc(] leltw?o[\lﬁ?x?iic uAmlgio"rm cri.tfcria for screening ‘
sassed by . N specifying the details v
oner: f sjection in principle.
B i S
were m X : 1e wrong people and missed othe
have not been (o;lci:)cd|22~c years back in university days, whilst others
irade union movement T]U“:C“[hf-‘)’ wield political influence through the
operations of inform - The decree also opens the door to the squalid
brofessional SCOrCSI ‘:’:rt a‘nd campus Quhcc and the paying off of
lberals and left \\'il'l e::s' 1:11 spite of widespread resentment amongst
on the system Studfm 1 e e exercized a steadving influcace
left-winé (Eisrl;ptimls ms;d“lle‘c ;:howu much greater reluctance o Join
leMwing influences, _teachers have been much more cautious about
The ac ;
hat, ﬂS?lelp;;':]::lC:ieOf(;Iew Berufsverbot has been made casier by the fact
are aecustomed 101 h ﬁln'n-an lefwl’;cris are vivil servants and, therefore
example, allocated ‘tc; ricter ‘dlSL‘lthL‘ thart in Britain, They are, rur.
They can be moved frg:::ts instead of applying for them, as in Britain.
cannot generally be mov, ;)ne post to another, whereas British teachers
and central bureaucraci C(l to another school, As a result, the regional
prospects of FF(’I(ICh[:lleS 1ave much more influence on promotion
bromotion is still \‘er‘ ju (‘nirmm} teachers. In Britain, by contrast,
bis hendimaster or gO\),'etrll:lc‘ ag individual matter between a teacher and
accepted values is cons'c; Orst.] : onsequently, the pressure to conform to
without a decr;:ehq o : erfa 1y grcater in France and Germany, even
different, since sc: %111l:1t c?trcmtsls, In Holtand, the snl'cguards are
are, inevitably selccqa‘-d} . the schools are in private hands and teachers
governors, as happe according to the general outlook of particular
broad con‘fo;lui‘hl.'l‘.\';:?t lt‘}léhs“!':\rémrte Sccmr.i" Britain. In this case,
0};253(:0:1 :m e toacher evenrsifc;‘\;rll::ilgl{?ia?[;_\;]?f education is an
stated opini ) ’
than their QI?:Slil{]\i-m;?so?r teachers may be less important in the long run
disagree if they are go Id?ﬂremg will Tolerate teachers with whom they
applying rescarch teﬁ;,o- enough. Indeed. the greatest difficulty of '
methed {or no mezhodn:l(tmcli to education is that almost any (caching
able teacher — and wit! alh) can get good results in the hands of an
practiced by A. § Neill S“émbk children. Thus. the total freedom
weacher, o m:'tn\." oo 1m ‘:fumm_crfuli " o.rkcd becaunse Neill was a great
USA. failed miscrably Prlt; }:cu:rlt{ile.d to imitate l'\Jer. particularty inhtfu:
.?)’eil{,’ Neill! Ofﬂngg-I;(:g{_l (“;;rt[‘_\ltr;;czt;rds in his antobiography,
Present day education in Britain is Httered with similar fathwres of
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d to imitate the famous innovators but found, after
¢ lectures, that their own competence

he task, The crucial importance of
¢ recognized in the two major
t on Teacher Training and in the

d a substantial increase in
‘In-service-

teachers who trie
reading the books and going to th
and industry simply was not up tot
improving the quality of teachers wa
reports of the 1970s: the James repor
Bultock Report on Reading. Both advocate
the amonnt of “in-service training’ or retraining of teachers.

(raining’ has thus been regarded as something of a panacea for
improving the quality of teaching, parily because it is the only measure
on which politicians, administralors and all the {eachers' unions could
easily agree. However, in the absence of general agreement about aims

and methods of teaching, retraining of teachers will not necessarily
achieve much improvement. The danger is that many retraining courses
witl be concerned with the dissemination of novelty and ‘exciting ideas’
which almost always demand harder work and greater skill from the

teachers,
The highly skilled and hard

experimenting anyway. They do not need retrain
given new ideas without the skills needed for their implementation. The

most important reform, therefore, would be 10 improve the calibre of
those entering the profession. The parrier of low pay has been largely
removed by the 30 per cent upgrading following the Houghton Report
(January 1975) while the declining demand for teachers should allow

he more selective. One af the present difficulties, is that the
he 19605, obliged colleges to accepl — and to pass
s with poor qualifications. In spite of hopes for an

for 1975/76, for initial training, were 5,100

(or tetu per cent) tower than in the previous year. Reports of 2 reduction
in the demand for teachers may be partly responsible but, it is also
likely that the increasing worries about discipline and academic

standards in schools are depressing recruitment, Of the 43,000

ons, 11,200 withdrew and a further 1,500 were unguatified.
for 29,600 places.

ith the minimal educational

niy 30 per cent had

cepted had only

working teachers are probably
ing, Others may be

schools (0
rapid expansion of t
— very many stude
improvement, applications

applicati
This left 31,000 applicants

In other words, ahmost anyone w
qualifications can train tobe a teacher in Britain. O

1wo or more GCE ‘A’ Levels, A quarter of those ac
reached GCE ‘O’ Level standard and nearly nine per cent had only the
minimum of five ‘O’ Levels. Of all the students accepted for training,
41 per cent had not been able to pass s Level mathematics. Of the ‘A’
Levels passed by qualified candidates, only 1,230 or 3.5 per cent of all
the subjects passed were in mathematics, compared with 24 pev cent in
the other key subject of English literature and 10 per cent in geography.
No rational argument can justify the recruitment of seven times as
many aspiring teachers with ‘A’ Levels in English literature and nearly
three times as many qualified in & minor subject like geography,
compared with those with passes in mathematics.
The position of science is scarcely more encouragir
and women students were recruited who passed physics at

sg. Only 473 men
‘A’ Level
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This represer
sents about one teacher
his repres : acher for every ten secondary scho
oy ils}eaif:?:o: er}l 60 schools overall. The number o);‘ quai?flis(‘:;?g
chemisiry is alon 1.. e:\'actly the same, whilst the combined number in
o Cﬂ,m “(?\\qu and technical drawing was only 514, (Anrual
oo al Register and Clearing House Limited ; g
N Limtited — Autumn 1975
Althougl '
i Cmfzﬁrdc::]lclggte]s may try to remedy these omissions, there can be
e hat gll the students emerging from teacher traini
col 1.““" ave achl.cvcd a.desirah]c balance of studies, Mr. Cl “gl
Fdn::'xiion g n[l. Physical §c1e1\cc at Middleton St. Gcorg.e C(;]l by T‘S
Cocato , Darlington, estimated (TES 20.20.76) that onl 61 Efgc i
1 ' i y r
cmrimlme]ra%f:] §ludems studies was devoted to science in:.the1e orteth
curricy wh‘én tlns represents a reduction from 1/26th of time spent o
e i m;i!c'o!lcge op.encd in 1968, The reduction in iil]}(‘ spent“
sudyine b ;:ifiocfai:]mgn‘ce was a direct result of a reorganization
. as ¢ i i '
A environmental studies” and ‘aesthetic
The inade ; fene
e T ist:;’;c;};iof!sc:e’me.and mathematics training in colleges of
o immduc;;- g‘;i’en-cu arly serfous at a time when efforts are heiné mad
e s S‘Chmcle I’c‘lour's*e:s* developed by the Nuffield Foundation ‘inio
e Py e ‘. : owever gond the courses, they will not succeed
et Todeod ‘r} r\1;.'ms.eives. .havc an adequate grotnding i‘n the
e s |‘o 1e Nufficld §c1cr\cc Project 5713 is already showin
the sa Frendtpprg}igi‘(?ts;\:)'.\l.at1011 which have killed off tilc: prinnf}.’
s demise was i i ‘
ool rendt : ; as memtioned earlien)
. rites with the despairi i i .
r spairing resipng ;W i
subjects threatened with disuse: B resienation af many whe sce thelr
2’(1\:1;:\1‘ ll}i‘ltle._\v]e alene can do since, in a democratic
prevni'l. Ale[ ::1; hes of the majority are ustally allowed to
B oo
: given o v amd mak -ai
\S\hoe\cr might like to notice thcm:‘ ¢ them available to
o great is th judice i itai i
- smd\t Sl][)jccispifjl;'d];? in Bnlau] against forcing pupils and students
[0 sty subjects | lle)rl rink they will not like, that many pcapl;' have ‘
i such facts or to ap iate ir significa o
el ! t : ppreciate thetr significance. P
or b ‘rm:;nn .B(md.n.l Chief Scientific Adviser to thzv!:' Mini e: opefeser
nce, has identified one reason: sty of
Icilra::)zfﬁ?“:e attitude to mathematics, unhappily so
Gor grvueitm among otherwise cducated pcnplé ‘ic sturely
the er. "ielv :Incasurc of our faiture and i< a real 'd'm"crtt'y
matﬁcﬁntiéh oé' evervone can {or should) be a grc"atL ‘
matho l:c !}I n but, surely, the attitude to mathematics
should “‘hole\‘same as to other subjects — nately that
anyer No-nn\ al}tg 10 acquire reasonable compctén‘cc E:m
do s0. | modee ctaln.nr. that special aptitude is needed to
Secom histor\!aore ;(S.F‘o;i“a‘l Duichdor even at Chinese, at
¢ tor : vou need is a willi ) 3
atic. ) HINgness
it. T have no doubt that mathematics nughtglo :\eti(;l ‘:li‘gk

same category, N
1976) gory. But for many, it is not. (TES, 26 March
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The unpopularity of sciences and mathematics and the low status of
s something which most non-

teacher training for primary schools i
Communist countries have had to face in varying degrecs; but Britain

has had greater difficulties for two reasons:
The first is the farge amount of choice given to individual students in
the studies they will pursue, They may, for example, take anything

from one to nine ‘)* Levels spread over & periad of two to three years.

In France, Germany, Sweden or Holland, the student would be obliged

to follow the whole of, at feast, 2 common core of subjects. It is
difficult 1o resist the idea that British pupils who aspire to be teachers
know that they can get by without a science of mathematics ‘O’ Level
and simply do not work as hard if they happen to find the subject
difficult.
The second major difference between Britain and the Continent is
that, in Britain, the distinetion between teaching higher and lower
academic courses is very much blurred, British teachers are all on the
same salary scale and, in principle, are qualified to teach any age
group. There are differences in actual pay because of the greater
number of promotion posts in secondary schools (2 long standing
grievance with the National Union of Teachers) and, in practice, it is
unlikely that a primary or infant-trained teacher will move {0 a
cccondary school. However, the comimon pay structure and the
comimon professional qualification has piven the teaching profession in
Britain a gcncral status which is a rough average between that of the
graduate sixth-form teacher and that of the infant-teacher who, in the
past decade, has tended to be a woman, has tended to be young and has
tended to have poer formai qualifications. :

This regression towards the mean in status and pay has been avoided
in most Buropean countries by dividing the profession into different
levels for different age groups with different qualifications, different
pay and different status.

fiy this means, relatively high pay has been offered to upper secondary
school teachers sO that men and women of high academic quality have
been attracted, The status of such teachers has been increased and.
therefore, a high rate of applications has been maintained. Even at the
jower levels, teaching has been more popular abroad than in Britain. In

1965, the percentage of those applying for primary school teacher

g who were actually admitted to college was:

trainin
France 33 per cent
Sweden 42 per cent
Britain o0 per cent

(Source OECD)

1 is clear, therefore, that the present generation of French and

Swedish primary school teachers are @ much more select group than

{hose in Britain, The French have also maintained the prestige and the

high academic standards of their best secandary school teachers through
99
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the competitive examinati
c ive examination f g i
the com g or the gerégds which have no parallel in
In 1972, for ex
, example, 18,000 candi
1972, , 18, candidates w : ing i
1T, T ! b vere competing in tf
oo ‘candid:trefg:'( g6 13%1! n_nly 2,200 were admitted, /\tglhctst'fm ti
e \\‘-h{ were examined for the secondary school cerl(if"e e
e o,m [eq{'hiq: m nnl_y .G.Sf){) were admitted. France has a qcrieuai‘e
der th:: C‘AI%I‘Q‘?:[?J\'“CMIO?S ranging from fn.m'r‘u.fmr. i(n lprinf't?y
Sh A secondary scl i ‘
rhools sece v schools, the agréy ix
o ﬁ'icl:d professenr d'université in higher cdua."uiiim upper sixth
ce competition fo i , .
r the teach r
R . aching of the most academic chi
ke | 0[“313"[1'% contrast with the position in Iltiminl ‘:\‘f#{‘frll‘it”l‘il!ldl’(‘ﬂ
JACHARYA LF\I:}ants for pos!:gmdualc teacher trainil'lg in I‘)’/TS]C fmﬂ]
Cmi) “‘e.re admm;ﬂ{ntl 5.4{)‘0 l\\'lthdre\\'. And all but a handul (i ‘;\eﬂS
e S!m”m(e onf ::mt;mg Ew[aces. Withiin that total there i-:l1 '
ag wdern [anguag ciali "
contining < age specialists, Only 7 :
mashema ncel'i'ns soillm(, at the presemt rate, six years will hg(;a“cim
o, mathematics graduate for each L wd o
T Rl Waten. ach secondary school in
The differentiati
1iation of teach
- liffer achers by academic lev i
e 1l - v academic tevel oceurs
count tr“;i?l.llolf:uu!, foir example, there are three <e[nr1:2 et
! A up separs f
teacher 1;1 trz;gh?e‘rnﬁmtc. entitling the holder to teach in Pﬁ‘rjdc‘.ﬁ‘ﬂf_
Plimm\: schools 51‘10; Sqmndar)‘ schools or in the lower wcond'u”'\ o
P l,”;min .\Iasp.caln'ely. Plans ate now atoot to *:upﬁlcn ~dr.\ldmi
mitial o l.g vith compulsory in-service {raining fm.' albt 1';"‘ -
] q L . . v ¢ ) ‘ ‘; : -
e [mi“i;‘r 'nf(s]uahlummn ate similar to proposals I‘;rur"Li’r:. i
AN qu%! E]:l I:c‘rlman_\‘ promutdgated by the [fJ'Irfmrésm.' ;h( ot
D similar to otr ow ith : i : ‘ .
RIS, . ‘ owa, with a split between one v
e aid mli::]t(c{;ca]mF college tiaining of two to three \'c:nt:i!::r i:ln
A e\wl teachers, 1o Britain, the whole of i‘niii'll tlrl-r'“'l}'
hirthiate and the nprecedented upheaval beeause of the (Icclin.in e
ate : consequent reduction i 3
birtrae ane ! on it demand Tor teachers. Colle
are b grhc.(i;l‘:i;ct(}}flrgcld with pelviechnics or diw.'cnil‘\‘in;eL tzv :{:;”: EElCS
SeS, c 1erits of this reorpanizati A e
et sy The ¢ his rec rpanization are beyo sCOpe
e L llfl}.. The changes will not, however, salve 1l v e
Firal [ now faced by our systent, Thev are N e three rekaied
“ratly how to attract or fick onlic
3 attract a better field of ¢ i
oot of Bieh cali ol applicants from whic celee
peaple qimpﬁ!l L:l'lfbl'(‘ for secondary school academic 1(‘1&:;:1':1 u{‘lﬂll“t
great many l;uﬁtcnltg_ t.L; lh.rm\‘ in the sponge in cmu]wrchcmi\-c‘; *h T LE“
does not mean th iﬂ: 1L~r'~ of high academic calibre will be nee ; ; l}|‘-_ﬂ
Y ;\ at they all have 1o be cducated in traditional Hed. This
s. As was argued earlier, th ‘ \ o
N d i r. the need for a greater vocation bi
showd. _”]1:\[131:3nc.‘tm]\l_v a howering of intetlectual «tnnd;‘::ftmll;'l e
ﬂ“_m“c&.a much{‘[:ftl‘f the case. Only good woulkd resuft if ;chu.o[s
atracied @ much ‘}'g er proportion of sivth form teachers \\.h we initi
e ). ]< neineers, accountants - even doctors and | o nitiad
con . ’ o H aAwWwve
e ek n(ﬂ!;:}f}d}m to recruit estra feachers in shortage sulyj o e
e m. 1 1as a long-term need. The present !u;’-“ ' f.ll_t[" o
. coupled with exbortations, has no chance of ;t:h- ail'“‘
g ceeeding.
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inisnum standards of entry into teacher training urgently

e GCE 'O 1 evels is much 100 low a standard,

1 a good personality who intend only to teach

ts to the importance of a good foundation
1. Al this stage, the new methods being
nerate into ptaying about
ds of inteltectual rigour.

Thirdly, m
need to be raised. Fiv
even for students witt
infants, All the evidence poin
in the infud and junior schoo
introduced from the collepes can quickly dege

unless the teachers, themselves, apply standar
e educational ctandards of intending primary school teacherts is lower

than in France where the fnstitefelrs must pass the haccalauréat before
ctarting their two-year training in the scoles normales. similarly,
German elementary school teachers must pass the Abitur before starting
heir training. There is no doubt that, in some subjects, notably
mathematics and languages, the German lower schiool teachers are much
hetter qualified than their Fnglish equivalents. Those intending o teach
in the Gymnasiti have a truly formidable programme of five to ten
years subject spccialimtion after the Abitur, followed by two Refendar
vears of practical training in school.

¢ best way of improving

The Nritish shonld, therefore, ask whether th
recruitment to teaching would not he to make entry more difficult by

raising the academic minima. An inisistence on two GCE ‘A’ Levels
and five 'O’ Levels including inathematics and preferably 2 science and
a language might, even in the short-ternt, have a better effect on
rectuitent than is often assuted. 1t might merely wean that those
wishing to beeome teachers would have to work harder at school in
order 1o gualify. 1t is not sufficiently recagnized that most yourngsters
are attracted to professians which are difficult to enter, partly for no
other reason than that they are difficult. Teenagers want to aceept &
chatienge and they asspine that any prafession which is difficuit 10 get
into is worthwhile. The present fecling amongst many recruits that
feaching is 2 last-resort profession, depresses the marale of those who
reatly do want to teach, The dramatically lowered demand for teachers
will, in the nest fow years, provide an exceltent ppportunity to raise
entry standards. Reeruitment of good praduates could be simifarly
improved by introducing additional competitton for higher pay and
Hus. Al present, extra pay is offered 1o graduates and good honours
< hut this, in itself. does not provide the incentive which is
needed, The real need is to introduce extra rewards and status to those
who are prepated to compete for them after they graduate. A
comprtitive dipfoma carrying extra calary points and status would
provide a method simitar to the French aprégé exams. The number of
ar subjects and

aw ards conld be refated to the demand for particul
would, therefore, provide a method of attracting mathematicians and

linguists. However, there are good argiments for avoiding the narrow
academicism shared by the aerded and the German Grmnasiui
teachers, High intellectual quality should he assessed alongside personal
¢ and the potential to be a good teacher, Those selecting for the
f the Civil Lervice already make such efforts to choose the

B H
prachuate

qualitie
op ranks ©
101




. i 1
) tes of parents, withou
, , . ' - s of industry and to the wisies -
right people through simulated assignments and a range of sophisticated policy, to the “‘;e?gﬁnmam o and sensible experiment. T? doﬁt:[l]i.!
tests. A similar procedure for selecting potential high-fliers in the destroying scnpr nd to articulate at national level the educa e
education service could do a great deal to enhance the prestige of the means must bt:i S“(’:“H e edstof the communpity at large, as OD_DOS? 0
profession. And it might, incidentally, do a lot to shake the one year i aspirations a['?.‘ trom the education system itself. The m-mo;qudition
Diploma of Education for graduates out of its present torpor, Methods those emana ing ted carlier, should be the means for thls_. .nd‘ tifvin '
may differ, but al least as much care should be taken to recruit men committee, -‘“‘gge;ﬁ\m‘qhou’m play a more vigorous part i 1 enll yineg
and women of calibre into teaching as is spent on picking bureaucrais, 1 the inspectorate { ders acting in clear contradiction to “““mml. o5 of
If larger mumbers of able people are to be attracted to teach in ' those ’f“lmo{;lﬂ r;:,cﬁ;cee;ary. gOVETIIONS, including the repre?C‘l‘llf;O‘:ide
comprehensive school sixth forms, much more aitention will be needed guidelines. 1:?1; hﬂérmcd of the discrepancies. This woultl b X wred
to ensure that they can do the kind of academic work which they want parents, shou q::blished check on whether a school was being stec
to do. The present tendency is to insist that graduate staff should teach at least, somct?; lc‘(t‘rcmiS(S- . Wlish 2
throughout the school to classes of mixed ability eleven-year-olds as into a tangen l y 1; of all schools should be required to pu s of the
well as to highly speciatized sixth form groups. Whatever the : in addition, Im.“ ene;al aims and philosophy as well as details nt
advantages of this development, there can be litile doubt that at least smtc‘mem of l:imr glhmis of teaching in their school, This stateme
some well qualified graduates either do not want, or are unsuited, to curricuium i‘,“: H;llltfed to parents, who should have a.smmt?:yw;m the
teach lower level classes. If such teachers canntol be accommodated, as should be dis t[ ecussing any points they wish to raise on it, N
they used o be in the sixth forms of grammar schools, they will not opportunity ‘;f concer‘llEd- In cases of serious dlsagfee“‘e“t\é"‘ (0 a
join the profession. In Holland and Germany, the traditional separation : head and Sm['t!ed e services of an arbitrator and, posmf fﬁe et
of academic children aged eleven and their teachers still persists. In ! should be enli by HMIs. Thus, while teachers wield many © 1d be
France and Sweden, the two countries which have changed to full‘ mspeciloﬂ Z e e,\;erciﬁd by the government, thFY shou ces
comprehensive schooling, teachers with a specifically academic bent can which, i E “m%}" ‘qli(}ns to open up discussion of t}}mr _purp(ir .k'm
still find a niche in the upper secondary schools, preparing for f under S”“ﬂl‘“ o 5:1gtgeslions would go as far in the direction © l;::l? in g
university entrance, while, in France the old A'eée stream still exists in None of { 1esi“a§le to the community as s the common prs!v':] France
the upper three grades of the comprehensive. It is, without question, teachers accou be said that the central bureaucracy i '

it muslt i wh
Eurone. hous? ¢ht national control, does not gve schools muc

desirable that young children in comprehensive schools should he P f our
to local wishes. A combination ot o\

exposed to higher qualified staff and, indeed, many graduates prefer to while exercising I

teach younger age groups, However, the abrupt ending of university scope for a f‘°;‘“"el.§?{:ﬁ?:3§h a much more rigorous “Pprmsfl.i dOf
expansion will nean that, in the next decade, many graduates of a more ' ‘0’:‘_‘1 “mh?m)-“m ‘1(1 effecti\'e checks by parents, could provice a
donnish caste of mind will be potentially available for school teaching. national direction ai

If schools fail to attract them because of a dogmalic egalitarianism, the hopeful compromisc.

consequences for Britain will be extremely serious,

The recruitment of good teachers is, thus, closely linked with the 4
consensus of values adopled by the profession which may, in the long :
term, have a profounder effect than government policy or the pay
structure.

This consensus plays much of the parl taken by explicit policy
direction in other countries, because of the non-interference policy of
the British government and the weakness and the internal divisions of
local authorities. But, precisely because it is a consensus and not a
policy, it is partly emotional, partly reasonable, partly incoherent and
only partly what the country requires. The major task of policy-makers
is now to influence this consensus and modify its operation, because
few people would wish to scrap all the advantages of local autonomy
and individual freedom and change to a thoroughgoing central system
like that in France or Sweden. Huge central bureauctacies have many
disadvantages of their own, as we are finding with the Health Service
and some of the nationalized corporations. '

The task, therefore, is to make the system more responsive to national 103
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{ leavers entering employment

Ounly 40 per cent of the schoo
People,

VI II A 't Syt N LY "
. [ [,(,l b(.ll()()llrl() —_ Colle e provided.
UI . e = g b : could expeel training (Vocational Preparation Jor Young
]IVGI S1 l_}’ a [l(l \M()lvl ' Training Services Agency Discussion Paper, 1975).
< Mr. John Cassells, the agency’s chief executive, estimates that in

CGermany, 90 per cent of school leavers enter an apprenticeship with

prescribed standards © pulsory day release for study

at technical colieges. n a paper to the British Association for

Conunercial and Industrial Education {December 1975) he said:

1n Sweden, only ten per cent of youngsters fail to enter &
voeationad education course, the relevance of which to the

world of work is oftent guaranteed by the fact that the
by the employets’ arganizafions. I

syllabuses are provided

France, there is something of the same story.
The consequence of Britain’s improvident treatment of future
manpower has Peen a continuons shortage of skilled workers since the
war. As the Manpower Services Commission said in its first report for

1975-76:
pPractically every analysis of the labour market undertaken
inted out that, even when the genera

since 1945 has pail
demand for labour hins heen relatively low, acute shortages

af patticular skills have persisted and that tlese have

{ training and com

! Ilhtny, ai[e[ ten or twe sedls Oi Ed‘llCdlIOll the lEEl!dgEI EIllelgCS,
L]
l(!()killg f(" a J(lb. HIIS 15 \\]IE‘II Empl(HCIS fl“d out WIIEHIEI the
YOt &Ster has l.f.’e” ‘tdequ‘HE!* I”c’-’(“Cd ‘“i(l “hc“ lhc young lll’phc‘““
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retarded economic growth.

gsters aged 16-19,

that of the 600,000 French youn
o-thirds had some

for jobs in the swnmer of 1975, tw

1 or technical training.
ernmients has been to try toO increase
government agency or By incentives
Boards were established with a

It is worth noting
wha were tooking
kind of professiona

The answer of successive gov
training for specific skills by direct

to industry, The government Training
levy svstem designed to encourage firms to train their recruits properly.

This system led to an increase in the number of training places but has
not been able to meel the need for imaginative training for the future
needs of the couttry. This is because the training in large numbers of
individual firms is variable and often poor while, at the same time, the
bigger firms have heen refuctant 10 train more youngsters than they
foresce they will need themselves.
Then, in 1972, 3 national Training Opportunities Scheme was taunched
which aimed to provide @ network of courses (mainly in technical
colleges and Govermment Skill Centres) of up to a year in the skills
needed by the economy. The target was to train 100,000 people pef
year, as soom as possible. The following year, the independent Training
Services Agency was established and, in 1974, the Manpower Services
Contmission was formally established to try to promote a better maltch
petween the needs of industry and the training provided.

‘A lot of the past emphasis of gavernment training schemes has been
on the re-training of aduits who have heen thrown out of their jobs of
who need to learn new skitts, But, increasingly, attention is being turned

an to the schools to ask what they are doing to fit teenagers for their

first jobs, especially now that they keep them untit age 16.
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The re H
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oo e tea.c o 1crsf elieve Ehat the schools should concentrate on
weiling and mathema[:g o lh_e basic groundwork of reading, clear
Mcomaatibie Tor ihe llcs. It is sometime argued that these a’ims may b
experience shows th teals't able youngsters. On the ofher hand, ai -
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wn in Europe, although it still persists in mmfy sc){lools
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Btions i o 10 p!rcn ide a range of educational-work
coutrtry has a col 1ofe teenage group. At the mement, no
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RN ? ires co-operation beotween education

» emplovers and trade unions in order that the
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aptions, especially vocational ones, can be formulated.
Pupils who combine school with work should have the
opportunity to combing courses of general education with
vocational ones, so that the option of access to higher
levels of education, al & fater stage, is preserved and so that
they can adapt their vocationat skills as cconoimic struciures
and technological change in future. Those who opt for
general courses of upper secondary ecucation, should spend
part of their time getting practical experience relevant to
their academic work, “This is not a proposal that employing
institutions should turn themselves into schools. On the
ofher hand, there can be littte doubt that well-concelved
practical experience in the professions, industry, cominerce,
administration or social service can have & profoun
pedagogic value for young people, for the simple reason

that human learning, as distinet from animal learning, is 2

diatogue between concept and practice.
A fundamental redefinition of the poundary belween education and

training is patticutarly needed in Britain, not merely o introduce a
more practical element into schooting but to convince those running
training courses of the need for a continuing element of general

education.

In Burope, the importance of vocationai training has generally been
better recognized than in Britain, although the training which produces
skilled craftsmen varies greatly from country to country. The main
difference is that, in some countries, like Germany, the emphasis has
heen on company apprenticeship schemes with day release 0 technical
colleges, whereas France has, traditionally, relied upon government
sponsored off-the-job training. Both countries are, however, moving
towards a more compromise sysiem. In Sweden, the majority of pupils
pow stay on in the upper secondary schoot for institutionalized training,
usually fasting two years, However, efforts are being made to increase
the direct links with industry and particularly the extent to which people
alternate jobs with training, at least in their early careers. Continental
experience all points to the fact that neither college-based nor company-
based training schemes caty, on its own, cope with the whole range of
training needs, College training can become too unrealistic and out of
tauch with the precise needs of firms, whilst exclusively company-based
apprenticeships can be narrow in themselves and, inevitably, have little
regard for the jong-term manpaower needs of the economy. The answer
in Holland has been to start general technical training at a very early
age, in special technical schools which pupils join straight after their
primary school. An aspiring carpenter will, for example, start general
technical subjects at the age of 1welve-plus, at the elementary technical
school. He takes a three year course, of which two-thirds of the first
vear is spemt in general education but a third of the time is spent on
woodworking and other general crafts, After the first ‘orientation’ year,

the pupil proceeds to more specialized courses where half the studtes are

general and half are practical. In the third year, the carpenter will
speciatize still further in, say, joinery of cabinet making, After school,
the pupil signs an apprenticeship agreement which includes theoretical
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schoot training {one day a week, increased in August 1975 to two days a
week). This system has, undoubtedly produced excellent craftsmen and
has probably contributed to the havd working characteristics of the
people. It is wrong to assume that the efficiency of their docks, ship
repairers and other enterprises is the result merely of an in-built
industriousness. After all, the British are historically an industrious
nation too, The education and training of young people must mould, as
well as reflect, the character of the adult workforee,

A similar observation can be made about the German efficiency in
training young people which was given urgency after (he last War,
parallel to the enormous drive for industrial regeneration, The result
was the development of the unigie dual system which, at one time, was
the envy of the world and continues to supply industiry and commerce
with highly trained personuel (Germany, OECD, 1972}, This system
provided between a day a week schooling in Bernfscfuuile or vocational
school, coupled with a very thorough apprenticeship controlled by
various industrial and commercial organizations and the Federal
Ministry of Labour and Social Affairs. The factory floor training
follows detailed schemes and is enforced by an examination system.
This system, though more comprehensive and more efficient than the
British apprenticeship scheines, is iow coming under similar eriticis of
narrowness and fragmentation. Efforts are therefore being made in
several Ldnder (provinces) to introduce a pre-apprenticeship vear of
general technical training to prepare apprentices for a world in which
particular skifls can gquickly become obsolete,

The Federal Government's pamphlet Aktionsprogranune: Beruffiche
Bildung (1970) which followed ilie Vocational Training Act
{Berufbildungsgesetz} of 1969, explains the new perspective:

The Federal Government has placed training polcy at the

head of infernat reforms. Vocational {raining is an essential

part of the total education system. For this reason, it has

been declared to be part of the public responsibility on the

same footing as general education. Voeational training
must not be the stepchild of education policy and must not
lag behind schools and high schaol reforms, For decades, it
has been regarded as the self-administered task of industry,

The Gosernment appreciates the training achievements of
industry. Today, however, the same vecationad, political
and pedagogic principles must apply to pupils, students and
trainees alike.

The thoroughness of the German system of training can be estimated
from the fact that, in 1972, there were 535 separately registered
occupations for each of which a detailed training scliedule has been
drawn up for implementation by individual firms, {Vecetional Training
in the EFC, BACIE, 1972), The training profile for an Assistant
Swimming Pool Superintendent, for example, runs to three closely

-printed pages covering safety, lifesaving and detailed schedules of the
type of supervision and instruction which he is expected to master in the
two-and-a-half year course, With hindsight, a strong case can be
advanced that the money spent raising the school-teaving age to 16 in
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:\é&e&ﬂl&wﬁz gducatmn act increased the number of
com pupi!sngc;a];s frolm seven to nine, the assumption was
knowledige. Unfortunately, Inseatiamiin i"”%i?""‘ e
international basis seem 10 show thgtl?ln's er the

A ; S either
s;sg:g;p;:!onvgf high correlatlon nor the one ofﬂ;ieneari!y
comes evg; ere c[gse to being correct. Pupils who go to
e nppca);- st::)c?n cfgy or every second term for seven
Jears appear eénn just as much as those who are in
ke pae ery 1ay e_md every term during the period
e polint i élmp y this: exposure to education beyond ;1. ’
certain levet }(!aes not have the effect that we are inclined to
ascribe ot ere t:‘1gam, the law of diminishing returns
Projec fo tho Evaluation of Bducationa Amrirmanotal
show that [ow motivated pupil ad to fower the
Shi uat low ! ; pupils even tend (o lower their
S orements S,C;og ;;;f}tga.nce, science during the ninth year

Profe ’ :
poiicysiic!’; :—slu;g:: ts:h\'.fa::mng should be particularly heeded by British
to everyone u’p to th: aim of giving a broadly similar general education
Sweden than in an t?ge of 16 has been more completely realized in
of believing that my other We:st European country. The blind orthodo
its type, and that agrl:: educanqn must be a good thing, irrespective ofxy
already led Britain slract studies are superior to useful training, has
beginning to gra ;a ong way down the same path. The Swedes are
confined o (be n?ﬂ e Wll.ll realities which, in Britain, are still large!
Swedish Govermm::l"”ﬂg of stalfroom dissidents. In April 1976ythe
the four year commi proposed a series of reforms to schoals, based o
A Bill before P arlia:igosl on schooling and work (skolans inre arbete) !
county and local autt nt proposes a series of planninig councils in ever
working life. The cm:or'l!l) area tq mprove contacts between school anfi
labour f‘mplé:ymcm neils would include representatives from school
expected (o help i a.gfnctes: frmploycrs and trade unions, They are >
the present schgmg giving tuition on employment and careers includin
pertod during their lfl'ndir which senior pupils work full-time fora -
that trade unions sht;ﬁ?d :;gllr, a? part of their studies. The Bill suggests

careers guidance. p schools and proposes improved forms of
Througho it ; .

is almost bé'f.fd"Iﬁ‘}Z‘n‘iJiI?Zf"‘“"‘-f-! evident that conventional schooling

l(;fttinterest in what is ol‘fc-red.Cerlam gropp of older pupils who have

et sot ; Lo

after the‘;eh‘;ig‘;if;tpgpl!s are preparing to resume their studies later
engage in a frenetic :earc?xﬂtsc;r'r ‘?ﬁnd(it;gt?r . [?at school teachers wil
r 3 : ‘ations’ to mak renti
altoget} . ure pupils who really want somethi
conenption I}’zdou"hl‘escape from this blind alley, must bee;hrigﬁ-else
school, college anccla fﬂn’and Lraining as a unified process including
for the world of wo“korkl. Preparations for apprenticeship, or at least
education should contin tould start earlier in school life but general
ould continue after the teenager has left school %)y ;:;
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release courses or apprenticeship schools, run in the larger companies.

Almost certainty, national policy will be seeded which comprehends
the major interests — schools, colleges, trade unions, employers and the
training bodies. To forge a comnion policy out of alt these different
interests will be a formidable task, but a highly important one. To work
out training policies for the 16 to 19 age group, as the present
government is attempting, is not enough. Integration of training with
school poticies is also needed, so that careers guidance and vocational
preparation can start effectively at the age of 13 or even younger.

If this is to be done, arguments about the need for more equality of
opportunity must be taken seriously, for vocational training will simply
fail to be accepted in schools if it is seen as a way of condemning
school drop-outs to an inferior sacial position,

The answer must be to preserve and strengthen the alternative routes
and ‘second chances’ which are, aiready, quite strongly buiit into our
system — certainly much more than in France or Germany.

The success of the Open University has demonstrated, impressively,
that many people are prepared to work extraordinarily hard, in their

own time, to gain extra qualifications and that early failure in the

education system may not be a batrier to later success. The principle of
ds to be extended to teenagers and young adulis

a second chance nee
whe, having trained for a specific vocation, discover an interest and
ability for further general study. The technical colleges already do a

good job to help them, but the fack of day release opportunities for
many youngeters is often a barrier to further study. Sweden, the
Netherlands and Germany all have better arrangements for day release
than we do, with systems of part time education for everybody up to
the age of 18, In France, an attempt to promote further training
amongst the work-force was made in 1972 when a new law obliged
firms to spead up to 2 per cent of their wage bill on training and give
every employee the right to training.

The system is analagous (o the levies imposed by the Industrial
Training Boards in Britain but the main difference is that it aims to
improve the training of the established work force rather than that of
new entrants. The system has worked reasonably well but it is open to
abuse. Trade unions have complained that the money is sometimses used
for glorified holidays for executives on ‘study courses’ abroad, rather
than for training workers. Nevertheless, the scheme shows a seriousness
of purpose about adult or continuing education which is lacking in

Britain.
One of the most importa
education, training and working life,

interchange between school and colle
commerce and the professions. Thus, more teachers should go into

industry, not merely for sherry with the personnel manager, but to take
part in the practical training of adutt and apprentice waorkers, Similarly,
schools should become more open (o people from industry and the
professions who may be able to contribute to pupils’ wider educational
it

at benefits in lowering the fences between
shoutd be to promote greater
ge teachers and people in industry,
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better CO-Ope‘ralio[ e 3‘ rer hand, those who pin their hopes, merely on
govermment | ’ and understanding, are naively optimistic. A stron
ent lead would be welcomed by many teachers and emp!o),Ersg

University and College
C{J;\l:l‘);{(iil)szzussmn of the relationship between the worlds of work and
e ';ocic(l; i?:usi t_al;e account of the responsiveness of higher cdication
cm;centriiioﬁr ainly, th‘erc is a w!dcspread feeling that the universities®
inappm[;riate I(::l esottt'_ric arcadcmlc studies has given many students aln
: eparation for the lives they will | ‘
claims of practical educati | e o fonl ot the
ims ¢ actics cation have to be balanced i
universities’ assertion that ‘thei e o e
ass at their real purpose is tl i
knowledge: or al : purpose is the pursuit of
' ernatively, that the traini i
ke 3 ¥, . aining of students’ minds
whlil'ths Ec;fi:hm}lg_hf is much more important than the subject area sannd
e c;;f ;:EI\Ed{ F'!owcver. the traditional argument that the study
o ireck can p develop lllle mental power needed in, say, a top civil
servan cie\-]e]ra;?fﬁri cl:m E}wg inverted. It may simply be that someone
gh to shine at Greek is clev ! :
e at : er enough lo run a
mi;z{::i}:f\r‘lt. TJ:{e Sh.ldy of a difficult practical subject at & university
pght " ¢ made him an even better manager. This argument w'l.< f}Ji‘
univer'?ll or;}anc_c when only an elite of 2 or 3 per cent went to -
hve {t:é‘elnt ultnmi;_;gaf: (la}f mass higher education, the question is much
gent. - e proportion of school leavers § .
mote e ! . ool leavers in Engla
f“mm'\:l;;. s;srnl%n(in ‘to tde]gree courses had risen to 6.5 per ccntgwl!:i(:e a
. started training to be teacl . ‘
of the aes v we eachers. Overall, 20 per cent
A 3] on to so
(LS 1975t me form of further study after school,
Alt i Lo
[hcr{i‘g}:ﬁhbm;‘lt\ ?rsﬂ,\ expansion is now declining due to lack of money
hete ¢ ‘thate rl tlf doubt that the long term demand in Britain will >
jollow tha t(!}]ea o't.h?r advai}ccd industrial nations for a cortinuin
Dol i F(ﬁig:\-tiiigntlg l!gﬁ?e&’?(?hc'ation. The establishment ofgthe
} ' » White Paper, A P/, ?
B per, an for Poly
and o :1 [:; :{Eﬁi!egets {C i\INl') 30q&) was a recognition offthe neéd!i;hmcs
studenh: mcte- ezpanslon inte institutions which would tend to develo
" clcarhctﬁt; ical competence rather than the pursuit of pure learni g
Cro ;n rt:::lltpof ;he:r‘;ole was made by the late Mr An[hm;y e
sl s speech at Woolwich in Apri i
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mantles of universities and he said that few were showing signs of
filling the function for which they were created.

The difficulty is that, in spite of a strong consensus emerging amongst
politicians and administrators about the need for more practically
orientated degrees and close links with the community in polytechnics,
no offective means has been created for articulating a national policy
for the whole of higher education or for enforcing it at local level.

The Department of Education’s and the Secretary of State's powers
over higher education policy are extremely limited — as indeed they are
over most other sorts of education.

Universities jealously guard their independence a
bulk of their money comes from the public purse,
from public control by the University Grants Committee. Polytechnics,
on the other hand, are financed by an absurd system of pooling, which
is a national fund created from local authority finances, part of which
come from the national government in the first place. This has ledtoa
range of fiscal absurdities and great difficulty in exerting financial
discipline over institutions; for controiling authorities are, in effect,
spending other people’s moncy, More important, the fragmentation of
control in the local authority: sector and the pulf which separates it from
uitiversities, has made the development of public policy extremely

difficuit.
To some extent, the system is self-regulat

are competing for students. The polytechnics, particutarly, have been
under pressure 10 provide courses which will, at the same time, attract
students and lead to a career at the end of the course. The provision of
courses has been further regulated by the need to secure approval from
the Council for National Academic Awards for all new degrees, by the
veto which the Department of Education and Science can exercise over
courses which do not attract enough applicants and by central control
over new capital projects. However, a new nationai organization is now
needed to administer the higher education sector as 2 whole. For this
pupose, a Higher Education Grants Committee was proposed by the
Education and Arts Sub-Committee of Parliamentary Fxpenditure
Committee (1972). But the proposal was rejected on the grounds that a
body administering some 550 institutions, if further education were
included, would be too cumbersome. Undoubtedly, there are
difficulties, but they are difficulties which have been overcome in other
European countries where universities and colleges are controlled
centrally or, in the case of Germany, regionally, .
The importance of central planning was convincingly argued by the
Carnegie Commission, which produced 22 reporls on higher education

in the USA. It said, in 1971:
In its broadest sense, statewide planning must first be
concerned with sets of goals: the economic and the social
goals of the state, the goals of the education system and its
institutions, the goats of individuals within the system and
the interaction among these sets of goals.

nd, even though the
they are cushioned

ing, because all institutions
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In Continental Europe, the importance of cemtral planning for higher
education has been thoroughly recognized. In France, a complete re-
organization of the university system took place in 1968 through the
Orientation Law. Germany and the Netherlands have also introduced
laws governing the universities in 1970, and all three countries have
made attempls, in the last few years, to draw up comprehensive plans
for the Tuture of higher education. The most spectacular planning
atfempt was made by the Swedish U 68 Commission on Higher
Education (1973) which attempted to relate higher studies fairly closely
to forecasts of future manpower needs and to produce a detailed plan
which would relate the different institutions throughout the country,
The U 68 Comntission caleulated the requirements for 12 occupational
groups and, on the basis of these figures, suggested the number of
places which should be made available in different sectors of higher
education. The Commission admitted that great caution is needed in
making manpower predictions and, frequently stressed the high margins
of possible error. However, the Swedes believe, unlike the British, that
a reasonable estimate is better than none at all. In Sweden, as in other
European countries, university and college staffs are civil servants and,
consequently they have'never had the autonomy which their opposite
numbers in Britain enjoy. A greater distinction is made between the
academic freedom required for research and the freedomn to design
courses, which is clearly circumseribed. The U 68 report, for example,
said that each higher education institution should have a planning
committee for each occupationai sector, only a third of whose members
should be teaching staff, a third should be students and a third from
occupational life. These committees should have powers to establish
syllabuses, to review the content, organization and capacity of courses
and to draft guidelines for educational and vocational guidance.

The public interest in higher education should be further strengthened,
U} 68 =aid, by the creation of area boards on which six out of the ten
members should represent public interests.

Clearly, a good case can be made against too much bureaucratic
control of higher education. It can be repressive and wiimaginative and
result in very dull courses, as has happened in France. Alternatively, lay
representatives on course conumitiees may be narrow and philistine in
their approach. A manpower planning approach is also open to
objections not merely that the planners will get their fipures wrong, but
that the students will be dragooned into courses which they do not want
to study which may not, afler all, lead to a job and which will restrict
their opportunities of finding ahernative employment.

However, these difficulties should not blind us to the need for a more
rational approach to higher education planning and, particularly, to
increasing the vocational content of courses for those students who
want them. All the current evidence points to the fact that very many
students prefer to study for degrees which are directly related to a
profession.

The latest figures from the Universities Central Council on
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IX. Summary and Conclusion
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education in Britain is now generally recognized. Provision is strikingly
inferior to that in Sweden, Germany or Holland — countries which
have taken this aspect of education more seriously than we have for
many years, The integration of technical and academic education in the
Swedish upper secondary schools, should be an important example to
us.

Sa should the dual apprentice training in Germany, provided by
individual companies, but reguiated nationally. At the same time, we
need to consider the desirability of introducing more practical subjects

to pupils below the age of 16, as the Dutch have done for years,
of highty specialized vocational schools

However, the Duich system

would be neither practicable nor desirable in this country. The solution
should be a more integrated concept of general secondary education in
which the vocational, the liberal and the personal elements were
combined,

These criticisms highlight the almost total absence of controt over
what goes on in British scheols and the loose attitude to standards of
all but the abler pupils who take GCE. The degree 10 which the state
and tocal authorities have shuffled off responsibility is unique in
Europe. The extensive freedom of teachers, coupled with new methods
of teaching, comprehensive re-organization and the political pressure
for equality, have all taken place at the expense of preparing pupils for
jobs, This irend has been further accentuated by the tendency, in an age
of increasing prosperity, to se¢ education more as a consumption of
wealth than as an essential process in its generation.

Thus, in many teachers® minds, schooling has become identified with
the idea of improving pupils’ taste, imagination and powers of thinking
rather than equipping them with useful skills and knowledge or making
them disciplined members of society, They have atmed to extend the
cultural and intellectual development previously reserved for any clite,
to a much wider public.

These aims are laudable but they have been purstted (oo much at the
expense of the practical demands of society. And the teaching
profession has been too stow to develop subjects like navigation,
forticubiure and business economics which could provide an intellectual
challenge to a wide range of pupils as well as being specifically useful to
a minority. Curricula have also not combined enongh practical subjects
with these more acadentic or cultural, Hke literature, history and social
science. I the haphazard devetopment of school courses is allowed 0
continue without the discipline of a nationat policy, the gulf between
school and working life is likely to increase. On the other hand, a
retreatl 10 NArrow vocational training would, besides being unpopular,
fail 1o meet the changing needs of technology which demands flexible
rather than specific skills from the work force. A new integrated
approach to academic and practical learning for the clever, as ™ el as

the duller pupils, should therefore be given a high priority. It is change
which would be of more fundamental importance ta children’s

education than the argument about physical integration into
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However, this devolution has increasing disadvantages which run
parallel to some of the long-term problems facing Britain. Firstly, the
financing of cducation must, inevitably, becomne more and more a
matter for public national policy as schools and colleges conswme an
inereasing share of the nation’s wealth. Recently, the Layfield
Committee on British locai authority finance underlined the
unsatisfactory consequences of allowing authorities to spend money —

a large proportion of whiclt they do not have the responsibility of
raising, This is why, in Germany, the central government has taken an
increasing interest in cducation, particuiarly in higher education and
why, in Britain, the Department of Education and Science has assutned
powers of veto over almost all educational spending.

The second, and possibly more important reason for the developing
interest of central gavernment is that the regional divisions in European
countries are rapidly breaking up. People change jobs, whole families
move house — perhaps two ot three times —— whilst children are
growing up, Faster travel, increased car ownership, television and
newspapers all contribute to the break-up of regional euitures. The
German public has demanded a full equivalence of certificates and
school organization so that families can move with the minimum of
disturbance to their children. ‘This demand for a regional equality has
bren the main fulcrum through which the Federal Education Ministry
has exerted leverage on the [ander governments, Even school curricula
ihe traditional responsibility of the Linder, are now being brougiht
closely into line by national negotiations.

[n some ways, the British government has wielded stronger powers {0
promote uniformity but this had been mainly restricted to the resources
of stafl and buildings. Thus, the quota system has ensured a rough
equality of school staffing throughout the country, whilst building
allocations and the conditions imposed on lacal authorities applying for
loan sanction, have done the same for bricks and morlar.

A theme of this study has been the striking contrast belween Britain
and Europe in the lack of central direction over the organization and
curricutum of schools, The famous 1944 Education Act did try to
impose & uniform structure with, for example, a definition of only two
types of aliowable schools — primary and secondary. After 1964, the
development of middle schools was allowed and the result has been a
veritable chaos of change-over dates. Childresn can now be found
changing to a different type of school at age 8, 9, 11, 12, 13, 14 and 16
in different parts of the country and tltis list leaves out the important
change at age 7 from infant to junior school, Not all children will make
these changes, of course, but the effect on a child whose parents happen
to make a few unlucky moves may be highly disturbing especially as the
curriculum in a middle school may be significantly different from that
in a nearby secondary school. Moreover, the lack of central or local
control over the school curriculum may mean that a child who moves
schoo! may have to cope with radically different styles of teaching as
well as a changed content in his lessons.
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On curricular matters, ministers have simply chosen to abandon the
influence which they formerly exercised and which they could, in
theory, resume at any time they wished. As Dr, Karl Roloffs, head of
planning at the Gerinan Federal Ministry of Education, remarked:

I T hadd the HMIs, 1 would control the system,
i delines which included an

The HMISs used to issue curricular gui
ted of schools. But they no

indication of standards which were expec
eded this task to the Schools Councit in

longer do so. The inspectorate ¢

the optimistic hope that serving teachers would identify the needs of the
schools. But, for reasons already summarized, the Council failed, even
with a multi-milion pound budget to formulate, let alone disseminate,
ols. 1n default of such

clear and generally accepied aims for our scho
has been forced {o set up an Assessment

work, the present Government
and Performance Unit within the Department of Education o try to
work out an acceptable basis for measuring standards, particularly in

primary schools.
The pace of this work is, however, disappointingly slow and thereis a

danger that the simple practical issue of trying to ensure that children
are learning the basic skills ef fectively may be obscured in a Utopian
search for perfect tests. Researchers now want to measure whole
batteries of retated skills centering round old-fashioned concepts of
reading, writing and arithmetic. However desirable improved lests may
be, the search for them may prove to be a political red herring.

An over-sophisticated test may provide too many loopholes for the
[azy, the inefficient or the sentimental teacher. And the instruments
needed by skilled researchers may be inadequate for ensuring that
children make progress and for reassuring parents, Even as an
instrument for national sampling, tests which measure a dozen or more

related skills will provide material for endless dispute. I, for example,
the results seem to show a decline in the standard of arithmetic, it will
always be open for teachers to point out some other ability, like spatial
relationships, where standards may have improved. We witl then merely
have quantified the confusion which already exists between standards
and objectives, How can the teachers possibly produce consistent
standards if they are not given clear guidance about what they are to
produce them in?

This confusion has no parallel in any other European couniry, where
objectives, as weli as the standards, are more of less clearly defined as

Germany, Holland and Sweden is to

public policy. The trend in France,
give teachers greater freedom over matters of instruction but these

countries have not chosen to emulate the tombola of objectives which
our free enterprise teachers provide.
The diversity of aims and methods would not matter if the results had
produced a general confidence amongst the public. Sych confidence did
exist during the early 1960s and, in some cases, it reached an atmost
Panglossian euphoria. Tt has now been replaced by acute anxieties
described in the introduction of this study and elsewhere, Public
concern about the effect of progressive teaching was recently given the
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most striking confirmation by the research findings of Dr. Neville
Bennett of Lancaster University {chapter 3}. This report marks a turn of
the tide which was running in the 1960s when the Plowden Report
(Children and their Primary Schools, 1967) sang the virtues of
progressive teaching without giving nearly enough attention to its
dangers.

The Plowden report and the general optimism which pervaded it was
the product of a consensus between educationists in both parties, the
main teachers’ unions and the press correspondents around a somewhat
left of centre progressive ideal. Cash was flowing, class sizes were
steadily falling and higher education was starting ils biggest boom in
history. Above all, the intellectuals were advaneing a cornucopia of new
jdeas and techniques for improving school teaching.

They included: fanguage laboratories, new ‘audio visual' techniques
for teaching French in primary schools, the ‘learn as you play’ ideas for
teaching maths and other subjects in primary schools, the project
method, the integrated day, vertical grouping {putting two or three
primary school age groups together), open plan classrooms — all these
innovations had their passionate advocates,

In secondary schools, thera was e new maths, Nuffield Science, a
plethora of new integrated courses, a new exam (the CSE) for less able
children; a new involvement by teachers in the planving of coutses and
the running of exams — hailed as the loosening of the straight-jacket;
the disappearance of the much-disliked H-plus and the entry of
comprehensive schools under the slogan ‘grammar schools for all’, And
to crown it all, there was the raising of the school teaving age to 16,
universally supported as a milestone in the fiistory of compulsory
education.

The intractable problem of children in the slums was to be tackled by
A bipartisan policy to provide ‘positive discrimination’ and to break the
‘cycle of deprivation’. And to underpin all these efforts was the re-
improvement of the education of teachers. The new three year courses
for teachers heralded the all-graduate profession,

It is hardly surprising that many distinguished educationists and
commentators viewed these new horizons, like stout Cortez, with wild
surmise of wonder and optimism. Mosit of those hopes have now
crinmnbled. The problems have proved more intractable than was
expected, the solutions more limited and the capacities of teachers
sometimes inadequate to meet the new demands made upon them. it
would be wrong, however, to lurch from over-optimism to excessive
despair. The important lesson to be relearned is that educational
progress is inevitably slow, Bright ideas and new technology cannot
outrus the abilities of teachers. We have discovered that improved
methads, badly applied, are often worse than the traditional techniques
they replaced.

We should not forget that the major reforms in Sweden were
accompanied by a much greater research effort and, more important, a
huge increase in spending. Even under such favourable conditions, the
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much-prized freedom of schools to exercise their own initiative and
enterprise.

The measures would, undoubtedly, provoke opposition from the
organized teachers’ unions but they would not essentially be more than
an administrative effort to tighten up the present system, to make
present practices explicit and to make them more efficient,

In addition, we need to give national thought to ihe long-term aims of
the education service and to the policy implications of curriculum
changes which are taking place or which may be needed in the future,
Some of these issues involve fundamental political questions about the
nature and ambitions of present day society. It is important that they
should be carefully formulated even if they cannot all be resolved. In
ali other European countries, these questions are recognized to be
political in the widest sense and they are the subject of decisions by
governments in consultation with outside bodies. In Britain, no body
exists for the public discussion of these questions of the overall balance
and aims of schooling — except the Schools Council, which cannot
properly consider the wider national context. The Schools Council
shouid, therefore, be phased out in favour of a new advisory council
with a more general brief to Tormulate advice to the minister on
educational issues. Teachers should have a significant but minority
voice on the new council which should represent as wide a spectrum of
public interests as possible, including the political parties and local
authorities,

The council should be able to stand back from the educational scene to
assess the long-term jmplications of policies or lack of them, and
particularly to consider their effects on economic progress, It should
undertake similar planning exercises to those of the Swedish Beard of
Education and it should take steps to ensure that the broad projections
of the Manpower Services Commission are, al least, taken into account
in the planning of school curricula and educational developments, The
other main topics which should lie before the Advisory Committee and,
of course, the Department of Education are:

. A major re-think about the proper balance between theoretical
studies and the practical or vocational. it should make suggestions for
introducing cleverer pupils to vocational options in the sixth forms or
even earlier. The distinction between sehool work and apprenticeship
training should be much less sharp than at present, The commitice
should advise on ways of integrating the two phases in a teenager's life
and to increase part time education after school leaving,

2. Much closer integration in the upper secondary schools and the
technical colleges is needed. The commitiee should review experiments
in linked courses and advise on possible changes of the law 1o allow
pupils to spend all, or part, of their last two vears of compulsory
schooling in coliege.

3. A major review of the advantages of different forms of
comprehensive schools should be undertaken, with special attention to

124

methods of internal s'elec
desirability of fol.lowmg
secondary schooling (after age

sidered as a way of im ndards,
ﬁ;ifiﬂgybgazr use of scarce specialist teachers and atiracting
teachers of high academic calibr

a minimum the diversity of ch

iti Aing down of th
authorities. A slowing d
schooling is needed until these pro

thought ow.

4. The desirability
resonably able children shou
certificate to encourage a wi
be considered, espccm}iy as tt
Level, the policy imphcat{ons
three minor and two specia

tion for different iines of study. The
Continenial practic

of insisting on a comm

t :
hou:;i l;g:é;%jegf }(IBCE. 10’ Level subjects should

fist subjects should be considered

e of separating upper
arate sector, should be

i e
16) into a s pixth form standards,

f itnproving §

e. Bfforts should be r_nat.ie tc_J reduc{e to
ange-over ages for pupils in dif ferer} .

e pace of change to comprehensiv
blems have been more carefully

on core of studies for all
considered. An overall

s is the usual in Europe. At Atdvantc;d
of widening the spread of subjects

feasability studies. The

" )
i J he Schools Council’s present e
md;{(:?':ﬂe?(t)ir) aozift:rltcificatc of Extended Education for less able 17 ye
proposals

Ived until
olds and a commaon exam for all l16 yee:;-ol(c}ig ;:;3l:gp?§rselzieme
‘ re thor X i

it and the Government have ly e e ¢ in
b (t‘::::;}iclﬂniéde of the curriculum and the feasibility of integ I
yoca Tt 8

citni teges (1 & 2 above). e the
el e lg dﬁ(o!' making teachers accountable to the pare y
S 10 be ement of parent-teacher

: be explored, Encourag [ Jsions to
scnci{‘ueﬁfniolnay nged to be supplemented with statutory pro
associs

a) establish parents’ councils and

of appeal w ¢ ¥
d cannot obtain a suitabl

s must not be allowed to obstruct sc}ho?ls —‘oaf gilllicrmg
ibly in the form
fore. be needed, possibly in e,
nci Ity of teachers and lay
i ats council composed equall
;l‘ic;(;re’c;:ree%ll Z%Efertaors would be an alternative but probably less

i he right here they are dissatisfied with
b) give parents the TIg e er,

a school’s curriculum an

Noisy parent
process would, there

similar 10

effective method for safeguarding parents’ jnterests.

6. The establishment ©
the European pattern shou
i an
behaviour, attendance ar
results, 1t should be available to
powerful incentive for goo
The Government also need to ¢

f a nationa
1d be considered. 1
d non-academic achi

d behaviour in school,

p Ficate
1 school leaving cerhf.!ca ) Sl
Tt would give details of

evements, as well as exam

future employers and couid act as a

onsider two further measures w}uch
f a newly constituted advisory

would probably be outside the scope ©

commtittee. They are:
1. An immediate 1aiSINg of the s‘ta?darc'l Icswfacn::!t
profession, A minimum of two ‘A’ Leve

a language, shou

maths and either a science of

‘A" Levels should not

ry to the teaching )

five *0O Levels including
Id be the immediate go.al.
be considered unrealistic,

1n the longer run, three

125

e agas




or preferably two specialist ‘F* Levels and two or three subsidiary ‘N’ __
Levels, under the revised system. These stipulations would not by any
means be too high compared with the requirements of Continental
countries,

2. The establishment of a Higher Education Commission, to oversee all
institutions offering degree level courses. H should incorporate the
University Granis Committee, which could continue to exist under its
main umbrella, The functions of the Commission should be to
administer, finance and co-ordinate higher education policy as a whole,
It should consider, in general terms, the balance of available courses in
retation to expected national needs. It might need reserve powers to
compel institutions to change the balance of the courses they offered
but, initially, persnasion and financial pressure should be used, Detailed
suggestions for making universities and polytechnics more economical
will, almost certainly, have to be made but this vast topic is outside the
scope of this study.

The idea of a national council to advise the Education Secretary is
hardly novel for, under the 1944 Education Act, the Secretary of State
is required to have a Central Advisory Council. This council was active
untit 1966, when it was disbanded after finishing work on the Plowden
Report on Primary Schools.

It was atlowed to die for several reasons. The first was a dislike of the
slow pace with which it produced long and cumbersome reports. Second
the reports tended to study only one aspect of the service and,
therefore, to become blinkered or to fapse into special pleading. This
meant that they, inevitably, demanded extra money for improvements
which the Government could not necessarily afford. Thirdly, the
Plowden Report, in spite of its valuable descriptions of primary
schooling, gave a too uncritical endorsement to the progressive
consensus, [t was regarded as an encyclical by many teachers who were
encouraged to change their teaching methods faster than was efficient,
Lengthy reports like Lady Plowden's are apt to ‘discover’ a new
philosophy which turns out later to have been no more than part of the
endless cycle of fashions which pervade the education service.

So, after the Plowden Report, ministers preferred fo set up ad hoc
enquiries with a timited brief: Sir Lionel Russell on adult education: Sir
Alan (now Lord) Bullock on reading standards; Lord James on teacher
training and now, Tom Taylor on school matagement. Of these, the
James Report, was the only one to be lucid, straightforward and brief
(the Taylor committee is still sitting). Certainly, none of them has been
able to give the coherent long-term thought to the wider aims of the
education service.

There are, therefore, two choices. One is to leave the Central Advisory
Council in its grave and set up a completely new body. However, this
hardly secms necessary when the law already prescribes consnltations
which, in the words of Lord Butler in 1944, were intended *by reviewing
the position continually, to consider the whole question of what may be
taught to children®.
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