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In Scotland we are beginning to see the articulation of the various levels of education
into a national framework, from pre-school to post-school. This framework, I argue,
LVEHLQJGULYHQODUJHO\E\HIÀFLHQF\FULWHULDDQGE\FRQFHUQVDERXWWKHIUDJPHQWLQJ
effects of an increasingly consumerist culture. The primary-secondary ‘divide’
represents but one contentious area in this re-structuring of education. This is not
to say, however, that the government’s concerns about S1 and S2 are driven by the
HIÀFLHQF\FULWHULRQDORQHWKHUHKDYHLQGHHGEHHQLPSRUWDQWHGXFDWLRQDODUJXPHQWV
put forward for reform at this stage, but I argue that these educational arguments
DORQHGRQRWVXIÀFHDVWKHUHDVRQIRUWKHJRYHUQPHQW·VFXUUHQWFRQFHUQVDERXWWKH
primary–S1 ‘divide’. This particular divide is but one of a number which are in the
process of being articulated or bridged. In considering it I shall refer to the recent
document Achieving Success in S1/S2. Using this document as a reference point,
I seek to prompt further debate about the re-structuring of Scottish education into
an integrated framework, and about the cultural, economic and intellectual reasons
which may lie behind it.
,1752'8&7,21

(GXFDWLRQLVFDXJKWZLWKLQFRQÁLFWLQJFXOWXUDODQGHFRQRPLFIRUFHV&RQWHPSRUDU\
FXOWXUH LV LQFUHDVLQJO\ W\SLÀHG E\ GLIIHUHQFH E\ WKH ZHDNHQLQJ RI WUDGLWLRQDO
FODVVLÀFDWLRQV RI WLPH DQG VSDFH DQG E\ WKH IUDJPHQWDWLRQ RI PDQ\ NLQGV RI
UHODWLRQVKLSV2QWKHRWKHUKDQGWKHTXHVWIRUHIÀFLHQF\LQWKHZHOIDUHVWDWHKDVOHG
to greater control and standardization over the products and processes of education,
at all levels. Education is caught between the forces of fragmentation in the culture
and the centralising tendencies of government. In order to illustrate this, I consider
two recent educational policy papers from the SOEID, namely Achieving Success
in S1/S2 and Setting Targets: raising standards in school, with the emphasis very
much on the former. On the face of it, Achieving Success in S1/S2 is a somewhat
unremarkable document when compared to Learning and Teaching in the First
and Second Year of the Scottish Secondary School (SED, 1986); and when placed
alongside Education 10–14 &RQVXOWDWLYH&RPPLWWHHRQWKH&XUULFXOXP LW
SDOHVLQWRLQVLJQLÀFDQFH2QHRILWVWKHPHVLV¶WDUJHWV·DQGWKLVDOORZVWKHORJLFDO
connection to be made between it and the government’s more recent and controversial
Setting Targets: raising standards in schools, published in 1998. I intend to elaborate
upon the correspondence between the two documents, and I shall relate both of them
to contemporary cultural and economic trends. It is not the purpose here to pass
judgement on these policies—there has been no shortage of opinion on them1—rather
it is to argue that, like all contemporary policy documents, they are signs of the times
(Hartley, 1994), and I shall attempt to make some of these signs explicit.2
&217(0325$5< &8/785( 7+( '(&/,1( 2) 7+( 62&,$/ $1' 7+( 5,6( 2)
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It is said that we live in an age of uncertainty (Melucci, 1996). In a sense this is a
trite statement: all times have been uncertain, and chance and fate can always make
their mark when we least expect it. But what sets current uncertainties apart from
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RWKHUVLVWKDWRXUVFLHQWLÀFHQGHDYRXUVRYHUWKHSDVWWZRKXQGUHG\HDUVKDYHKDG
the intention of removing uncertainty. Science, after all, is there to explain and to
predict. The disciplines which the Enlightenment spawned were meant to produce
progress, based on reason. Life could be made better. Paradoxically, life now seems
more uncertain than it has ever been.
Put simply, our relationships to work, to others and to ourselves are becoming
ever more tenuous and temporary. For example, employment contracts become more
short-term, and the notion of a lifelong career is fast disappearing. Relationships
to families and to partners now fracture more easily, and social roles are becoming
more blurred and uncertain. So the bonds which bind us to jobs and to each other
are weakening. We trust each other less and less: witness the burgeoning market
in personal, car and burglar alarms; and in this age of uncertainty the insurance
industry is booming. Even our relationship with ourselves is rendered uncertain,
IRUWKLVLVWKHDJHRIWKHVHOIRIUHÁHFWLRQRILGHQWLW\VHHNLQJ%XWLURQLFDOO\RQHRI
the few things which most of us agree on is that we should all celebrate and reveal
our individualism, our difference from each other. Indeed, a number of important
sociological titles have caught the mood: The Society of Individuals (Elias, 1991);
Alone Again (Bauman, 1994); Life in Fragments %DXPDQ 
Society is dividing in another way. For the socially ‘included’, their concerns
turn on which style to choose: to eat meat, or not to; to smoke, or not to; to go for a
full-cholesterol breakfast, or not to; to support the environmentalists, or the assetstrippers; and so on. For the poor, their concern is survival, not style. There are
JURZLQJLQHTXDOLWLHVRIZHDOWK,QWKHOHDVWZHDOWK\SHUFHQWRZQHGRQO\
VL[SHUFHQWRIWKHZHDOWKLQWKH8QLWHG.LQJGRPGRZQIURPSHUFHQWLQ
7KHPRVWZHDOWK\SHUFHQWLQRZQHGSHUFHQWRIWKHZHDOWKEXWWKLVURVH
WRSHUFHQWLQ &HQWUDO6WDWLVWLFDO2IÀFH7DEOH $WOHDVWRQHLQ
WKUHHFKLOGUHQLQ6FRWODQGDQGDKLJKHUSURSRUWLRQRIWKHXQGHUÀYHVLVJURZLQJXS
in a household where income support is the main source of income, giving Scotland
one of the highest child-poverty rates in the European Union (Long et al., 1996;
0F&RUPLFNDQG/HLFHVWHU %XW¶SRYHUW\·KDVQRZDOPRVWEHHQZULWWHQRXWRI
the social policy lexicon: in its stead is its euphemism: ‘social exclusion’ (Scottish
2IÀFHD 
How has this state of affairs come about? Why are we losing a sense of the social,
and why do so many of us suffer so-called identity-crises? That this should be so
seems strange, for are we not now supposed to belong to the global village, or to the
JOREDOVRFLHW\",VXJJHVWWZRJHQHUDODQVZHUV7KHÀUVWLVWRGRZLWKRQHGLPHQVLRQ
RIFRQWHPSRUDU\FDSLWDOLVPFRQVXPSWLRQ%\WKHPLGVLWEHFDPHFOHDUWRWKH
more far-sighted corporations that there was a limit to the number of material goods
which consumers would buy. This was by no means a new problem. Earlier, it had
EHHQVROYHGE\ZKDWWKH$PHULFDQVFDOOHGWKH¶FXVWRPL]DWLRQ·RISURGXFWVWKDWLV
the production of a range of options for a given product. Even so, business knew that
eventually the market had to be expanded in order to fuel further demand. Gradually,
WKHUHIRUHZHEHJDQWRVHHWKHFRPPRGLÀFDWLRQRIFXOWXUHRIHQWHUWDLQPHQWVSRUW
tourism, fashion; and, waiting in the wings, of education.
Just as the shelf-life of material products was limited, so too is that of cultural
products. In order to encourage us to change these cultural products, advertisers
constantly seek to unsituate us, to render our identities as problematic, so that
we will go out and re-make or re-symbolise ourselves and create a new identity.
5HÁHFWLRQLVDELJLVVXHWKHVHGD\VIURPWKHUHÁHFWLYHSUDFWLWLRQHUWRWKHUHÁHFWLYH
FRQVXPHU7KXVLWLVWKDWVXSHUÀFLDOLW\HSKHPHUDOLW\GLIIHUHQFHDQGH[LVWHQWLDO
uncertainty are increasingly the marks of contemporary society, or at least for that
sector of society who can afford to consume. So the message is this: if you are
uncertain about yourself, then you have a range of options. Go to the shopping
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mall rather than to the church; or seek solace—and pay for it—in the burgeoning
therapy industry; or embrace ‘new age’ solutions: cults, astrology and religious
fundamentalism.
$VLIWKHVHFXOWXUDOXQFHUWDLQWLHVDQGVRFLDOGLYLVLRQVZHUHQRWHQRXJKZLWKLQ
the universities there is no less certainty. Nearly all knowledge codes and canons
DUHVRWRVD\XQGHUÀUH /\RWDUG 7KHGLVFLSOLQDU\FHUWDLQWLHVDQGWKHVXEMHFW
identities which most of us were educated into are weakening rapidly. New subjects
IRUPDQGUHIRUPDQGWKHUHLVÀHUFHUHVLVWDQFHWRWKHVHFKDQJHV$FDGHPLFVKDYHD
VWURQJVXEMHFWLGHQWLW\DQGWKH\ÀJKWWRUHWDLQLW:KDWZHFDQVD\ZLWKVRPHGHJUHH
of assurance is that the old curricular structures are being reformed (Bernstein, 1996).
The so-called ‘purity’ of knowledge categories is now less the case than when the
0XQQ5HSRUWZDVVXEPLWWHGLQ,QWHUGLVFLSOLQDULW\LVDVLJQRIDQDJHZKHQ
VRPHFODVVLÀFDWLRQVDQGERXQGDULHVDUHEHLQJEUHDFKHG2IFRXUVHWKHSRVWPRGHUQLVW
epistemological critique will not easily be resolved, and already we can see rearguard
UHDIÀUPDWLRQVRIROG¶EDVLFV·DQGFXUULFXODUFHUWDLQWLHV
&217(0325$5< (&2120,&6 */2%$/,=$7,21 &203(7,7,21$1'7+( 48(67 )25
()),&,(1&<

, KDYH MXVW GHDOW ZLWK WZR RI WKH UHDVRQV IRU WKH IUDFWXULQJ RI WKH VRFLDO ÀUVW
a consuming individualism, with its celebration of difference; and second, the
sequestration of the poor from the cultural and economic life of the society. I turn
now to another reason for a weakening of the social: competitive individualism.
Western governments seem much concerned with global competition. Mrs
7KDWFKHU·VJUHDWDGPLUHU3UHVLGHQW5HDJDQHYHQGHFODUHG$PHULFDWREHDNation at
Risk. Part of the reason for this was thought to be because education was ‘failing to
GHOLYHU·$QGVREHJDQWKHHIIHFWLYHVFKRROVPRYHPHQW:KDWDOVREHJDQKDVFRPH
to be termed the ‘quasi-market’ in the welfare state. Schools were to be given a dose
of Darwinism. More was to be done with less. Professionals were not to be trusted;
consumers were to be privileged. The message for the public sector was in the private
sector: compete for resources; pander to the consumer, who is always right.
7RVXPPDULVHÀUVWFRQVXPHULVPLVWKHQHZIXQGDPHQWDOLVP,WLVDVVRFLDWHG
with deep social divisions between the consumers and the poor; it celebrates
individualizing rituals rather than collective rituals. There is less trust among us.
There is deep ambivalence about the status of morals and knowledge in society
%DXPDQ 7KHFODVVLÀFDWLRQVRIVRFLDOUROHVDQGRUJDQLVDWLRQVDUH
weakening, and new networks—both virtual and real—are in the making. Second,
JOREDOFRPSHWLWLRQLVLQWHQVLI\LQJ$FWLRQLVVDLGWREHQHHGHGXUJHQWO\7DUJHWV
PXVW EH VHW 4XDOLW\ PXVW EH FRQWUROOHG &RVWV PXVW EH FXUEHG$OO RI WKHVH
trends—social exclusion, diminishing levels of trust, uncertainty about morals
DQGNQRZOHGJHWKHUHRUGHULQJRIROGRUGHUVWKHLQWHQVLÀFDWLRQRIFRPSHWLWLRQ
heavy-duty managerialism—can be seen in the recent re-structuring of education
+DUWOH\D Achieving Success in S1/S2 and Setting Targets: raising standards
in schools form part of it.
(&2120,&()),&,(1&<$57,&8/$7,21$1'85*(17$&7,21

I argue that what drives contemporary policy are mainly economic considerations:
the quest to curb expenditure on the welfare state, and to lessen taxation on both the
individual and the corporation, thereby releasing funds for investment and consumption.
/HW XV FRQVLGHU +06&, 2VOHU·V IRUHZRUG WR Achieving Success in S1/S2. His
concluding sentence reads: ‘It is essential that the recommended changes in practice
are addressed with vigour and urgency at all levels in the education system.’ Here, it
VHHPVLVDFDVHRI¶SROLF\K\VWHULD· 6WURQDFKDQG0DF/XUH 7KHLPSHWXV



appears to derive from Scotland’s performance in the ‘big league’ table. The Third
International Mathematics and Science Survey comprises a rank-order of some
forty-one countries, and how they have performed at different levels in mathematics
and science. Achieving Success does not spell out the details of Scotland’s position;
rather it refers to the league-table in more general terms (paras. 1.3, 1.4). Some of
the details, however, are provided in Table 1.
Table 1: International Comparisons in Mathematics and Science
at the Eighth Grade
Country

Mathematics
Eight Grade

Science
Eight Grade

Score

Position

Score

Position
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Source: adapted from United States Department of Education et al., 1996; Keys,
W. et al., 1997.
7KHUHLVFDXVHIRUFRQFHUQ%XWWKHLQWHUSUHWDWLRQRIWKHVHGDWDLVGLIÀFXOWDQGLQDQ\
case it is not possible to generate a correlation—let alone a causal relationship—
between TIMMS scores and economic prosperity. The case of the United States (the
world’s strongest economy, but rather low in TIMMS rankings) illustrates the point.
Equally, the recent economic slippage of high-scoring countries such as Korea and
-DSDQ ERWKZLWKLQWKHWRSÀYHIRUPDWKHPDWLFVDQGVFLHQFH GRHVQRWOHQGZHLJKW
to the conclusion that there is a simple relationship between TIMMS scores and an
economy’s well-being. Nonetheless, the government’s response has industrial and
DW WLPHV DOPRVW PLOLWDU\ RYHUWRQHV &UXFLDO WR WKH SODQ RI WKH 0LQLVWHULDO$FWLRQ
Group on Standards in Scottish Schools is the ‘benchmark’ (an industrial term).
The benchmark is derived by grouping schools on the basis of shared characteristics
(the entitlement to free school meals and the average attainment level between
²  parasDQG 7KLVLVPHDQWWRSURYLGHDYDOLGLQGH[³WKHSchools
Characteristics Index 6&, ³VRWKDWVFKRROVZKLFKVKDUHDFRPPRQLQGLFDWRUFDQ
compare themselves to the benchmark; and, by implication, they can be compared
WRHDFKRWKHU6LQFHWKHSXEOLFDWLRQRIWKH6&,WKHUHKDVEHHQQRWDOLWWOHFRQWHQWLRQ
on the matter, so much so that the government has now set aside—for the moment—
national targets for primary schools and early secondary schools (Munro, 1998a).
It is not that schools appear to be unwilling to set targets, and it is surely proper
that they do so, but the ensuing data may be used to compare schools which are not
strictly comparable. (On this, it is interesting to note how many ‘failing schools’
KDYH\HWEHHQLGHQWLÀHGLQWKHOHDI\VXEXUEV 
Setting Targets: raising standards in schools also reveals the fairly predictable
pattern in which Scottish education is managed from the centre. It begins with
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UHÁHFWLRQDQGVHOIDXGLW2QFHWKLVLQWURVSHFWLRQLVHPEHGGHGLWLVWKHQDSSURSULDWHG
DQG UHÀQHG E\ WKH JRYHUQPHQW IRU ¶FRPSDUDWLYH· IRU ZKLFK UHDG ¶FRPSHWLWLYH· 
purposes. Take teacher appraisal: it began with self-appraisal; and, with the
publication of Raising the Standard LQ-DQXDU\LWGHYHORSHGDOPRVWLQWRD
merit-pay scheme. Take the process of academic audit in universities: what began as
collegial self-evaluation became an external mode of inspection. This does not mean
that total control over the process is ceded to the government, for the government
assigns local ‘ownership’ (surely appropriate in a consumer society) to teachers and
schools. But this is misleading, for the criteria are very much the government’s; only
the tactics are for the school’s ownership and discretion. Now the pattern repeats
itself in Setting Targets. First there is whole-school self-evaluation:
Scottish schools have welcomed the framework of national performance
LQGLFDWRUV LQ ¶+RZ *RRG LV 2XU 6FKRRO"· SXEOLVKHG E\ +0,$XGLW 8QLW
in 1996, and their use is becoming embedded in the development planning
process.
1RZFRPHVWKHUHÀQHPHQW
The time is therefore right to introduce greater rigour in school self-evaluation
in the form of quantitative targets. This need is underlined in HMI’ s national
report ‘Standards and Quality in Scottish Schools’ (SOEID, 1996). Targets
set under the framework set out in this document will provide that rigorous
underpinning to the process of self-evaluation (para. 8).
The word ‘therefore’ in the quotation does not logically follow from what precedes
it. Moreover, it goes on to ‘sell’ the reform by the insertion of the now-familiar
concept of ‘ownership’:
The school has the key role in the decision-making process. This ensures
that there is local ownership and commitment and that all relevant factors
are taken into account when the school is setting its targets.
But what does ownership refer to? Not all decisions fall to the school: the schools
did not choose the target-setting in this way; they did not decide to use the criterion
of free meals as a ‘characteristic’ of the school, and nor did they decide to have the
6&,LQWKHÀUVWSODFH$IXUWKHUDVSHFWRIWKHPDQDJHULDOPRGHOLVWKDWDV\VWHPV
approach is implied. That is to say, there is a compatibility which is either implied or
LQVLVWHGXSRQZLWKLQDOO¶OHYHOV· SXSLOWHDFKHUVFKRROSDUHQWV($DQGJRYHUQPHQW 
of the ‘system’. This cascading ‘consensus’ is not an agreed consensus: it is imposed
E\WKHQDWLRQDOJXLGHOLQHVDQGWDUJHWV,QGHHGWKHSDUDOOHOVEHWZHHQWKH6&,DQGWKH
EHJLQQLQJVRIWKH,4WHVWLQJPRYHPHQWLQWKHHDUO\SDUWRIWKHFHQWXU\DUHGLIÀFXOW
WRLJQRUH%RWKSXUSRUWWRGHÀQHREMHFWLYHO\DSRWHQWLDOIRUDFKLHYHPHQWWKH,4WHVW
for the pupil, the ‘target’ for the school. Both have as their effect the rank-ordering of
difference, and the naming of weakness. Both have spurious validity. Both attribute
the cause of the failure or success to the individual or to the individual school.
Both were the construction of a politically dominant group for the application to a
perceived lower order.
Research evidence does not justify between-school competition. The most recent
British evidence shows that it does not raise examination standards. In a large-scale
study of 319 secondary schools in 89 areas, Rosalind Levacic et al. (1998) concluded
WKDWWKHUHZDVQRHYLGHQFHWRFRQÀUPWKHFODLPWKDWFRPSHWLWLRQLPSURYHVVFKRROV
This is not to say that schools do not make a difference, but it is to suggest that the
‘product’ of the school (say, the examination results) is a co-production between the
school and the pupil. The schools cannot be blamed for the pupils’ environments.
What research evidence does say—and has reported consistently for decades—is
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that, on average, socio-economic background is by far the most important predictor
of academic success. That said, the policy initiative should logically be on attempting
WRFRPSHQVDWHIRUDQGRUWRDOOHYLDWHVRFLDOH[FOXVLRQ 5RELQVRQ DVZHOODV
on the internal reform of the school. The government are indeed correct in citing
research which points up the correlation between the entitlement to free meals
and attainment, but we have known this since the educational priority areas were
HVWDEOLVKHGLQWKHZDNHRIWKH3ORZGHQ5HSRUWLQ7KHSRLQWEHLQJPDGHKHUH
is that entitlements to free meals should not be used simply as yet another ‘school
indicator’, but to prompt the question why, in Scotland, is the incidence of free meals
VRKLJK",Q*ODVJRZLWLVIRUW\SHUFHQW$QGQDWLRQDOO\WKHLQHTXDOLWLHVRIZHDOWK
are widening, as indicated earlier.
The government’s preference for targets and competition between schools might
be set against its lack of publicity about other ‘league tables’. Take, for example,
international comparisons which show the percentage of GDP spent on education
DQGGHIHQFH$VDSHUFHQWDJHRI*'3GHIHQFHH[SHQGLWXUHLQWKH8.LVSHU
FHQWJLYLQJWKH8.VHFRQGSODFHZLWKLQWKH2(&',QH[SHQGLWXUHRQSXEOLFRUGHU
DQGVDIHW\WKH8.LVSODFHGÀUVWDWSHUFHQWRI*'3%XWLQWKHDPRXQWRI*'3
VSHQWRQHGXFDWLRQWKH8.LVSODFHGQLQWK 2(&' 
To summarise: we have said that, on the grounds of economic HIÀFLHQF\
government seeks to standardize and to articulate the structures and functions of
education. Momentum, progression, coherence and continuity are the principles
which are to govern practice. But the government’s concern to ‘frame’ education
may also turn on its interpretation of contemporary culture, to which we referred
earlier. In the face of confusion and uncertainty within the culture, old certainties
and remedies within education are being sought by government, be they ‘direct
WHDFKLQJ· RU D KHDUWZDUPLQJ ¶QDWLRQDO· FXUULFXOXP$QG QRZ WKHUH VHHPV WR EH
an attempt to re-structure all of the levels of education into a national framework,
IURPSUHVFKRROWRKLJKHUHGXFDWLRQDQGEH\RQG)RUH[DPSOHFRQVLGHUWKH6&&&·V
SURSRVHGDUWLFXODWHGFXUULFXODUVWUXFWXUH 6&&&$SSHQGL[ RUWDNH5DIIH·V
perceptive analysis of this trend at the post-16 level in Scotland, which reminds us
YHU\FOHDUO\RIZKDWLVLQWKHRIÀQJ
,Q  +LJKHU 6WLOO ZLOO LQWURGXFH D ¶XQLÀHG FXUULFXOXP DQG DVVHVVPHQW
system’ for post-compulsory education below higher education in Scotland
[…]. It will incorporate all academic and vocational courses in a single
IUDPHZRUNRIKRXUXQLWVXVXDOO\JURXSHGLQWRKRXUFRXUVHVDYDLODEOH
DW ÀYH OHYHOV &RPPRQ SULQFLSOHV RI FXUULFXOXP GHVLJQ DVVHVVPHQW DQG
FHUWLÀFDWLRQZLOODSSO\WKURXJKRXWWKHV\VWHP7KHXQLÀHGV\VWHPLQWURGXFHG
E\+LJKHU6WLOOPD\EHIXUWKHUH[WHQGHGE\WKH6FRWWLVKSRVWTXDOLÀFDWLRQV
framework which is currently under discussion and which was endorsed by
WKH*DUULFN5HSRUW>«@ 5DIIH 
$ FHQWUDO LVVXH ZLWKLQ WKH UHIRUP RI SRVW HGXFDWLRQ LV WKH XQLÀFDWLRQ RI WKH
academic and the vocational; and the structural, curricular, pedagogical and
assessment changes which will enable it. What is being suggested in this paper,
however, is that not only is the structure being re-shaped at the post-16 level, it is
also being re-shaped systemicallyDVDV\VWHPLQLWVHQWLUHW\IURPSUHÀYHWRSRVW
$OOVHHPVVHWWREHQHDWO\SDFNDJHGZLWKDFRPPRQHGXFDWLRQDOFRGH7KHUHPD\
EHDQHZ(&8LQWKHPDNLQJDQ¶HGXFDWLRQDOFXUUHQF\XQLW·ZKLFKZRXOGIDFLOLWDWH
transfer between levels. But this itself would require ‘convergence’ of modes of
assessment and curricular forms throughout the whole ‘system’. On this, consider, for
example, the National Standard Transfer form advocated in Improving Achievements
in Scottish Schools 62(,' RUWDNHWKH6&&&·V para. 6.4) call for
a ‘straightforward, easily-created and maintained national record of achievement’;
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RUWKH1DWLRQDO5HFRUGRI$FKLHYHPHQW 15$ ZKLFKKDVEHHQXVHGLQ6FRWODQG
for seven years, and is to be superseded by the Progress File, with ‘an emphasis on
increased individual ownership and personal responsibility for development through
OLIH· 6FRWWLVK2IÀFHEpara.13.9 ). The most recent and comprehensive view
of this theme is contained in the consultation paper Opportunity Scotland: A Paper
on Lifelong Learning 6FRWWLVK2IÀFHE 
6FRWWLVK&UHGLWDQG4XDOLÀFDWLRQV)UDPHZRUN
:HKDYHZHOFRPHGSODQVE\WKHKLJKHUHGXFDWLRQVHFWRUDQGWKH64$
WRLQWURGXFHDFRPSUHKHQVLYH6FRWWLVK&UHGLWDQG4XDOLÀFDWLRQV)UDPHZRUN
which will help all learners, employers and providers to understand the
TXDOLÀFDWLRQVV\VWHP,WZLOOVKRZZKHUHHDFKTXDOLÀFDWLRQLVSODFHGLQWKH
)UDPHZRUNDQGKRZGLIIHUHQWTXDOLÀFDWLRQVUHODWHWRHDFKRWKHU,WZLOODVVLVW
learners to plan progression toward their learning goals. We will join a group
WRGHYHORSWKH)UDPHZRUNDQGH[SHFWLWWREHLQSODFHE\$XJXVW
Like nested Russian dolls, there may emerge a complementarity in the forms and
functions of the ‘framework’ at all levels. In short, the hitherto disparate educational
codes of the nursery school, the primary school, the secondary school, the colleges
and the universities all seem set to be shared. Just as Raffe has considered the
systemic architecture for post-16, here I offer up for consideration another bordercrossing which government needs to bridge: that between the primary school and
the secondary school.
:K\QRZLVWKHUHVRPXFKFRQFHUQZLWK6DQG6³LQGHHGZLWK²PRUH
generally? The most-often declared answer is that there are pedagogical concerns
raised by the Inspectorate and others (Stark et al.6LPSVRQDQG*RXOGHU
6&&&  &XULRXVO\KRZHYHUDOWKRXJKAchieving Success in S1/S2 makes
SDVVLQJPHQWLRQWRUHVHDUFKLWLVQRWVSHFLÀHGDQGWKHUHLVQROLVWRIUHIHUHQFHV 
Whilst not denying the importance of these pedagogical concerns, and whilst not
denying either that they require to be addressed, I suggest that they should be set
within much broader and important cultural and economic changes which are in train.
$VVWDWHG6DQG6DUHLQD¶ERUGHU]RQH·ZKLFKVHSDUDWHVZKDWKLWKHUWRKDYHEHHQ
discrete types of education, with different educational philosophies and professional
cultures. To repeat, I am suggesting that there are two fundamental shifts taking place
LQFRQWHPSRUDU\VRFLHW\ÀUVWDQXQVWDEOHDQGXQFHUWDLQFXOWXUHPDUNHGE\LQGLYLGXDO
concerns about the self, and by collective concerns about nationhood (and not just
in Scotland); and second, an increasingly unstable and competitive global—not
national—economy. The speed with which these changes have come upon us has
EHHQDODUPLQJDQGWKHLUHIIHFWVRQHGXFDWLRQZLOOEHSURIRXQG$OOFRXQWULHVPXVW
cope with them, and how they do so will be to some extent be determined by their
different cultural milieux and histories. Of concern here is that the government’s
reaction to these cultural and economic changes has been somewhat bureaucratic.
The government’s solution purports to deal with these cultural and economic shifts
through a policy of cultural containment (the emerging, articulated curricular
‘framework’ which calls for continuity, progression, coherence and momentum) and
HFRQRPLFHIÀFLHQF\ FHQWUDOO\GHÀQHGIUDPHZRUNVDUHRUGHUO\DQGFKHDSHU 
If it is accepted that a national framework is being constructed, then the
JRYHUQPHQWPXVWIRFXVRQWKHERUGHUVLQRUGHUWRFURVVWKHP$OUHDG\PXFKSURJUHVV
has been made: for example, the removal of the binary divide in higher education,
and the convergence of the Scottish Examination Board and the Scottish Vocational
(GXFDWLRQ&RXQFLOLQWRWKH6FRWWLVK4XDOLÀFDWLRQV$XWKRULW\ 64$ ,QGHHGWKHFKLHI
H[HFXWLYHRIWKH64$0U7XFNUHSRUWHGO\VXJJHVWHGLQ-XQHWKDWDFRPPRQ
TXDOLÀFDWLRQIRUWHDFKHUVDQGOHFWXUHUVZRXOGKHOSWR¶EUHDNGRZQWKHFXOWXUDOGLYLGH
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between schools and colleges’ (Munro, 1998b). But in the secondary schools there
are formidable gatekeepers whose pedagogical and curricular preferences will not
easily be given up (Simpson and Goulder, 1998).
The foreword to Mr Osler’s S1/S2 Report, however, lends weight to the point
that we are seeing the emergence of a planned articulation of the various levels of
education, from pre-school to post-school. There is, he says, nothing particularly
distinctive about the S1/S2 phase:
The report stresses that S1/S2 should not be regarded as a distinct phase in
education but as an important and integral part of a progressive and continuous
experience covering the full 11 years of compulsory school and beyond [italics
added; see also para@
&RQWUDVW0U2VOHU·VIRUHZRUGWRWKDWRIEducation 10–14 &&& 
Increasing attention has been focused in recent years on the education of the
²DJHJURXSbecause of the recognition that this is a critical stage in the
development of young people [italics added].
$WLVVXHKHUHLVWKDWWKHJRYHUQPHQWQRZUHJDUGVWKHZKROHRIVFKRROLQJDQGEH\RQG
as a kind of seamless process, amenable to common curricular, pedagogical and
assessment modes. It is a rationalisation, an articulation, of what it regards as a rather
unwieldy arrangement, one which has arisen by incremental policies developed over
time. The concept of ‘stage’ now no longer appears to be admissible in the policymaking forum. Notwithstanding much-vaunted calls for ‘choice’, the government
VHHPVVHWWRFXUESOXUDOLW\QRWRQO\RQWKHJURXQGVRIHIÀFLHQF\EXWDOVRWRVHOHFW
from the culture what shall count as curriculum, pedagogy and assessment in the
¶IUDPHZRUN·&KRLFHDQGÁH[LELOLW\VHHPVHWWRRQO\RFFXUZLWKLQWKHIUDPHZRUN
Those who are deemed to be outside of the ‘frame’ have historically been given
VKRUWVKULIW2QWKLV6LU-DPHV5REHUWVRQ·VFRPPHQWDU\XSRQRIÀFLDOGRP·VUHDFWLRQ
to R. F. Mackenzie is apposite:
[…] and when an R.F. Mackenzie applies to desperate ills remedies not found
in our well-thumbed pharmacopaeia, we number him with the wilder prophets
and healers, and treat him accordingly—to our deep discredit (Robertson,
 
6LU-DPHVRIFRXUVHZDVFKDLUPDQRIWKH$GYLVRU\&RXQFLORQ(GXFDWLRQLQ6FRWODQG
which produced the far-seeing report Secondary Education in 1947. (That report, like
10–14, which Achieving Success in S1/S2 curiously omits even to mention, proved
to be unacceptable, and thereafter advisory councils were quietly dropped.)
Thus far, I have argued that, in addition to educational concerns about S1 and
S2, the very timing of Achieving Success in S1/S2 can also be explained by the
government’s quest to structure a streamlined and cheaper national educational
structure. I turn now to consider some of the pedagogical, curricular and managerial
issues which the Report raises.
3('$*2*<,16$1'6

6FRWWLVKWHDFKHUVKDYHUHFHLYHGRYHUWKHODVWÀIWHHQ\HDUVPL[HGPHVVDJHVDERXW
how to teach. Teaching and Learning in P4 and P7, published in 1983, lamented
the lack of progress towards child-centred education. Shortly after, Learning and
Teaching in the First and Second Year of the Scottish Secondary School (SED, 1986)
reported—somewhat to its dismay—that whole-class teaching was still the most
common style (3.28). It added, ‘[…] it is essential that the learning and teaching
process in S1 and S2 should be based on the principle of fostering the ability of pupils



WRHQJDJHLQLQGHSHQGHQWOHDUQLQJ·  1RWVRQRZLQGHHGWKH665HSRUW·V
FDOOIRUPRUH¶GLUHFWWHDFKLQJ·  RUIRU¶PXFKJUHDWHUHPSKDVLVWRGLUHFWWHDFKLQJ·
 LVDWRQHZLWKWKHQRWLRQRI¶EHVWSUDFWLFH·SHGDJRJ\$OOWKLVQRWRQO\LPSOLHV
a certain elasticity in the pedagogical advice of the Inspectorate to teachers over the
years, but it also prompts questions about the reasons for the inconsistency. It may
EHVSHFXODWHGWKDWWKHVKLIWLVH[SODLQHGRQWKHJURXQGVRIHIÀFLHQF\6LPLODUO\ZLWK
reference to advice on assessment, the Report argues that the ‘fresh start’ approach
in S1 is no longer tenable, and S1 teachers should rely on the ‘robust’ information
QRZ EHLQJ JHQHUDWHG E\ ² DVVHVVPHQW SURFHGXUHV DQG QDWLRQDO WHVWLQJ 7KLV
is a rather different position from that taken in the 1986 report: ‘While detailed
information from the primary school is often useful in arriving at decisions about
suitable starting points, there is a danger of categorizing pupils prematurely’ (SED,
1986: para :LWKLQWKHVSDFHRIMXVWRYHUWHQ\HDUVWKHJRYHUQPHQW·VSRVLWLRQ
on pedagogy has shifted considerably.
%XW WKHUH LV D FHUWDLQ LURQ\ LQ WKLV 7KH JURZWK RI ÁH[LEOH VHUYLFHVHFWRU
occupations, where workers must expend a good deal of emotional labour, is better
prepared for by a pedagogical style which admits collaboration, independence,
creativity and less direction. To be sure, the manufacturing base in Scotland is in
decline, whilst that based on service industries is rising rapidly. This does not mean
that the overall economy is in decline. It is simply an artefact of an economy which
is now interlocked globally: Japan and Germany have opted for more manufacturing;
WKH8.DQGWKH86$IRUPRUHVHUYLFHV)UDQFHLVLQWKHPLGGOH &DVWHOOV 
These trends will probably continue. The way forward towards a more productive
economy is to recognise these shifts—both cultural and economic—and to incorporate
them into education. Erecting an over-arching, bureaucratic, national structure is the
educational equivalent of starting up a massive, hierarchically-integrated corporation
LQWKHV7KHODWWHUKDYHQRZEHHQORQJDEDQGRQHGE\VXFFHVVIXOFRUSRUDWLRQV
Equally, reverting to tried-and-tested (and cheaper) teaching styles may produce a
classroom management regime which will be at odds with that of the post-Fordist
workplace. S1/S2 portends a similar mismatch insofar as its recommendations on
curriculum are concerned, to which we now turn.
&855,&8/80,16$1'6

I have referred to the weakening of knowledge codes. The ‘purity’ of the subject
discipline is no longer what it was, especially in further education and in the ‘new’
universities where modularised inter-disciplinarity has occurred more readily than in
the old universities. The integration of subjects rather than their separation seems to be
WKHWUHQG7KLVPD\EHDUHÁHFWLRQRIWKHIDFWWKDWFXOWXUDOFDWHJRULHVDUHZHDNHQLQJ
EHFRPLQJPRUHDPELJXRXVDQGEOXUUHG%XW66QDLOVLWVFRORXUVYHU\ÀUPO\WR
the mast of Munn, agreeing (p.12) that ‘[. . . ] the basic unit of study should remain
WKHLQGLYLGXDOVXEMHFW· 62(,'para $QGLQDSX]]OLQJVWDWHPHQWLW
goes on to say that little since has occurred which would require a revision of this
position. Indeed, it goes further and states,
$ QXPEHU RI VFKRROV KDYH GHYHORSHG LQWHJUDWHG RU FRRUGLQDWHG FRXUVHV
DW6DQG6EXWHYLGHQFH>QRWVSHFLÀHG@DERXWWKHHIIHFWLYHQHVVRIVXFK
courses would not justify their widespread introduction across the curriculum
(p.12).
The disciplines, it states, ‘have stood the test of time’ (p.12). To an extent this is
true. The schools have hitherto been ‘driven’ by the curricular structures of the
universities, and these have tended to be subject-centred. But this is changing
rapidly, for a number of reasons. First, the postmodernist critique of knowledge
is occurring within the academy itself, and the purity of the subject is weakening,
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especially within the new universities. Secondly, post-16 staying-on is now the
SUHIHUUHGRSWLRQDQGWKHLQÁXHQFHRIWKHOHVVVXEMHFWFHQWUHGFXUULFXODUVWUXFWXUH
of further education is now to be felt in the school. Indeed, there are some grounds
for saying—space does not permit here a full consideration—that the educational
code of further education (modularisation, learner-centred pedagogy, diffuse modes
of assessment) has begun to insinuate itself below into the educational code of the
school, and above into the new universities. Thirdly, and more generally, cultural
categories within society are beginning to blur. To suggest that because integrated
approaches have not so far worked we should therefore continue to emphasise the
VHSDUDWHVXEMHFWVLVWRLJQRUHWKDWWKHZRUOGKDVFKDQJHGVRPHZKDWVLQFHZKHQ
the Munn Report was published.
&21&/86,21

I have suggested that there are contradictory forces in play: a centralising tendency
brought about by the need to curb expenditure on education; and, beyond the
school, a culture which is in flux, and wherein ever-greater differences are
generated, and re-generated. In academe, the traditional curricular structures and
research methodologies are deeply disputed. Education policy, however, pays the
JUHDWHUKHHGWRWKHHFRQRPLFLPSHUDWLYH,QWKHVHDUFKIRUHIÀFLHQF\HGXFDWLRQLV
EHLQJ VWDQGDUGLVHG IRUPDOLVHG PRQLWRUHG DQG PDQDJHG DV QHYHU EHIRUH$ YDVW
PRGHUQLVWEXUHDXFUDWLFHGLÀFHLVLQWKHPDNLQJRQHZKLFKVHHNVWRDUWLFXODWHZKDW
hitherto have been different educational codes. Rather than recognise plurality and
ambivalence in the broader culture, government seems set to frame it. To this end,
old bureaucratic forms and Taylorist management styles are being re-worked and
given a contemporary gloss. For those who are charged with effecting this lean and
VWUHDPOLQHGVWUXFWXUHLWLVDWWKHERUGHUVZKHUHLQWKHLUPDQDJHPHQWGLIÀFXOWLHVOLH
,QUHODWLRQWRWKLVZHUHIHUUHGIRUH[DPSOHWR5DIIH·V  FRPSDUDWLYHDQDO\VLV
of the re-structuring of education at the post-16 level in Scotland.
In this paper the concern has been with another border zone: that between the
primary school and the secondary school. Achievement in S1/S2 is purportedly about
standards, and there are undoubtedly educational causes for concern which require
to be addressed. But the document can be read in another way. This question can be
put: ‘When viewed not from within S1 and S2, how and why does this document
provide insights into the overall re-structuring of Scottish education?’ That is to say,
Achievement in S1/S2 can be viewed in relation to other reforms in the system. So
the argument here has been concerned with but one border zone and how this relates
WRRWKHUV$VWKHJRYHUQPHQWWXUQVLWVDWWHQWLRQWRWKHVHRWKHUERUGHUV³EHWZHHQ
say, pre-school and primary school, or between school and further education (as
Raffe has analysed), or between further and higher education (as the Garrick Report
has referred to), or between community education and post-16 education—then
PRUHORFDOGLIÀFXOWLHVZLOOHPHUJH%XWWKLVQHZV\VWHPDUFKLWHFWXUHLVHPHUJLQJ
incrementally, with little public debate about the very totality or wisdom of its
endeavour. Public discussion is—and has been—about the parts, not the whole. The
architecture of this system is being engineered with much sophistication, with little
arrows leading here and there, linking up this and that, revealing coherence.
But whilst it is one thing to plan it all, neatly and rationally, it is quite another for
it to take root culturally in the schools and colleges; and beyond. The logic which
DOO RI WKLV UHYHDOV³SODQQHG SURJUHVVLRQ FRKHUHQFH OLQHDULW\ FRQIRUPLW\ ÁRZ
chart thinking—is one which runs counter to emerging cultural trends which reveal
FRPSOH[LW\DQGGLIIHUHQFH7KHJRYHUQPHQWPDNHVPXFKRIÁH[LELOLW\DQGFKRLFHEXW
the very notion of a centrally-structured framework implies an eventual convergence
(not a diversity) of the curricular form, of modes of assessment, and, by implication,
of pedagogy. Here the parallels with another economically-driven structure—the



European Union—are apposite. Within the real economy, it is the currency which
matters, whereas within education it is the credential. The emergence of the euro
as a unit of exchange, whose rate is set by a central bank, can be compared to the
HPHUJHQFHRIWKHFUHGHQWLDOIUDPHZRUNQRZEHLQJGHÀQHGFHQWUDOO\ZLWKLQ6FRWODQG
But whilst rates of exchange—be they of currency or of credential—are converging,
it is by no means clear that either national cultures (within the EU) or sub-cultures
(within Scottish education) will converge according to plan. It is this cultural—and,
by implication, political—dimension which is largely missing in the re-structuring
RI6FRWWLVKHGXFDWLRQ&XOWXUDODQGSURIHVVLRQDOSUDFWLFHVFDQQRWVLPSO\EH¶UHDG
off’ from elaborate organizational structures which are committed to paper. The
government’s omission is curious, for the educational landscape is already littered
with failed policies which have ignored the cultural conditions in which they are to
EHLPSOHPHQWHG 6DUDVRQ 7KH*HUPDQVRFLDOWKHRULVW0D[:HEHUZDUQHGXV
about the ‘iron cage of bureaucratic rationality’ which might emerge if we allow the
FULWHULRQRIHIÀFLHQF\WREHJLYHQIUHHUHLQZLWKLQLQGXVWULDOVRFLHW\7KHHPHUJLQJ
‘framework’ in Scottish education may well prove him to have been correct.
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is to achieve neutrality, then most of the work of the greatest thinkers and educators of
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