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SYNOPSIS

7KLVDUWLFOHGHVFULEHVDUHVHDUFKVWXG\FRPPLVVLRQHGE\D6FRWWLVK&RXQFLOGHVLJQHG
WRLQYHVWLJDWHDVSHFWVRIHGXFDWLRQDOSURYLVLRQLQWKHÀUVWWZR\HDUVRIVHFRQGDU\
education and with the aim of generating a framework for the development of
WHDFKLQJDQGOHDUQLQJSROLFLHVLQWKH&RXQFLO·VVFKRROV7KHFRQWH[WIRUWKHUHVHDUFK
LQFOXGHGWKH&RXQFLO·VEHVWYDOXHUHJLPHWKHDGYLFHIURP+0,WRVFKRROVRQKRZ
WKH TXDOLW\ DQG RXWFRPHV RI WKH HGXFDWLRQDO H[SHULHQFHV RI SXSLOV LQ 6 DQG 6
FRXOGEHLPSURYHGDQGWKHFRQFHUQRIWKH&RXQFLODWWKHSURVSHFWLYHDGRSWLRQE\
schools of practices derived from that advice, which contravened its own guidelines
SDUWLFXODUO\RQPL[HGDELOLW\FODVVHV:HUHSRUWRXUÀQGLQJVLQIRXUNH\DUHDVRI
educational provision: transition arrangements between primary and secondary
VFKRROWLPHWDEOLQJDQGLWVHIIHFWVRQOHDUQLQJDQGWHDFKLQJFRKHUHQFHDQGFRUH
VNLOOV DQG FODVV RUJDQLVDWLRQ )LQDOO\ ZH FRQVLGHU WKH GLIÀFXOWLHV RI FRQGXFWLQJ
objective and impartial research in the politicised and professionally partial arena
of educational improvement.
,1752'8&7,217+(1$7,21$/&217(;7

Scottish education has traditionally been described as ‘nationally governed and
locally administered’. While this has been criticised as offering a description which
XQGHUSOD\VWKHVWUDWHJLFUROHRIORFDODXWKRULWLHV %R\G QHYHUWKHOHVVLWKDVORQJ
EHHQDFFHSWHGWKDWDV\PELRWLFUHODWLRQVKLSH[LVWVLQSROLF\WHUPVEHWZHHQFHQWUDO
and local government in Scotland. This relationship has changed in recent years, in
VWUXFWXUDOWHUPVDWOHDVWZLWKWKHUHRUJDQLVDWLRQRIORFDOJRYHUQPHQWLQDQG
the subsequent establishment of a Scottish Parliament in 1998. The former created
so-called ‘enabling’ authorities, single-tier and charged with devolving resources
and decision-making to schools. The latter set up an education committee, passed
legislation and set up a ‘Best Value’ regime to ensure the accountability of the new
&RXQFLOV
The issue of educational standards remained at the heart of educational policy
IRU WKH 1HZ /DERXU *RYHUQPHQW DV LW KDG IRU WKH &RQVHUYDWLYHV ZLWK WDFNOLQJ
underachievement and promoting social inclusion as the twin priorities of both
WKH 8. *RYHUQPHQW DQG WKH 6FRWWLVK 3DUOLDPHQW 7KH FRQFHSW RI WKH HQDEOLQJ
DXWKRULW\LQWHQGHGWREHOHVVLQYROYHGLQVHUYLFHGHOLYHU\ 5LGOH\&DUWHU et al.,
1990), would be tested in terms of the new relationships to be developed both with
FHQWUDOJRYHUQPHQWDQGZLWKWKHLUVFKRROV+RZHYHUDV&RZLH  KDVDUJXHG
GHFHQWUDOLVDWLRQSDUDGR[LFDOO\FDQDOVREHVHHQDVDQRSSRUWXQLW\WRWLJKWHQFRQWURO
giving rise to a version of accountability that ‘reinforces conventional hierarchical
FRQWURODWWKHOHYHORIWKHPLFURVWUXFWXUH· 0LQW]EHUJS 
Addressing underachievement became one of the key areas for target setting of
WKHQHZ6FRWWLVK*RYHUQPHQWDQGQRZKHUHZDVWKLVPRUHDSSDUHQWWKDQLQWKHÀUVW
two years of secondary school. Drawing on evidence from the national Assessment
of Achievement Programme (Stark, et al., 1997) and international studies of
achievement in mathematics and science (Semple 1998), Her Majesty’s Inspectorate
+0, KDGFRQFOXGHGWKDWWKHÀUVWWZR\HDUVRIVHFRQGDU\VFKRROZDVDFUXFLDODUHD
of underachievement. In the mid-1990s, a succession of HMI reports had appeared
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which focused on primary-secondary transition and on S1 and S2 in particular, and
all had ‘achievement’ as the key theme. The Education of Able Pupils P6 to S2
62(' DVVHUWHGWKDW¶WKHIUHVKVWDUWDSSURDFKLQVHFRQGDU\RQHLVQRORQJHU
tenable’ and suggested that schools develop ‘an ethos of achievement’. Achievement
for All 62(,'   ORRNHG DW ¶VHOHFWLRQ ZLWKLQ VFKRROV· DQG FRQFOXGHG WKDW
‘setting by attainment’ should ‘become more common’ in primary schools and that
‘grouping by attainment’ should be ‘the preferred form of organisation for most
WHDFKLQJSXUSRVHVLQ66·ZLWK¶EURDGEDQGVHWWLQJSDUWLFXODUO\UHFRPPHQGHGIRU
(QJOLVKPDWKHPDWLFVPRGHUQODQJXDJHVDQGVFLHQFH· S ,QAchieving Success
in S1 and S2 (SOEID, 1998), HMI reiterated the advice given on the abandonment
of fresh start and the adoption of setting by attainment and further suggested that
schools reduce the number of teachers encountered by an S1 or S2 class in a week
to promote greater coherence.
The relationship between the policy advice from HMI and research evidence
ZDV SUREOHPDWLF 7KH 6FRWWLVK &RXQFLO IRU 5HVHDUFK LQ (GXFDWLRQ 6&5(  ZDV
FRPPLVVLRQHGWRFRQGXFWDOLWHUDWXUHUHYLHZRQWKHLVVXHVRIPL[HGDELOLW\VHWWLQJ
and streaming to inform Achievement for All. In the event, HMI chose to publish
their report in advance of the publication of Setting and Streaming (Harlen and
Malcolm, 1997), giving rise to suspicion that this was because the researchers’
FRQFOXVLRQV³WKDW WKHUH ZDV QR FOHDU HYLGHQFH DV WR WKH EHQHÀWV RI RQH IRUP
of classroom organisation over another in terms of raising the attainment of all
pupils—did not support HMI’s advice on setting (Boyd, 1997).
3/$11,1*5(6($5&+,1$&281&,/32/,&<&217(;7

The Council’s Strategy
Late in 1999, a council in Scotland approached the authors, and invited them to bid
IRUDUHVHDUFKSURMHFWLQWRSURYLVLRQLQWKHÀUVWWZR\HDUVRIVHFRQGDU\VFKRROLQJ
7KLV &RXQFLO OLNH PDQ\ RWKHUV KDG LQWHUSUHWHG QDWLRQDO SROLF\ DQG GHYHORSHG
particular advice for its own schools. As part of the Best Value regime, it had carried
RXWDQXPEHURIUHODWHGHYDOXDWLRQH[HUFLVHVRQ¶&OXVWHU(IIHFWLYHQHVV·¶6HFRQGDU\
School Departmental Development Plans’ and on ‘Raising Standards’. It had also,
in accordance with the recommendations in Achieving Success in S1 and S2, issued
‘guidelines’ to schools on ‘The 5-14 Programme’, ‘Effective Learning and Teaching:
0DWKHPDWLFV·DQG¶&ODVV2UJDQLVDWLRQLQWKH/DWHU6WDJHVRI3ULPDU\6FKRROV
and in S1 and S2 in Secondary Schools’.
,QDSDSHUWRWKH(GXFDWLRQ&RPPLWWHHRIWKH&RXQFLOLQWKHGLUHFWRURI
education proposed that, in the light of HMI advice, secondary schools should
have no more than ‘12 discrete subjects in the S1 and S2 timetables by the end of
·DQGJDYHSUDFWLFDODGYLFHRQWKH¶URWDWLRQ·RIVXEMHFWVWRDFKLHYHWKLV
end. The issue of setting by attainment was more problematic since some schools
had already begun to move towards this procedure, notwithstanding the director’s
advice ‘to act with caution and to avoid any over-precipitate moves’. Indeed, as the
research project was in its planning stage, it became clear that one school which
had ‘broken ranks’ on broadband setting, was earmarked to be one of the ‘focus
VFKRROV·IRUWKHUHVHDUFK7KHLGHQWLÀFDWLRQRIWKHRWKHUWKUHHIRFXVVFKRROVZDV
open to negotiation with the researchers.
The Role and Remit of the Researchers
7KHVSHFLÀFDLPRIWKHSURMHFWZDVWRSURGXFH¶DIUDPHZRUNIRUHIIHFWLYHOHDUQLQJ
DQGWHDFKLQJ·7KHJHQHUDOLQWHQWLRQRIWKH(GXFDWLRQ2IÀFHUVRIWKH&RXQFLOZDV
that the researchers should investigate aspects of the management of the teaching,
learning and curriculum from an evaluative stance, with a view to highlighting
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strengths and weaknesses but, most importantly, generating a product in the form of a
framework which would inform the thinking and actions within future developments
in their education services.
It was clear from the outset that the researchers were in a potentially delicate
situation, given the different vested interests involved concerning school practices
DQG&RXQFLOUHTXLUHPHQWV7HQVLRQVEHWZHHQWKHQHZ&RXQFLOVDQG+0,KDGEHHQ
growing and the former jealously guarded their right to interpret national policy in
WKHOLJKWRIORFDOFLUFXPVWDQFHVDQGH[SHFWHGVFKRROVWRSD\KHHGWRWKHLUJXLGHOLQHV
WKRXJKDVHQDEOLQJDXWKRULWLHVWKH\ZHUHXQZLOOLQJWREHGLUHFWLYH)RUH[DPSOH
WKLVSDUWLFXODU&RXQFLOZDVFRQFHUQHGDERXWWKHSRWHQWLDOSURJUHVVLYHXQGHUPLQLQJ
RIWKHKLWKHUWRDFFHSWHGDXWKRULW\ZLGHSUDFWLFHRIPL[HGDELOLW\WHDFKLQJLQ66
7KH&RXQFLOLVVXHG¶JXLGHOLQHV·UHFRPPHQGLQJPL[HGDELOLW\FODVVHVKRZHYHUWKH
RIÀFHUVH[SUHVVHGFRQFHUQWKDWVRPHVFKRROVZHUHXVLQJ+0,DGYLFHWRLQWURGXFH
setting or broad banding—a potential precursor to harsher setting—against the
H[SUHVVHG&RXQFLOSROLF\DQGDOOWKHUHVHDUFKOLWHUDWXUHZKLFKRIÀFHUVKDGFRQVXOWHG
Meanwhile, the schools indicated to us that their attempts to introduce improved
educational practices were adversely affected by what they perceived as a huge
EXUGHQRIDGPLQLVWUDWLRQDQGGDWDFROOHFWLRQLPSRVHGE\WKH&RXQFLOIRUPHUHO\
bureaucratic reasons.
Some schools were very wary of the researchers’ remit, as ‘best value’ procedures
SURYLGHGWKHRSSRUWXQLW\IRUWKH&RXQFLOWRMXVWLI\H[WHUQDOUHVHDUFKHUVHYDOXDWRUV
but it was clear from discussions of the general awareness that the director was
KRSLQJ WKDW WKH UHVHDUFKHUV ZRXOG SURYLGH HYLGHQFH WR VXSSRUW WKH &RXQFLO·V
SROLF\DGYLFHWRVFKRROV$V2]JDKDVSRLQWHGRXWLQKHUFULWLTXHRIWZRLQÁXHQWLDO
reports on educational research (Tooley and Darby, 1998 and Hillage, et al., 1998),
the strategy of research informing policy may rest on assumptions that: «WKH
UHODWLRQVKLSRIUHVHDUFKWRDFWLRQ«>LV@«VWUDLJKWIRUZDUGÁRZLQJLQRQHGLUHFWLRQ
and practically useful. These are large assumptions. 2]JD 6KHFRPPHQWV
on the assumption of a ‘passive role’ for teachers and a ‘technicist view’ of them,
and suggests, at least in England and Wales, that: ,QWKH¶RIÀFLDO·YHUVLRQWHDFKHUV
will become more effective when they are offered clear prescriptions for practice by
researchers, within a rational policy framework to which all three groups contribute.
2]JD +RZHYHUWKHUHODWLRQVKLSVEHWZHHQSROLF\PDNHUVUHVHDUFKHUVDQG
LQWKLVFDVHVFKRROPDQDJHUVDQGWHDFKHUVLVGHOLFDWHDQGFRPSOH[LIWKHODWWHUDUHWR
be recruited as active participants both in research and in policy-making.
:LWKLQWKHFRQWH[WRIQDWLRQDODQG&RXQFLODGYLFHWRVFKRROVWKHLQYHVWLJDWLRQV
FRYHUHGDUDQJHRIDVSHFWVRIWKHVFKRROSURFHVVHVDQGSURFHGXUHVLGHQWLÀHGE\WKH
&RXQFLO,QWKLVSDSHUZHGHDOZLWKIRXURIWKHVHWUDQVLWLRQDUUDQJHPHQWVEHWZHHQ
SULPDU\DQGVHFRQGDU\VFKRROWLPHWDEOLQJDQGLWVHIIHFWVRQOHDUQLQJDQGWHDFKLQJ
FRKHUHQFHDQGFRUHVNLOOVDQGFODVVRUJDQLVDWLRQ
METHODOLOGY

)RXUVFKRROV RIWKHWRWDORIHLJKWLQWKHDXWKRULW\ ZHUHLGHQWLÀHGDV¶IRFXV·VFKRROV
in which intensive and detailed data collection was undertaken and, on average, ten
days were spent in each of these schools. The remaining four secondary schools
in the authority were also visited, interviews were undertaken with senior staff
DQG GRFXPHQWDWLRQ RQ NH\ VFKRRO SURFHGXUHV ZDV FROOHFWHG &RQWDFW ZDV PDGH
with a selection of the associated primaries (N=12) of the focus schools. Teachers
LQ3DQG6ZHUHDVNHGWRLGHQWLI\RQHRUWZRIRFXVSXSLOVIURPWKHIROORZLQJ
WKUHH FDWHJRULHV SXSLOV ZLWK OHDUQLQJ GLIÀFXOWLHV SXSLOV DQWLFLSDWHG WR GR ZHOO
DFDGHPLFDOO\SXSLOVZLWKVRFLDOEHKDYLRXUDOGLIÀFXOWLHV7KHVSHFLÀFGDWDFROOHFWLRQ
activities undertaken by the researchers were then as follows:
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-

interviews with 12 primary headteachers and 12 teachers of P7 pupils on
WKHLUSHUFHSWLRQVRISXSLOVDVOHDUQHUVOHDUQLQJFRQWH[WVDQGWKHSURFHVVHV
and procedures directed towards ensuring continuity and progression across
3WR6

-

half day observationsRI3SXSLOVDWZRUN LQVL[SULPDU\VFKRROV 

-

individual interviews with:
 VHFRQGDU\VHQLRUPDQDJHPHQWVWDII KHDGWHDFKHUV1 DQG$+7V'+7V
ZLWKSDUWLFXODUUHPLWIRUDQGIRUWLPHWDEOLQJ1  
 37VDQGWHDFKHUVRI66FODVVHVLQNH\FXUULFXODUDUHDV 1 LQHDFK
IRFXVVFKRRO 
 RWKHUUHOHYDQWVFKRROVWDIIHJOLEUDULDQV,&7VXSSRUW

-

shadowing of S1 and S2 classes for one day each in all focus schools to
observe:
 WKHUDQJHRIWHDFKLQJDQGOHDUQLQJVWUDWHJLHVH[SHULHQFHG
 WKHHIIHFWVRIPL[HGDELOLW\DQGFODVVRUJDQLVDWLRQ
 WHDFKHUH[SHFWDWLRQVDQGSXSLOHQJDJHPHQW

-

interviewing of S1 pupils (N=25) and S2 (N=20) pupils in pairs and threes as
WKHWLPHWDEOLQJDOORZHGWRDVFHUWDLQWKHLUSHUFHSWLRQVDQGNH\H[SHULHQFHV
RIWKHWUDQVLWLRQDQGRIWKHLUVHFRQGDU\HGXFDWLRQ

-

contacts with parents (telephone interviews with four parents (of pupils
ZKR KDG EHHQ LQWHUYLHZHG  DW HDFK RI WKH IRFXV VFKRROV LQGLYLGXDO DQG
group discussions at two parents’ meetings), to ascertain their views on their
H[SHFWDWLRQVDQGDVSLUDWLRQVIRUWKHLUFKLOGUHQDWWKHVWDUWRI6

-

documentationZDVFROOHFWHGDQGVFUXWLQLVHGLQFOXGLQJ66WLPHWDEOHV
GHYHORSPHQW SODQV UHOHYDQW SROLFLHV SULPDU\VHFRQGDU\ WUDQVLWLRQ
arrangements, papers from internal working groups.

GENERAL FINDINGS

(a) Transition arrangements
The issue of transition to secondary school has been a source of national concern since
,QWKDW\HDUWKH'HSXW\6HQLRU&KLHI,QVSHFWRURIVFKRROVKDGUHIHUUHGWRSULPDU\
²VHFRQGDU\WUDQVLWLRQDVD¶SDQWRPLPHKRUVH· TXRWHGLQ%R\G $3URJUDPPH
'LUHFWLQJ&RPPLWWHHRIWKH&RQVXOWDWLYH&RPPLWWHHRQWKH&XUULFXOXPKDGEHHQVHW
XSLQDQGKDGSURGXFHGEducation 10-14 in Scotland  ,WLGHQWLÀHGIRXU
key objectives as being necessary for effective transition arrangements:
 WRHQVXUHWKDWHYHU\SXSLOLQ3KDVH[SHULHQFHRIWKHOD\RXWDQGRUJDQLVDWLRQ
RIWKHDSSURSULDWHVHFRQGDU\VFKRROEHIRUHHQWHULQJ6
2. to ensure that every pupil in P7 and their parents are aware of all the
circumstances and requirements of the secondary school which will affect
WKHSXSLOLQ6
 WRHQVXUHWKDWHYHU\SXSLOLQ3KDVVRPHDFTXDLQWDQFHZLWKWKRVHPHPEHUV
RIWKHVHFRQGDU\VFKRROVWDIIZKRKDYHUHVSRQVLELOLW\IRU6FODVVHV
4. to ensure that arrangements are made for a process of consultation between
primary and secondary school teachers and thus help create a curricular
FRQWLQXLW\IURP3WR6 &&&$SSHQGL['SJ 
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Our data from attendance at cluster group meetings, documentation (including the
&RXQFLOHYDOXDWLRQRIFOXVWHUDUUDQJHPHQWV DQGLQWHUYLHZVZLWKERWKSULPDU\DQG
secondary staff indicated that in all of the focus schools, there was a recognition that
the processes and procedures for transition were important in shaping the appropriate
FRQWH[WSDFHDQGOHYHORIGHPDQGLQWKHÀUVW\HDU&RQVLGHUDEOHWKRXJKWKDGEHHQ
given as to how the transition could be most effectively managed given the usual
constraints on resources and the large number of staff involved. The sheer volume of
activity throughout the year involving primary and secondary staff, pupils and parents
was considerable, and the associated documentation was substantial. Relations among
the schools in the various clusters were good, and each had developed, over time,
VSHFLÀFLGHDVLQLWLDWLYHVDQGSDWWHUQVRIDFWLYLWLHV
7RDODUJHH[WHQWWKHÀUVWWKUHHRIWKHDERYHREMHFWLYHVKDGEHHQHIIHFWLYHO\PHW
ZLWKLQWKLV&RXQFLO·VFOXVWHUVDQGWKHSULPDU\VWDIIH[SUHVVHGVDWLVIDFWLRQZLWKWKH
general transition arrangements. However, there were considerable levels of concern
LQERWKVHFWRUVDERXWPDQ\RIWKHVSHFLÀFDVSHFWVRIFXUUHQWSUDFWLFHZLWKUHVSHFW
to the fourth objective.
0DQDJLQJFXUULFXOXPFRQWLQXLW\DQGSURJUHVVLRQ
&OXVWHUKHDGWHDFKHUV·PHHWLQJVZHUHKHOGDERXWWZLFHDWHUPDQGZKHUHDSSURSULDWH
teachers from either sector who were reporting back from working groups or other
specialist input were invited to attend. The working groups which carried out the
tasks devolved to them by the management group of headteachers met as and when
required. There was cluster funding for them to have three days out of school to
work together and for travel or supply cover.
Nevertheless, although the pupils now moved between the two systems with
greater degrees of ease and familiarity than before and visits of guidance teachers
and learning support teachers were well established, it was clear that at the level of
WKHFODVVWHDFKHUVWKHUHZHUHGLIÀFXOWLHVZLWKDUUDQJLQJH[FKDQJHV
I really don’t know an awful lot about (what goes on in secondary). I wouldn’t
PLQG EHLQJ D Á\ RQ WKH ZDOO LQ VRPH VHFRQGDU\ FODVVHV MXVW WR VHH ZKDW
happens. I can only go back to my own schooling. It may have changed
completely since then. There are no opportunities to meet with secondary
colleagues. (P7 teacher)
I haven’t been in a primary school since I was 11! They have a group approach
WKHUH:HPD\QHHGWRÀQGRXWPRUHDERXW3DQG(PT Secondary)
Some clusters had successfully begun to address the curricular issues by developing
common programmes based on materials developed by the authority. All clusters
KDGEHHQJLYHQVWDIÀQJUHVRXUFHVLQWKHIRUPRI)7( IXOOWLPHHTXLYDOHQW WRHQDEOH
them to bring in supply staff and release permanent staff to develop aspects of the
curriculum. One cluster, contemplating the possibility of 50 days FTE, considered
H[WHQGLQJWKHUDQJHRI´EULGJLQJSURMHFWVµEH\RQG(QJOLVK+RZHYHULQRQHQRQ
focus school, the senior management team, working with primary colleagues had
EHHQDEOHWRÀQGPRQH\IURPDQXPEHURIEXGJHWVWRGHYRWHRQHIXOO)7(HTXLYDOHQW
to the promotion of 5-14 curricular continuity. This had already freed staff from
across the curriculum to visit one another’s classrooms and to use opportunities to
H[SORUHLVVXHVVXFKDVWHDFKLQJDQGOHDUQLQJDSSURDFKHVH[SHFWDWLRQVDQGEXLOGLQJ
on pupils’ prior learning.
Content coverage
Some staff offered evidence of plans for their programme of developments, including
details of timescales and aims. However, most of these were primarily focussed
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RQWKHFRQWHQWWREHLQFOXGHG)RUH[DPSOHRQHSODQVHWRXWDVHULHVRIDFWLYLWLHV
starting with the submission of a plan of topics from the secondary departments,
IROORZHGE\WKHVXEPLVVLRQE\WKHSULPDULHVRIWKHLUSODQRI3WRSLFVIROORZHG
by a period of discussion, negotiation, and rearrangement. Only after the plan of
36WRSLFVKDGEHHQDJUHHGZDVGLVFXVVLRQRIOHDUQLQJDQGWHDFKLQJVWUDWHJLHV
scheduled to take place.
Different sectors will inevitably have different views of what counts as proper
content to be covered in different subject areas. However, it appeared that even when
content was agreed, there were clearly differences in what counted as ‘coverage’
given the very different approaches to teaching and learning in the two sectors. Our
interviews with secondary staff suggested that it was their suspicion that agreed
topics had not been properly ‘covered’ i.e. directly taught, which subsequently led
them to depart from the agreements made with primary colleagues with respect to
36FRQWHQW
Transfer of information and the ‘fresh start’
2QHRIWKHPDLQFRQWULEXWLRQVWRFRQWLQXLW\DQGSURJUHVVLRQLQOHDUQLQJH[SHULHQFHV
LVWKHSURYLVLRQRIDSSURSULDWHLQIRUPDWLRQE\WKHSULPDU\VWDIIRQWKHH[SHULHQFHV
and attainments of the pupils across the transition and the monitoring of pupils
SURJUHVVGXULQJ6DQG67KLVKDVSURYHGDGLIÀFXOWDUHDIRU 6FRWWLVKVFKRROV
QDWLRQDOO\ 6LPSVRQDQG*RXOGHU6((' DQGWKHH[SHULHQFHVRIVFKRRO
VWDIILQWKLV&RXQFLOZHUHQRH[FHSWLRQ7KHWUDQVIHURI1DWLRQDO7HVWUHVXOWVDQG
other information was a key component of all of the schools’ transition arrangements
and the best means to distribute the information once it had been received in the
secondary school had been given considerable thought in a number of the senior
management teams. In addition, primary schools in some clusters had compiled
folios of P7 pupils’ best work and sent them to the secondary.
The primary staff voiced the typical concerns of teachers who feel they know all
their pupils well and can, therefore, give an important and professional account of
their characteristics and needs. Most secondary staff time and effort appeared to be
devoted to the collection of information by guidance and learning support teachers
on their visits to the primaries. This was the most detailed and effectively managed
information, and related particularly to the needs and characteristics of the most
vulnerable or potentially most disruptive of pupils. The information was particularly
RULHQWHGWRZDUGVWKHLGHQWLÀFDWLRQRIOHDUQLQJGLIÀFXOWLHVDQGRUEHKDYLRXUSUREOHPV
DQGZDVFRQVLGHUHGYLWDOLQDQWLFLSDWLQJDQGSODQQLQJWRDYRLGSRWHQWLDOGLIÀFXOWLHV
for both the pupils and the staff in the secondary setting. This type of information also
allowed departments to ‘bid’ for the precious resource of learning support time.
However, with respect to the records of attainment which were sent from the
SULPDU\VFKRROVWKHVHFRQGDU\VWDIILGHQWLÀHGDQXPEHURIFKDUDFWHULVWLFVZKLFK
made them suspect or of little use. Teachers were not always certain that the
LGHQWLÀFDWLRQRIOHYHOVZDVDFFXUDWHDVRQH376RFLDO6XEMHFWVLQGLFDWHG¶ZHÀQG
an unrealistic number at level E’.
The written comments were regarded by some as overly positive and hence
suspect:
You have to ‘read between the lines’ to know what something means. It is
written in a code which maximises the positive and minimises the negative.
If you are not careful you end up having problems. (PT secondary)
The fact that the National Tests are marked by the primary staff and that no time or
UHVRXUFHVDUHDYDLODEOHIRUWKHW\SHRIPRGHUDWLRQSURFHGXUHVQRUPDOO\H[SHULHQFHG
E\VHFRQGDU\WHDFKHUVLQH[DPLQDWLRQFRQWH[WVZDVDOVRUDLVHGDVJURXQGVIRUWUHDWLQJ
the test results as potentially unreliable.



The concept of the fresh start, declared ‘untenable’ by HMI in The Education of Able
Pupils P6 to S2 62(,'  was raised frequently by staff in the interviews:
0\PDLQFRQFHUQLVWKDWWKHSULPDU\LQIRUPDWLRQVKRXOGEHDFWHGRQ,VXVSHFW
that a few staff do, and many don’t. (AHT secondary)
The fresh start is still alive and well in many respects. (AHT secondary)
Once broad-banding or setting had taken place, whole class teaching with little
differentiation was observed as the norm. As one AHT indicated, ‘Once they are
all sorted out, teaching proceeds pretty much as usual.’ Some teachers responded
effectively to the differences in the characteristics of the pupils in their class. In
RWKHUVOLWWOHRUQRGLIIHUHQWLDWLRQZDVSUDFWLVHGLQVRPHFDVHVWHDFKHUVZHUHFOHDUO\
SXWWLQJLQDJUHDWGHDORIHIIRUWEXWZLWKOLWWOHDSSDUHQWUHWXUQ6HYHUDOH[SUHVVHGWKH
view that lack of time to write workbooks for their subject content at all 5 levels of
the 5-14 Guidelines was the main stumbling block to effective differentiation.
(b) Timetabling and its effects on teaching and learning
0DQDJLQJWKHWLPHWDEOH
*HQHUDOO\VSHDNLQJDOORIWKHIRFXVVFKRROVIROORZHGWKH6&&&*XLGHOLQHVIRU6
DQG6SURYLVLRQDQGSXSLOVLQ6H[SHULHQFHGFRQWDFWZLWKRQDYHUDJHWKLUWHHQ
WHDFKHUVLQRQHZHHN0RVWVFKRROVKDGUHFHQWO\UHDFKHGWKLVÀJXUHIURPSUHYLRXV
highs of 15 or even 17 contacts, and most headteachers indicated a wish (or the
UHTXLUHPHQW  WR JHW LW GRZQ WR DURXQG  WKH WDUJHW ÀJXUH VHW E\ WKH$XWKRULW\
They were aware of the rationale set out by HMI and by their Authority to reduce
the numbers so that teachers could get to know the pupils more readily and thus be
better able to respond to learning needs. Nevertheless, elements of resistance were
LQGLFDWHG 6RPH H[SUHVVHG FRQYLFWLRQ WKDW ZKDWHYHU WKHLU HIIRUWV DUUDQJHPHQWV
ZRXOGEHVDERWDJHGEHFDXVHRIVXEMHFWVZKLFKZHUHOLNHO\WREHDGGHGWRWKH66
FXUULFXOXP  ,&7 ZDV FLWHG 2WKHUV ZHUH XQFRQYLQFHG RI WKH HIÀFDF\ RI VXEMHFW
rotations, while some opined that the range of subject specialisms is a strength rather
WKDQDZHDNQHVVLQ66
0RVWRIWKHVHFRQGDU\VFKRROVKDGDSHULRGZHHNVWUXFWXUHDOWKRXJKWKHUH
were variations. However, the overall percentage time allocations to subject areas
were very similar. In practical terms, the S1 and S2 timetables had the lowest priority
DVWKH\ZHUHQRUPDOO\WKHODVWWREHFRPSOHWHG2QH'+7WDONHGRIDQHIÀFLHQF\
DXGLW ZKLFK KDG EHHQ FDUULHG RXW RQ WKH &RXQFLO·V VHFRQGDU\ VFKRRO WLPHWDEOHV
ZKLFKVXJJHVWHGWKDWPRVWVHFRQGDU\WLPHWDEOHVDUH¶HIÀFLHQW·+RZHYHULQVRPH
KHLQGLFDWHGWKHUHDUHVWLOO¶LQHIÀFLHQFLHV·ZKLFKKHGHVFULEHGDVIROORZV
There are split classes - though it is outwith my control, e.g. problems such
DVSDUWWLPHSHUVRQQHOMREVKDULQJHWF,WU\WRJHW66DVEDODQFHGDV
SRVVLEOHDQGWKHQÀWLQ6DQG6DVEHVW,FDQ
This matter of priorities is not simply a timetabling issue. In one school the senior staff
H[SUHVVHGWKHYLHZWKDWJUHDWHUDWWHQWLRQUHDOO\RXJKWWREHJLYHQWRDFNQRZOHGJLQJ
WKHLPSRUWDQFHRIWKH66\HDUVDVDIRXQGDWLRQIRUHIIHFWLYHOHDUQLQJKLJKHUXS
the school.
+0,·V¶$FKLHYLQJ6XFFHVVLQ66·KDVLQFUHDVHGWKHHPSKDVLV'HSDUWPHQWV
do not always see the link between S1 and P7 or indeed S1 and Standard
Grade. (HT secondary)
Although everyone interviewed agreed that the status quo ante of 15–17 teacher
contacts per week was untenable there was little consensus among Principal Teachers
on the subject of how to improve timetabling in S1 and S2. PTs appeared to have
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little input into the overall structure of the timetable. Since subject demarcation
OLQHVDUHULJLGO\PDLQWDLQHGDQGHYHU\SXSLOLVUHTXLUHGLQLWLDOO\WRH[SHULHQFHWKH
IXOOUDQJHRIVXEMHFWVIROORZHGE\VSHFLÀFSDWWHUQVRIFKRLFHLQ\HDUV6WR6
WKHDOORFDWLRQRIOLPLWHGWLPHVORWVDFURVVDVFKRROEHFRPHVVXFKDFRPSOH[WDVN
it is devolved to a member of the management team and there is little room for
LGLRV\QFUDV\LQQRYDWLRQDQGÁH[LELOLW\7HDFKHUV·MREVGHSHQGRQDSSURSULDWHVORWV
EHLQJPDGHDYDLODEOHIRUWKHLUVXEMHFW$UDQJHRIYLHZVZDVH[SUHVVHGRQWKHOLPLWHG
RSWLRQVDYDLODEOHWRDGGUHVVWKHJHQHUDODQGVSHFLÀFSUREOHPV7KHLVVXHRIVXEMHFW
URWDWLRQZDVFRQWURYHUVLDO37VLQWKHPDLQZHUHUHVLVWDQWWLPHWDEOHUVIRXQGLW
FRQVWUDLQLQJ+HDGWHDFKHUVZHUHGLYLGHGLQWKHLUYLHZVZLWKVRPHH[SUHVVLQJWKH
view that the HMI and authority pressure for change targeted towards reduction in
WHDFKHUFRQWDFWVSHUZHHNZDVJHQHUDOO\DEHQHÀFLDOLQLWLDWLYHDQGRWKHUVRSLQLQJ
that despite the good intentions underlying the targets, the solution might be worse
than the problem. In the discussions on timetabling, the likelihood of the purpose
RIWKHH[HUFLVHDFWXDOO\EHLQJDFKLHYHGZDVVHOGRPWRXFKHGRQ
One period per week in S1 and one period per fortnight in S2 is not helpful.
2QO\WHDFKHUV LQWKHVXEMHFW PHDQVWKDWHDFKRQHVHHVKDOIRIWKH\HDU
group per week. How are we supposed to get to know the pupils and how can
we build in meaningful homework? (PT religious education)
In the morass of practical and logistical challenges and strongly held professional
YLHZVUHDFKLQJWKHWDUJHWVVHWDSSHDUHGWREHWDNLQJRYHUDVWKHDLPRIWKHH[HUFLVH
It would appear that given the rigidities of the curriculum and the departmental
VWUXFWXUHV WKH H[WHQW WR ZKLFK WLPHWDEOLQJ VROXWLRQV WR WKH SUREOHPV RI SXSLO
XQGHUDFKLHYHPHQWDUHSRVVLEOHDSSHDUH[WUHPHO\OLPLWHG
Pupil perceptions
Notwithstanding all of the concerns which professionals may have about the
structure and balance of the S1 and S2 timetable, pupils when interviewed, in the
PDLQH[SUHVVHGHQMR\PHQWDWWKHYDULHW\RIVXEMHFWVDQGWHDFKHUVOLNHGPRYLQJWR
specialist accommodation and were generally happy in secondary schools. However,
ZKHQDVNHGKRZPDQ\VXEMHFWVWKH\KDGLQDZHHNWKH\FRXOGQ·WEHH[DFWDERXWLW
They thought they had around 15 teachers in a week - though not all of them could
remember all of the subjects! Some pupils said that they liked having specialist
teachers, and mentioned science, French, technical, IT and music in particular.
One group of pupils, discussing the number of subjects they had in a day, felt that
VXEMHFWVZDVWRRPXFKDQGZRXOGSUHIHULHRQHEHIRUHLQWHUYDORQHDIWHUDQG
one in the afternoon. They would also prefer teachers to come to pupils for some
subjects. Pupils did not appear to have any sense of a ‘big picture’ or how one subject
might relate to another. They were able to articulate the differences among teachers
DQGWKHLUH[SHFWDWLRQVEXWVDZQRSRLQWVRIFRQWDFWDPRQJVXEMHFWV
Parents’ perceptions
Similarly, one parent’s perception of S1 was that ‘it seems very bitty’. One felt
that ‘50 minutes does not seem long enough’ for teachers to get to know pupils as
individuals. An observation from a third was that ‘the primary 7 week seemed to
EHIURP0RQGD\PRUQLQJWR)ULGD\OXQFKWLPHZLWK)ULGD\SPEHLQJIRUDFWLYLWLHV·
while the secondary offered only unmitigated work. However the most frequently
H[SUHVVHGFRPSODLQWZDVWKDW‘parents get little feedback from secondary schools’
DQGFRQFHUQVZHUHH[SUHVVHGE\WKHPDMRULW\WKDW‘the work sent home decreases’,
‘there are fewer parents’ evenings’ and there is sometimes ¶QRWDORWLQWKHMRWWHU·
– i.e. parents were offered little information to go on. Thus, although every parent

195

H[SUHVVHGDGHJUHHRIFRQWHQWPHQWZLWKWKHTXDOLW\RIWKHWHDFKHUVDQGWKHWHDFKLQJ
in the secondary schools, considered that their children had settled in well and
VHHPHGWREHHQMR\LQJWKHH[SHULHQFHWKH\LQGLFDWHGWKDWWKH\IHOWOHVVLQYROYHG
PRUHUHPRWHDQGH[FOXGHGWKDQWKH\KDGEHHQIURPHQJDJHPHQWZLWKWKHSULPDU\
school and certainly less sure about how to support their children’s learning.
(c) Coherence and core skills
The conclusion drawn after many days of pupil shadowing was that there is, across
the curriculum, a wide variety of teaching methods in evidence and that that the
WHDFKLQJIUHTXHQWO\VKRZHGVLJQLÀFDQWVWUHQJWKV²DÀQGLQJLQOLQHZLWKWKHMXGJHPHQW
RI +0, 6(('   +RZHYHU WKHUH ZDV HYLGHQFH WKDW ÀUVWO\ WKH UDQJH RI
teaching methods in use within subjects was often narrower than across VXEMHFWV
DQGVHFRQGO\ZKLOHWKHUHZHUHH[DPSOHVRIJRRGSUDFWLFHLQDOORIWKHWHDFKLQJ
methods which HMI suggest are associated with effective learning, there were no
mechanisms by which the strengths of certain individual teachers or, indeed, of
departments could be shared with others.
Increasingly, studies in which pupils have been shadowed suggest that coherence
³RQHRIWKHSULQFLSOHVRIWKHSURJUDPPH³LVPDGHH[WUHPHO\GLIÀFXOWE\
WKHVWUXFWXUHRIWKHW\SLFDO6DQG6FXUULFXOXPDQGWLPHWDEOH,WLVH[WUHPHO\
GLIÀFXOWIRUVWDIIWRJHQHUDWHDQRYHUYLHZRISXSLOOHDUQLQJ&RQVHTXHQWO\FRUH
skills, strategies for learning, common ways of working, and differentiation are all
UHIHUUHGWRE\VFKRROVWDIIDVYHU\GLIÀFXOWWR¶PDQDJH·1RWRQO\GRWHDFKHUVVHHP
unaware of the content of lessons in other departments, but also appear to be in
the dark about the teaching strategies applied. We found that while there was some
evidence of good practice in terms of teachers building on prior learning within
their own classroom, there was little evidence of teachers building on relevant
learning done elsewhere.
The most serious consequence of this lack of coherence is that certain key skills
may not be developed or reinforced and regression may take place - with serious
FRQVHTXHQFHVIRUSXSLOOHDUQLQJLQ6DQG6DQGHYHQLQWR67ZRSDUWLFXODUDUHDV
emerged from the shadowing data.
i) Continuous writing
,WZDVQRWXQFRPPRQGXULQJGD\VRIVKDGRZLQJSXSLOVWRÀQGWKDWWKHFODVVGLGYHU\
little continuous writing. Pupils wrote one or two sentences, completed sentences
in worksheets, or gave one word answers. They copied from the board, wrote down
mathematical operations, labeled diagrams, completed charts and graphs, etc. But the
key skill of continuous writing, in all of its forms, a skill which has been practised
regularly in most Primary 7 classes and which will be required in Standard Grade
and Higher Still courses, appeared not to be developed very much further in the
crucial years of S1 and S2.
ii) Reading
Reading is a fundamental requirement in secondary education. In every subject,
at some point, pupils need to read - from books, worksheets, the board, the OHP.
The demands vary from subject to subject, from reading for pleasure, to reading
for information. The skills demanded may be implicit, so that skimming, scanning,
SUHGLFWLQJÀQGLQJNH\LGHDVUHDGLQJFULWLFDOO\HWFDUHDOOSDUWRIWKHVNLOOVZKLFK
WHDFKHUVNQRZZLOOEHQHHGHGLQWKHHQJDJHPHQWZLWKFHUWLÀFDWHGH[DPLQDWLRQV
There was little evidence within our study of any coherent or consistent approach
to the development of reading skills across the curriculum. In all of the schools,
6XSSRUWIRU/HDUQLQJVWDIIKDGDOUHDG\LGHQWLÀHGWKRVHSXSLOVZKRKDGVHULRXVUHDGLQJ



GLIÀFXOWLHVEHIRUHWKH\DUULYHGLQ6+RZHYHUWKHGD\WRGD\SURFHVVRIUHDGLQJ
LQUHVSRQVHWRDYDULHW\RIGHPDQGVZDVXQTXHVWLRQLQJO\H[SHFWHGWREHZLWKLQWKH
capabilities of the rest of the pupils. Little or no assessment or teaching of reading
skills took place. Thus, pupils who arrived in S1 who were not quite independent
readers, were offered little support in meeting the reading demands required in
GHDOLQJZLWKWH[WXDOPDWWHUFRPSLOHGE\VXEMHFWVSHFLDOLVWVZKRNQHZOLWWOHRIWKH
VNLOOUHTXLUHPHQWVHPEHGGHGZLWKLQWKHLUWH[WVDQGZRUNERRNV
2QHVFKRROKDGLGHQWLÀHGDJURXSRISXSLOVZKRVHUHDGLQJGLIÀFXOWLHVGLGQRW
normally require the input of learning support but who, nevertheless, were not yet
operating at their chronological age as readers. As a result, their daily engagement
with learning was likely to be less successful, and more frustrating, than it should
have been. In this school, there had been a commitment on the part of management
and staff to give these pupils three half-hour slots per week of paired reading using
senior pupils, and the gains made by pupils were considered impressive by the
staff involved. But they subsequently faced a dilemma. How could they sustain the
programme of support for the pupils into S2 while also supporting the incoming S1
readers? Resources were constrained, the pressure to get through the curriculum was
NHHQO\IHOWDQGWKHLQLWLDWLYHZDVEHFRPLQJGLIÀFXOWWRVXVWDLQ
While these two core skills are indicative of the problems of lack of coherence, the
solutions are clearly not simple. Indeed, it could be argued that the drive to reduce the
QXPEHURIWHDFKHUVH[SHULHQFHGLQ6RU6ZDVOLNHO\WRKDYHOHVVLPSDFWRQWKHOHYHO
of engagement and achievement of pupils than ensuring that teachers were aware of
RQHDQRWKHU·VFRQWHQWPHWKRGVH[SHFWDWLRQVDQGFODVVURRPPDQDJHPHQWVNLOOVDQG
the demands upon the learners which are common across all subjects.
(d) Class organisation – mixed ability, broad banding or setting?
i) Differentiation between classrooms
A recent review of research concluded that, with respect to streaming: ‘Research shows
no overall effect on pupil attainment.’ and with respect to setting: ‘There was little
consistent evidence of advantages in terms of achievement.’ (Harlen and Malcolm,
1997). In all the focus schools we found some form of broad banding or allocation of
pupils to classes on the basis of their ability, attainment, level of learning or behavioural
GLIÀFXOWLHVKDGEHHQHVWDEOLVKHGDOWKRXJKWKLVZDVQRWDSSOLHGDFURVVDOOVXEMHFWV,Q
some instances the restriction was because the teachers of some subjects did not want
it, in other instances because logistically it was not possible given the timetabling
arrangements, or because the school management had ruled it out. Indeed, there was
no coherent pattern across the schools or across departments.
In our interviews with pupils, we found four who were not aware that they had
been set, indeed it had even escaped the notice of some parents. In other instances,
pupils were aware and liked it, since they felt they were not now being pushed faster
than they could cope. In one group interview the pupils indicated that they did not
OLNHLWDQGRQHER\H[SUHVVHGUHVHQWPHQWDWKLVSODFLQJLQDORZVHWIRUPDWKVVLQFH
he had been in the top group at primary school. He gave the impression he was ‘cool’
and not really interested in school work, but was clearly aggrieved at his placement
and described the discussion of setting with the researcher as ‘embarrassing’. In one
school in which broad banding did not generally take place, the overall numbers
had been reduced from the norm in some classes but the proportion of pupils with
OHDUQLQJGLIÀFXOWLHVKDGEHHQLQFUHDVHGLQRUGHUWRFRQFHQWUDWHWKHDFWLYLWLHVRIWKH
Learning Support teachers. Pupils who considered themselves not to have learning
GLIÀFXOWLHVH[SUHVVHGUHVHQWPHQWLQEHLQJDOORFDWHGWRWKHFODVV+RZHYHUFDUHIXOO\
managed by the teachers, some pupils in this class clearly felt they were liable to
be labeled by their peers.
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For a number of teachers and school managers, one of the major advantages of
broad banding was that it allowed these slightly smaller classes to be formed with
the concentration of learning support. However, it was clear that in these and in other
VHWWLQJVLQZKLFKZHREVHUYHGOHDUQLQJVXSSRUWVWDIILQDFWLRQWKH\ZHUHIXOÀOOLQJWKH
rather narrow role of ‘remedial teacher’. This was a role which was not objected to by
VRPHRIWKHOHDUQLQJVXSSRUWWHDFKHUVZKRPZHLQWHUYLHZHGRWKHUVFOHDUO\IHOWWKDW
their knowledge and skills in the analysis of learning and teaching interactions within
WKHFXUULFXOXPZHUHQRWEHLQJXVHGHIIHFWLYHO\RUHIÀFLHQWO\2QH37RIOHDUQLQJ
support indicated that much more could be achieved if they worked with staff rather
than just pupils, but that the latter was now taking up most of their time.
In Achieving Success in S1/S2 (SOEID, 1998) it is argued that: ‘The major
GUDZEDFNRIPL[HGDELOLW\RUJDQLVDWLRQLQVHFRQGDU\VFKRROVLVWKHOHYHORIGHPDQG
it places upon teachers to manage pupils’ learning effectively’. However, there is
DOVRDQDFNQRZOHGJHPHQWWKDWLWLVVSHFLÀFIHDWXUHVRIWKHVHFRQGDU\VFKRROWKDW
PDNHWKHPDQDJHPHQWRIPL[HGDELOLW\SDUWLFXODUO\GHPDQGLQJ7KHPDMRUIDFWRU
LGHQWLÀHGE\VHFRQGDU\WHDFKHUVLVWKHIDFWWKDWXQOLNHSULPDU\FROOHDJXHVWKH\VHH
VRPDQ\SXSLOVDZHHNDQGIRUVRVKRUWDWLPHWKDWLWLVGLIÀFXOWIRUWKHPWRJHWWR
know the pupils and thus to respond appropriately to their needs. Smaller classes
or setting are their most frequently suggested solutions rather than the adoption of
a primary type cross curricular approach which would allow them longer periods
with classes of pupils.
Since attempts to apply the typical authority remedy, the reduction in the number
of contacts through time tabling management, have proved so problematic, many
VFKRROVZHUHÀQGLQJDWWUDFWLRQLQWKH+0,DUJXPHQWIRUVHWWLQJRUEURDGEDQGLQJDV
a way of improving matters by reducing one aspect of variation, pupils’ attainment
level in the subject, consequently ‘making fewer management demands on teachers
than other forms of class organisation, and allowing teaching and learning to be more
readily matched to pupils’ needs’ (SOEID, 1998). It must be remembered, however,
that the procedure of broad banding or setting does nothing to reduce the number of
pupils seen by the teachers, or to allow the teachers to get to know the pupils and
WKHLUQHHGVDQ\EHWWHU7KHUHLVWKHDVVRFLDWHGGLIÀFXOW\RIVHFXULQJDQ\SURSHUEDVLV
for the allocation of pupils to different bands or sets. Typically we found from our
interviews that, although the results of the National Tests were not trusted by many
teachers, they still formed the basis of pupil allocation to sets. In other cases sorting
was on the basis of the subject teachers’ own tests, which were not subjected to any
evaluative scrutiny or moderation.
The researchers concluded that both the practices and the arguments advanced
LQWKHVFKRROVRQVHWWLQJEURDGEDQGLQJDQGPL[HGDELOLW\ODFNHGFRKHUHQFHDQG
there was no sound rationale for the decisions taken by schools and individual
subjects. There was additionally no evidence of their evaluation of the impact on
pupil achievements or attitudes.
ii) Differentiation within classrooms
The Inspectorate in 6WDQGDUGV DQG 4XDOLW\ LQ 6FRWWLVK 6FKRROV (SOEID, 1995)
noted:
Whatever forms of organisation are used, the aim of organising pupils into
classes, and of grouping them once they are in classes, is to promote effective
learning and teaching. This demands effective differentiation.
and:
A lack of differentiation was a recurring weakness in many departments.
0DQ\VHFRQGDU\WHDFKHUVUHOLHGWRRPXFKRQZKROHFODVVWHDFKLQJIROORZHG
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by individual work. They relied heavily on teacher direction with pupils as
relatively passive participants.
:KHWKHUWKHFODVVHVZHUHEURDGEDQGHGRUPL[HGDELOLW\ZHVDZPDQ\WHDFKHUV
KDYLQJ GLIÀFXOW\ LQ XVLQJ ZLWKLQ WKHLU FODVVURRPV DQ\ PRGHO RI GLIIHUHQWLDWLRQ
which genuinely seemed to take account of different learner needs and which kept
the pupils engaged in the work.
$OWKRXJKZHJRRQDERXWGLIIHUHQWLDWLRQÀQGLQJRXWZKHUHSXSLOVDUHDWLW
doesn’t happen as often as it should’ (PT Learning Support)
Some teachers indicated that features of the timetable, the period length etc. prevented
work of the kind which they felt they would like to give pupils, and which they were
VXUHWKHSXSLOVZRXOGÀQGPRWLYDWLQJ)RURWKHUVWKHGLIÀFXOW\ZDVZLWKWKHLUPRGHO
of teaching - they felt if they didn’t control and direct the transmission of content,
the material wasn’t properly ‘covered’. For many, the key to differentiation was
WRÀQGWLPHWRZULWHÀYHGLIIHUHQWOHYHOVRIFRQWHQWRQHDFKWRSLFZLWKLQWKH
curricular areas and to allocate pupils to these as appropriate.
AORWRIGLIÀFXOWLHVLQ6DUHGXHWRFRYHUDJH7KHSUHVVXUHWRJHWWKURXJK
the curriculum. (PT Learning Support)
There’s such a lot in S1/S2- a lot to get through – there’s little time to develop
skills. We get through knowledge only. (APT science)
7+(287&20(62)7+(5(6($5&+

The immediate outcome of the research was a report (Boyd and Simpson, 2000) in
ZKLFKWKHÀQGLQJVIURPWKHFODVVURRPVWXGLHVDQGLQWHUYLHZVZHUHVHWRXWLOOXVWUDWHG
DQGLQWHUSUHWHG7KHÀQGLQJVODUJHO\FRQÀUPHGDQGLOOXVWUDWHGWKHSDWFK\QDWXUH
of the standards of teaching, and illuminated some of the factors which lead to the
perceived shortfalls in attainment of secondary pupils in comparison with primary
6(('S 7KHUHSRUWDOVRSUHVHQWHGWZRGLIIHUHQWIUDPHZRUNVWKHÀUVW
of which, Towards the Learning Classroom, had classroom practice as its focus,
and the second of which, A Framework for Developing a Policy on Learning and
Teaching, offered an aid for school policy formation. At the outset of the research,
neither researcher had any clear idea of what a framework for policy development,
VSHFLÀHGE\WKH&RXQFLODVWKHNH\SURGXFWPLJKWORRNOLNH+RZHYHULWEHFDPH
clear as the two researchers worked together, that we had a shared view that the
process of any innovative classroom development or policy formation had to rest
ZLWKLQHDFKVFKRROWKDWWKHSURFHVVRISROLF\JHQHUDWLRQZRXOGSUREDEO\EHIDUPRUH
valuable than the ultimate product – likely to be a written document which joined
WKHSLOHRIRWKHUVFKRROSROLFLHVUHTXLUHGE\WKH&RXQFLODQGWKDWHDFKVFKRRO
should be able to use the framework to generate whatever policy best suited their
SXSLOVVWDIIJURXSFXOWXUHDQGFRQGLWLRQV&OHDUO\DVUHVHDUFKHUVZHFRXOGKDUGO\
FODLPWREH¶DJHQGDIUHH·7KHÀQDOSURGXFWVXSSRUWHGWKLVYLHZSRLQWLWRIIHUHG
questions relating to key principles in teaching and learning with the aim of prompting
UHÁHFWLRQGLVFXVVLRQDQGGHFLVLRQWDNLQJ7KHVHTXHVWLRQVZHUHDFFRPSDQLHGE\
illustrative quotations from the teaching staff in the study together with accounts
of school practices and additional relevant sources of information from accessible
UHVHDUFKHGXFDWLRQDOWH[WVDQGUHSRUWV
+RZHYHULWZDVWKHEDUHO\FRQFHDOHGDJHQGDRIWKH&RXQFLOZKLFKZHLQYROXQWDULO\
FDUULHGZLWKXVDVDQDXUDZKLFKFUHDWHGWKHPRVWGLIÀFXOWLHVSDUWLFXODUO\LQWKH
early stages of the work. Overburdened already by what they regarded as evaluation
overload, mindless bureaucracy and paperwork, and the relentless demands of
every teaching day, the school staff were in no mood to have outsiders gathering
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information in their classrooms which might be used against them in the future,
forcing them against their will to change practice in the face of esoteric ‘research
ÀQGLQJV·:HZHUHDFXWHO\FRQVFLRXVWKDWWKH&RXQFLO·VH[SHFWDWLRQZDVWKDWRXU
research would provide data supportive of their policies – especially those data which
FRXOGEHXVHGE\WKHPWRWDNHDÀUPHUVWDQGDJDLQVWVHWWLQJ'HVSLWHWKHDVSLUDWLRQV
RIWKHH[SRQHQWVRIWKH¶HYLGHQFHEDVHGSURIHVVLRQ·PRGHORIWHDFKLQJUHVHDUFK
ÀQGLQJVDUHQRWQHFHVVDULO\DQHXWUDOVHWRIGDWDWREHXVHGLQDQXQELDVHGZD\WR
inform practice, but can be merely the latest weapon to be used with partiality in the
combative arena of educational development. The provision of data which suggested
WKDWVHWWLQJKDGDQ\SDUWLFXODUDGYDQWDJHVRYHUPL[HGDELOLW\ZRXOGQRWKDYHEHHQDQ
DFFHSWDEOHUHVHDUFKRXWFRPHWRPDQ\RIWKHSURWDJRQLVWVLQWKLVSURMHFW&OHDUO\DW
least initially, we did not feel we were working within a ‘narrative bringing policy,
teachers and research together in a seamless web of enlightened practice, in which
research drives the action without prejudice.’ (Ozga, 2001).
The function of the report which we produced was not simply to disseminate our
ÀQGLQJVEXWWRSURYLGHDWH[WZKLFKZKLOHDFNQRZOHGJLQJWKHFRPSOH[LW\RIWKH
demands on staff and of their teaching practices, also attempted to reassure, inform,
challenge and assist critical thinking and the decision taking of both the Education
2IÀFHUVDQGWKHVFKRROVWDII:HKDGQRORFXVRISRZHUZLWKLQWKHVXEVHTXHQWGHFLVLRQ
taking processes since we had no responsibility for the daily management of any
RIWKHVFKRROVRUWKHDXWKRULW\V\VWHP:KDWHYHUZHSURSRVHGWKH&RXQFLOFRXOG
SRWHQWLDOO\XVHVHOHFWHGÀQGLQJVWRGLVSRVHRQO\WKHLUSDUWLFXODUSROLF\LQWHUHVWV,Q
framing the policy-generating instruments in the way we had done, we were also
conscious that we had provided the teachers with a tool to use in the furtherance
of their own particular school development agenda, and they might well use it to
EHFRPHPRUHSURIHVVLRQDODQGDGHSWLQWKHLUVXEYHUVLRQRIWKH&RXQFLOSROLFLHVRU
indeed of the preferred models of the researchers.
2QUHFHLSWRIWKHUHSRUWWKH&RXQFLOLQYLWHGWKHUHVHDUFKHUVWRSUHVHQWWKHLUÀQGLQJV
in a seminar to the headteachers and subsequently to engage with a working group,
LQFOXGLQJDGYLVHUVWRH[DPLQHKRZWKHÀQGLQJVFRXOGEHIHGLQWRSROLF\DQGSUDFWLFH
7KHUHVHDUFKHUVZHUHDOVRLQYLWHGWRSUHVHQWWKHÀQGLQJVWRWKHVFKRROVWDIIJURXSV
GXULQJLQVHUYLFHWLPHDQGWRHQJDJHZLWKWKHPGLVFXUVLYHO\LQH[SORUDWLRQRIWKHLVVXHV
Despite the evidence that different individuals and groups found different parts of the
report of particular interest—primarily those parts which gave some reassurance of
the positive nature of practices—the issue of lack of coherence in S1 and S2 became
a focus for action. The schools, often building on ongoing work, began to look at
ways of enabling teachers to share their professional practice with one another and to
LQLWLDWHGHYHORSPHQWVZKLFKPLJKWUHGXFHWKHJHQHUDOO\DFNQRZOHGJHGGHÀFLHQFLHVRI
SXSLOV·H[SHULHQFHVLQ66)XOODQ  KDVDUJXHGWKDWWHDFKHUVQHHGWKHVXSSRUW
interest and involvement of colleagues in planning and taking forward innovation, and
the report had offered illustrations of innovations which had succeeded, and others
which had failed or stalled, apparently because of lack of in-school support and the
EHQHÀWVRIFROOHJLDOEUDLQVWRUPLQJDURXQGGLIÀFXOWLHV7KHLGHDRIWKHVFKRROLWVHOI
being the crucible for change was apparently shared between the three contributing
JURXSV²UHVHDUFKHUV&RXQFLOVWDIIDQGVFKRROVWDII
,QRUGHUWRDGGUHVVWKHODFNRIFRKHUHQFHLQ66SXSLOV·H[SHULHQFHVPRVWRI
the schools decided that pupil shadowing and classroom observation were to be
built into their ongoing programme of continuing professional development, funded
WKURXJK WKH DXWKRULW\ 7KLV ZDV GHVLJQHG WR LOOXVWUDWH WKH UDQJH RI H[SHULHQFHV
encountered by pupils, and to assist staff to identify and share ‘good practice’.
One senior management team made an early decision that classroom observation
would be an effective strategy and that it would be compulsory for all staff to take
part. Another SMT chose the same activity but decided to make it voluntary and to
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delay implementation for a year until a ‘protocol’ for classroom observation was
developed with staff, thereby containing the anticipated professional threats which
such activities could potentially engender.
Despite the reiteration by staff that they had endured a huge burden of change
over recent years, we saw key processes and procedures typical of many secondary
school classrooms which in essence appeared to have changed little from those of
thirty years ago. There appears to be an inherent stability in the organisational nature
and professional practices of secondary schools which makes fundamental change
almost impossible, through voluntary activity or otherwise. Although entering the
FODVVURRPVRIFROOHDJXHVLQRWKHUVXEMHFWDUHDVRUVHHLQJWKHZKROHGDLO\H[SHULHQFH
of youngsters in their school is in itself an innovative activity for many teachers,
UHVHDUFKLQGLFDWHVWKDWWKHVHH[SHULHQFHVDORQHDUHXQOLNHO\WRDIIHFWWKRVHIDFWRUV
ZKLFKDUHNQRZQWREHVWURQJLPSHGLPHQWVWRFKDQJHIRUH[DPSOHULJLGKLHUDUFKLFDO
school structures, impenetrable subject barriers and long established individual
teaching practices (Hargreaves, 1994).
Our report had studiously avoided any critical analysis of the attitudes of staff
towards primary colleagues, of the structural and organisational nature of schools,
and of the power and accountability relationships between schools and the Authority
DQGWKRVHRWKHULQÁXHQWLDORXWVLGHRUJDQLVDWLRQVZKLFKPDNHHIIHFWLYHPDQDJHPHQW
RIFKDQJHH[WUHPHO\GLIÀFXOW)RUH[DPSOHLWZDVJHQHUDOO\DJUHHGWKDWWKHHQWUDQFH
UHTXLUHPHQWV RI )XUWKHU DQG SDUWLFXODUO\ +LJKHU (GXFDWLRQ IXHOV DQ H[DPLQDWLRQ
system which relentlessly drives the activities and practices of the secondary school
LQ66WRWKHGHWULPHQWRI667RSRLQWWRWKHQHFHVVLW\IRUFKDQJHLQDUHDVZKHUH
the schools and Authorities have no locus of power, or to offer analyses of secondary
schools as increasingly dysfunctional organisations, or to unravel the rigidities and
FRPSOH[LWLHVRISURIHVVLRQDOSUDFWLFHVZRXOGKDYHEHHQFRQVLGHUHGJURVVO\XQKHOSIXO
and inappropriate. This charge we were determined to avoid as researchers by working
wholly within the framework and agenda for the research set by the schools and the
Authority. Throughout our research activity we maintained a posture of deference to
the language, perceptions, aspirations and actions of those within the study. Although
within the report we were contributing to and colluding with the view that the key to
change rested within the schools themselves, such objectivity or contrary personal
views which we held had to be set aside in order to provide a productive account of
KRZWKLQJVZHUHLQRUGHUWRVXSSRUWFROOHDJXHVLQDGLIÀFXOWHGXFDWLRQDOVHWWLQJLQ
moving on within their frameworks for thought and action.
$V2]JDUHPLQGVXV S ¶ZHDUHDOOSDUWLVDQVEXWRQO\VRPHRIXV
DFNQRZOHGJHLW·7KHFKDOOHQJHIRUHGXFDWLRQDOUHVHDUFKHUVLQWKHPLQHÀHOGRISROLF\
PDQDJHPHQWDQGSUDFWLFHLVWRQHJRWLDWHDSDWKWKURXJKWKHFURVVÀUHDQGSUHVHQWWKHLU
ÀQGLQJVZLWKZKROHKHDUWHGFRPPLWPHQWWRWKHOLYHVRIRWKHUVDQGZLWKDVPXFK
honesty as the rules of engagement warrant.
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