FROM THE EDITOR

This second edition in our themed series on Education in Scotland and the
Commonwealth, takes note of the problems for education in many Commonwealth
countries, but also of the immense and exciting possibilities for change. It has become
commonplace to note that in the Commonwealth there are 75m children with no
access to primary school and that 4 out of 5 countries with the largest number of
children not in school are in the Commonwealth. To improve education, therefore,
there is a need to build on policies for access, inclusion and achievement.
The articles in this edition address aspects of access, inclusion and achievement
and, in so doing, contribute to the international discourse on ways of addressing
policies for education, as well as implementing improvements in structures and
processes.
Nothing in education comes without a cost implication. In his article on Education
Spending in Scotland, Arthur Midwinter draws attention to the record of New
/DERXU,QGHWDLOHGH[DPLQDWLRQRIVWDWLVWLFDOGDWD0LGZLQWHUDUJXHVWKDWWKHÀJXUHV
for education spending have actually declined as a percentage share of total Scottish
expenditure from 1997 to 2002. The paper shows that although education spending is
planned to grow by 1% pa faster than the Scottish budget as a whole, the increases are
PDLQO\LQWKH([HFXWLYH·VHGXFDWLRQDQGFKLOGUHQSURJUDPPHZKLFKFRQWDLQVVSHFLÀF
and special initiatives and national priority programmes rather than in core services of
local authorities, further or higher education. The ‘band aid’ approach to educational
implementations is worrying as this occurs at a time when all three sectors are under
pressure to maintain and enhance improvements in inclusion and achievement.
We introduce the Commonwealth theme with an article on qualifications
frameworks, a key issue for achievement. David Raffe provides a timely analysis
RIWKHGHYHORSPHQWRIWKH6FRWWLVK&UHGLWDQG4XDOLÀFDWLRQV)UDPHZRUNDQGGUDZV
DWWHQWLRQWRWKHSKLORVRSKLFDODQGVRFLRORJLFDOMXVWLÀFDWLRQVIRUVXFKIUDPHZRUNV
+HDUJXHVWKDWFHUWLÀFDWLRQWKURXJKTXDOLÀFDWLRQVIUDPHZRUNVPXVWWDNHDFFRXQWRI
‘national language’ so that processes of implementation respond to local and national
as well as international demands.
The article presented here emerged out of a paper presented at a Commonwealth
VHPLQDURQTXDOLÀFDWLRQVIUDPHZRUNVKHOGLQ:HOOLQJWRQ1HZ=HDODQGLQHDUO\
 DQG DWWHQGHG E\ UHSUHVHQWDWLYHV RI 0LQLVWULHV RI (GXFDWLRQ TXDOLÀFDWLRQV
authorities and academics. It became apparent that although many countries have
HVWDEOLVKHGIUDPHZRUNV³1HZ=HDODQG6RXWK$IULFD6FRWODQG³WKHUHDUHPDQ\
RWKHUFRXQWULHVZLVKLQJWRPRYHLQWKLVGLUHFWLRQ%RWVZDQD0DODZL)LMLDQG=DPELD
for example, were all represented and acknowledged that although the costs may
EH KLJK WKHUH DUH SURIRXQG EHQHÀWV IRU LQFOXVLYH HGXFDWLRQ DQG DFKLHYHPHQW LQ
GHYHORSLQJTXDOLÀFDWLRQVIUDPHZRUNV
Local and national dimensions of policy making were evident in the development
of the Chartered Teacher programme, note Maclellan and Soden in their article on
this innovation. They suggest that although there had been considerable informed
debate and consultation on the status and mechanics of the programme for the
Chartered Teacher, policy documents indicate that there was little understanding of
knowledge of learning theory, styles of teaching and learning and, most importantly,
of constructivism. They argue that constructivism provides the theoretical basis
on which teachers can make sense of, and coherently ‘ground’ the many different
views of knowledge, understanding and learning. Without such underpinnings,
knowledge, understanding and learning become ‘ad hoc’, piecemeal and inconsistent:
achievement through education becomes less focused, less universal and, indeed,
less possible.
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Language is another factor we address in terms of access, inclusion and
achievement. Nicholson outlines the results of a study of four different student
groups, some with one and some with four languages, to indicate that perceptions
of the utility of their language/s are shaped by family, peers and education. She
argues that understanding different languages is also about understanding diversity.
In a devolved and culturally diverse Scotland, support for many languages, Gaelic
Medium Education in particular, may come to be seen as the hallmark of political
success. Indeed, she notes, in a modern and devolved Scotland, this should be a key
policy objective. The linguistic diversity of Scotland is also discussed by Rowena
Arshad, in her review of Nigel Grant’s Multicultural Education in Scotland. Grant’s
thesis is that diversity in Scotland should be viewed as an asset to equip young Scots
to live in a modern world.
Gender and the ‘gender gap’ have frequently been cited as key factors in
achievement: since 1975, Croxford, et al. argue in their article on Gender and
3XSLO3HUIRUPDQFHVWXGLHVKDYHLQGLFDWHGWKDWJHQGHUKDVEHHQLQÁXHQWLDOLQOHYHOV
RI DWWDLQPHQW 2YHU WKH SDVW WKLUW\ ÀYH \HDUV IHPDOH DQG PRUH UHFHQWO\ PDOH
underachievement, has been the focus of many research-based studies. They draw
DWWHQWLRQ WR D WKRURXJK OLWHUDWXUH UHYLHZ DQG WR WKH ÀQGLQJV RI WKHLU VPDOOVFDOH
research study, all of which indicate that gender differences predominate from preschool onwards, but there has been relatively greater progress by males than females
in post-compulsory schooling. Nevertheless, there is a preponderance of boys referred
to learning and behavioural support. Achievement and attainment, therefore, are not
necessarily easy to delineate just on gender grounds: after all, gender groupings are
QRWKRPRJHQHRXV7KH\VXJJHVWWKDWDOWKRXJKJHQGHUVWLOOLQÁXHQFHVVXEMHFWFKRLFH
ZKLFKLVWKHQUHÁHFWHGLQJHQGHUGLIIHUHQFHVLQFDUHHUVWKHFRQFHSWRID¶JHQGHU
gap’ may best be replaced with the understanding of a ‘gender jigsaw’ in which the
major determinant of male and female attainment is social class.
But such educational and political concerns are not unique to this time or to the
GHYROYHGV\VWHPRI6FRWWLVKHGXFDWLRQ$V/DODJH%RZQUHÁHFWVLQKHUPHPRLUDV
a key player in Scottish education, there have been many changes in policies and
practices in all sectors of education. As Professor of Adult and Continuing Education
at Glasgow University, during the 1980s, and as Professor Emeritus in the 1990s, she
KDVEHHQZHOOSODFHGWRZLWQHVVWKHVHFKDQJHVDQGWKHÀQDQFLDOSUHVVXUHVSURGXFLQJ
and resultant from policy imperatives. However, Professor Bown has also been a key
SOD\HULQWKHÀHOGRIHGXFDWLRQLQWKH&RPPRQZHDOWKDQGHYHQZKLOVWZRUNLQJKHUH
in Scotland, never lost her love of understanding international educational initiatives
and working with colleagues from adult and continuing education in many countries
of the Commonwealth.
Like Bown, Brenda Gourley has been a key player in education in the
Commonwealth, having been Vice Chancellor at the University of Natal, South
Africa before taking up her current post at the Open University. In her presentation
to a Commonwealth audience at the House of Lords, Brenda Gourlay delineated
the possibilities for development through greater use of ICT: “it is my hope that
E\VSHQGLQJVRPHVPDOOWLPHUHÁHFWLQJRQWKHSRVVLELOLWLHVIRUGHYHORSPHQWZKLFK
harnesses the power of technology, we will, once more contribute to a demonstration
that the human race is indeed capable of so much more.”
These were also the aspirations of Ministers of Education when they met for their
Conference of Commonwealth Education Ministers which was held in Edinburgh
in October. The theme of the Conference was Access, Inclusion and Achievement:
Closing the Gap. And one of the key issues addressed was the importance of all
member states working with each other to harness the power of technology for the
EHQHÀWRIDOO7KHLUGLVFXVVLRQVDQGWKRVHRIDFDGHPLFVDQGUHSUHVHQWDWLYHVRIWKH
Commonwealth NGO community will be reproduced in a variety of fora and in
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various publications. However, it was good to know that each Ministerial delegation
UHFHLYHGFRSLHVRIWKH6FRWWLVK(GXFDWLRQDO5HYLHZVRWKDWDVZHWUDYHUVHWKHVHÀUVW
few years of devolution, they too may learn of innovations and developments in
education in Scotland and see the relevance for and resonance with education policy
making in their own countries.
GARI DONN
Editor
The editors welcome discursive and critical responses to articles so that academic
educational debate can be developed through these pages. Usually, such responses
should be in the form of ‘think pieces’ of not more than 2000 words.
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