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(i) 

PREFACE 

This research report presents the initial results of an investigation into 

the impact of public examinations upon teaching in secondary schools. 

Chapter provides a summary of opinion and research on this issue, while 

Chapter 2 constructs a theory which explains why examinations might lead 

teachers to concentrate upon the transmission of information, rather than 

upon other educational goals. In Chapter 3 we sketch the research design 

we employed. (For a more historical account see Hammersley, Scarth and 

Webb 1985). Chapter 4 provides both qualitative and quantitative data 

about the eleven teachers whose classroom behaviour we studied in detail. 

The qualitative data deal with the teachers' perceptions of the courses, of 

their teaching on those courses, and of the pupils. The quantitative data 

provide a comparison of the proportion of public classroom talk allocated 

to the pupils and the number and length of pupil contributions to that 

talk, across examination and non-examination courses, and across courses 

with and those without qualification-dispensing assessment. Chapter 5 

summarises our findings for all the teachers, and discusses the conclusions 

that can be drawn about the effects of examinations upon teaching, against 

the background of the methodology employed. 

Our work does not fit neatly into any of the conventional categories of 

educational research. We started in the ethnographic tradition, but at the 

same time were critical of it for failing to produce cumulative theoretical 



(ii) 

development (Hammersley, Scarth and Webb 1985). Ethnographic work 

typically mixes description and explanation in ways which obscure the 

nature and status of the theoretical ideas used. Theories are rarely 

presented systematically, being used in an ad hoc way to illuminate 

particular data. Nor, usually, are they subjected to any test beyond their 

compatibility with the data collected (Hammersley 1986b). And the 

relationship between concepts and evidence is rarely rigorous (Hammersley 

1986a). 

One of our aims in this research has been to try to show what we think 

would be involved in systematically developing and testing theory. In 

doing this we have moved away from a traditional ethnographic approach in 

certain respects, and have drawn on other traditions in classroom research, 

notably 'systematic observation', though we have been critical of this work 

too (Scarth and Hammersley 1986a and 1986b). There are, perhaps, three 

striking respects in which our work deviates from more conventional 

ethnography. First, the research report is not written as a 'naturalistic' 

account of the nature of teaching in the classrooms we studied. (On 

ethnographers' use of 'naturalistic' modes of writing, see Hammersley and 

Atkinson 1983). Instead, we present the theory and the data separately and 

only then consider the relationship between them. This is a less 

entertaining form of exposition than that characteristically employed by 

ethnographers. But we believe it serves the purposes of the research more 

effectively. 
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(iii) 

The second departure from traditional ethnography is the narrowness of our 

focus. Ethnographers often express a commitment to 'holism', to portraying 

the events observed within their wider context. In studying teaching, for 

example, they usually seek to locate the work of particular teachers in the 

context of the school as a whole and perhaps also of the wider society. 

However, we are not convinced that such holism, and associated attempts to 

link macro and micro levels of analysis, are necessary (Hammersley 198Sb). 

Indeed, we believe them to be counterproductive in the task of developing 

and testing theory. Unless the research focus is quite specific such 

testing is not feasible, there are too many variables to measure and too 

many causal relations to investigate. Indeed, even with the very narrow 

focus we have adopted, the task involves an enormous amount of work and we 

have by no means completed it. 

The third way in which we have deviated from conventional ethnographic 

practice is perhaps the most obvious: our emphasis upon quantitative data. 

While such data are not unusual in ethnographic work, they are rarely given 

the central place which we assign to them. This emphasis stems from our 

concern to make the relationship between concepts and data more rigorous 

than is often the case in ethnography. While ethnographers generally 

regard their work as qualitative, it often deals with quantitative 

variables, such as the frequency with which particular types of event 

occur. Typically, such measurements are handled in an informal way, 
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relying upon the judgment of the ethnographer (Hammersley 1986a). By 

contrast we have sought to measure some of the quantitiative variables 

involved in our research in an explicit and rigorous way. Indeed much of 

our research effort has gone into that, which reflects not just the 

importance we assign to it but also the difficulties involved. 

In our view, ethnography, and educational research generally, has paid too 

little attention to theory-building and testing, and to the methodological 

problems associated with this. Such has been the pressure, felt 

increasingly in recent years, for results which feed into current policy 

debates that the kind of patient, theoretical and empirical work which we 

believe to be necessary to produce a sound theoretical understanding of 

classroom processes has gone by the board. There has also been a tendency 

to work on too broad a front, to tackle all aspects of an educational 

problem at one go. As we have just noted, our research is quite narrowly 

defined. We have not attempted to investigate all aspects of the impact of 

examinations on schools, nor all the factors that might encourage a concern 

with the transmission of information on the part of teachers. Moreover, 

the research reported in this study, while we hope it will be interesting 

and instructive to teachers and educationalists, must not be taken as 

providing conclusive results about the effects of examinations on teaching. 

Much work remains to be done. Indeed, one of the major contributions which 

we hope our research will make is in identifying some of the methodological 

problems which face research of this kind. These problems are not new, but 

we believe that classroom researchers have underestimated their importance. 

They need to be resolved if we are to improve our understanding of 

educational problems. 
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CHAPTER 1 

EXAMINATIONS AND TEACHING 

Since the introduction of the Oxford Locals in 1858, which 

effectively marked the beginning of external examining at the 

secondary school level, public examinations have become 

increasingly important in secondary schools (Montgomery 1965; 

Roach 1971). This reflects the emergence of educational 

qualifications as a major factor in the selection of people for 

occupational positions, in an increasingly differentiated labour 

market. 

Over the last hundred years or so, educational qualifications 

have come to be used in recruitment to a growing number of 

occupations. Moreover, during this period the entry requirements 

of many occupations have steadily risen. Dore (1976) documents 

this change, using careers advice literature as evidence. He 

cites librarianship as a good example of what has occurred: 

At the beginning of the century a librarian has to have only 
a 'love of books and the capacity to advise the managers as 
to purchases, and inquirers as to suitable works' ••• he 
had, in other words, actually to be able to do his job. By 
the 1930s, intending librarians were told that a school 
certificate was a 'useful possession'. By 1950 it was the 
minimal requirement. No one could be a librarian who had 
not continued his education to the age of (usually) 15 or 
16. By 1970 two A levels ••• an extra two years of study 
for the average child ••• were the minimum requirement, and 
the Library Association looks forward to the day when 'the 
possession of a university or CNAA degree becomes as common 
as possession of a GCE with A levels today'. Meanwhile the 
minimum apprenticeship period of three years was reduced to 
one (after a special two-year training in librarianship) in 
the 1950s and was waived altogether for university graduates 
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in the 1970s, by which time three universities and six 
polytechnics were offering degree courses in librarianship. 
(Dore 1976:23-4) 

Collins (1979) has described much the same growth in the level of 

qualifications demanded for entry into occupations in the United 

States. 

Two main explanations are available for this growth in the 

importance of educational qualifications, and in the level of 

qualification required for particular jobs: 

1. That it reflects the increasing requirements of 
occupations for workers with high levels of knowledge and 
skills, these being an integral part of the development of 
advanced industrial societies. 

2. That this growth constitutes a process of qualification 
inflation over and above any increase in the requirements 
of jobs for knowledge and skills. 

The first explanation derives from modernisation theory, which claims that 

as a result of the demands of technological development all industrial 

societies come to take on a number of key characteristics: for example a 

large service section, an occupational structure in which the bulk of 

occupations are in the middle of the hierarchy in terms of income and 

status, and a high level of social mobility (Kerr et al 1962; Moore 1968; 

Bell 1973: See also Goldthorpe 1966). From this point of view, education 

is a key form of investment: 

Education is a crucial type of investment for the 
exploitation of modern technology. This fact underlies 
recent educational development in all the major industrial 
societies. Despite idiosyncracies of national history, 
political structure, and social tradition, in every case the 
development of education bears the stamp of a dominant 
pattern imposed by the new and often conflicting pressures 
of technological and economic change ••• In an advanced 
industrial society, it is inevitable that the educational 
system should come into very close relationship with the 
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,, 
economy. Modern industrial technology, based on the 
substitution of electrical and atomic for other forms of 
power and introducing new and more intricate forms of the 
division of labour, transforms the scale of production, the 
economic setting of enterprise, and the productive and 
social role of labour. It is dependent to an unprecedented 
extent on the results of scientific research, on the supply 
of skilled and responsible manpower, and consequently on the 
efficiency of the education system. 
(Floud and Halsey, 1971:1) 

Indeed, some commentators have claimed that modern industrial 

societies are characterised by the need for a large proportion of 

their populations to be highly educated. In the words of Drucker 

(1971:114): 

an abundant and increasing supply of highly educated people 
has become the absolute prerequisite of social and economic 
development in our world. It is rapidly becoming a 
condition of national survival. 

From this point of view, the growth in the level of 

qualifications demanded for particular jobs over the last hundred 

years may be taken to reflect increases in the knowledge and 

skills required to perform those jobs, these increases resulting 

from technical change (Clark 1962; Bell 1973). Collins (1971) 

terms this the 'technical function theory of education', and it 

involves the following claims: 

1. The skill and knowledge requirements of jobs in 
industrial societies continually increase. 

2. Formal education provides the specific skills and 
general capacities necessary for jobs, and qualifications 
are an accurate measure of these. 

3. Therefore entry requirements for employment constantly 
rise and more and more of the population are required to 
spend longer and longer in educational institutions in order 
to obtain qualifications. 
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The technical function theory of education has been subjected to 

serious criticism. Attempts to measure the 'social return' on 

education have encountered severe methodological difficulties 

(Blaug 1970) and the assumption that formal education provides 

the knowledge and skills required by occupations has been 

challenged (Collins 1971; 1979; Dore 1976; Miller 1969; Miller 

and Reissman 1968). Indeed, it has been claimed that more 

educated employees are by no means necessarily more productive at 

work than less educated colleagues (Berg 1970). 

At the same time another explanation for the increase in the 

levels of qualification demanded for jobs has arisen, one which 

views this increase as, in large part, the product of a process 

of qualification inflation: 

The way the qualification-escalation ratchet works is 
roughly like this. A bus company may 'normally' require a 
junior secondary leaving certificate for five pounds-a-week 
bus conductors and a senior secondary leaving certificate 
for its seven pounds a week clerks. But as the number of 
senior certificate leavers grows far larger than the number 
of clerkships that are available, some of them decide that 
five pounds-a-week as a bus conductor is better than nothing 
at all. The bus company gives them preference. Soon all 
the available conductor slots are filled by senior 
certificate holders: a senior certificate has become a 
necesssary qualification for the job. 

It is not entirely clear why employers allow qualifications 
to escalate in this way. The chief reason seems to be that 
they are simply unquestioning victims of the widespread myth 
that education 'improves' people, and that they are 
therefore getting more for their money if they get a senior 
certificate for five pounds a week rather than a junior 
certificate. Some who have made their decision more 
wittingly might defend it on the grounds that those who go 
on to senior secondary must at least have shown more 
persistence. And in a country which rations entrance into 
senior secondary by academic tests rather than by the purse, 
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they might be right in concluding that those<~ho have got 
through to senior secondary are brighter and less likely to 
miscount the change. Even if the rationing of secondary 
education is wholly by the purse - as in those countries 
like the Phillippines or India where almost any smart 
entrepreneur can set up a secondary school - the bus owners 
well might still find that these senior secondary pupils, 
since they come from the better-off homes, are more nicely 
spoken and reliable. Or it might just be that, faced with 
fifty applicants for five bus conducting jobs, all of whom 
could do the job equally well, it just simplifies the whole 
process to consider only the ten people with senior 
certificates - and provides a clear objective and legitimate 
reason for saying no to the other forty. (The last, the 
legitimation aspect of it, may be particularly helpful if 
that forty includes a known ne'er-do-well whom some 
pestiferous relative is trying to push upon you,) 

Whatever the reason, it happens. Senior certificates get 
the bus conducting jobs: BAs preempt the clerkships. The 
pressure to get on higher up the school ladder is 
intensified: so is the pressure on the government to build 
more schools to allow more children to get higher up. And 
it is hard to see a limit to the process. It may be some 
time before the bus company begins to accept BAs for its bus 
conducting jobs. The first applicant might well be rejected 
as dangerously over-educated, likely to be resentful at 
having sunk so low and to have too fine a conception of 
himself to work hard. But in countries where free 
enterprise operates in higher education, eventually it is 
likely to happen. As more and more of the superfluous BAs 
are the product of gimcrack local colleges set up on a 
shoe-string, using the cheap services of unemployed MAs and 
PhDs, so it becomes more and more obvious that they are not 
in any real sense more intellectually sophisticated than 
junior certificate holders. And as the BA job threshold 
moves slowly down the occupational prestige scale the 
acceptability of lower paid jobs to BAs slowly increases. 
Once it has been established for some years that there is 
nothing unusual or particularly demeaning in a BA accepting 
a job as a seven pounds-a-week typist, it becomes easier for 
the BAs who fail in that particular competition to settle 
for six pounds-a-week as a store clerk. And once store 
clerkships at six pounds-a-week are accepted a BA jobs, it 
becomes easier for a BA to accept the five pounds-a-week bus 
conductor job without feeling so degraded that he is 
impelled to take his resentment out on his customers. 
(Dore, 1976: S-6) 

Dore was particularly concerned with developments in the Third 

World, but he also applies his analysis to the history of 

education in Britain. He argues that the process of 
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qualification inflation is fuelled by both supply and demand 

factors. On the one hand, the more people who have a particular 

level of qualification, the more likely it is that that 

qualification, or a higher one, will be used by employers as a 

screening device to reduce the number of applicants for any 

vacant post. Equally, the spiralling of entry qualification may 

be produced by demand factors: 

Competitive bidding for the 'pool of ability' between 
professions can lead to anticipatory raising of entrance 
standards and a demand for, say, A-level leavers, greater 
than the numbers who would anyway have gone on to A-level: 
(Dore 1976: 28) 

However, whether demand-led or supply-led, the essence of the 

qualification spiral is that "both demand and supply factors 

contribute and interact to exacerbate each other" (Dore 1976: 

28). Moreover, since most individual employers and the state 

demand examination results as entry qualifications, then the 

possibility of any single employer not using examination results 

for selective purposes is remote: 

As long as most employers who are bidding for the five or 10 
percent most able people in each age group continue to 
recruit in the graduate market, no single employer could 
persuade a young man who was in that group not to go on and 
demonstrate that he belongs to it by getting a degree. Any 
young man who accepted a job at 18 would be tying his future 
to that particular employer and closing off other options 

Hence ••• it becomes only sensible even for employers 
sceptical about the real value of university education to 
recruit only from graduates. 
(Dore, 1986: 29) 

Dore's theory is summarised in Figure 1.1. 
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Figure 1.1: Dore's Theory of Qualification Inflation 
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Collins (1971;1979) offers a similar explanation to Dore arguing 

that the increase in qualifications is largely the product of 

status competition among occupational groups: 

the 'demands' of any occupational position are not fixed, 
but represent whatever behavior is settled upon in 
bargaining between the persons who fill the positions and 
those who attempt to control them. Individuals want jobs 
primarily for the rewards to themselves in material goods, 
power, and prestige. The amount of productive skill they 
must demonstrate to hold their positions depends on how much 
clients, customers, or employers can successfuly demand of 
them, and this in turn depends on the balance of power 
between workers and their employers. 
(Collins, 1971: 1007) 

The criteria used for recruitment to occupational positions, 

according to Collins, are those of the status group which 

controls the occupation or organisation involved. And the 

increasing use of educational qualifications in occupational 

recruitment primarily reflects the power of the status groups 

which control both the economy and the education system. 

There seems to be general agreement that the average level of 

educational qualification required for jobs has increased in 

industrial, and other, societies over the last century. However, 

there is disagreement about why this has occurred. While the 

argument that this is largely the product of increased technical 

requirements has not been established, neither has it been shown 

to be false; and the theory of qualification inflation has not 

been systematically tested, and so its validity is uncertain. 
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Examinations and Schools 

It would be misleading to suggest that educational qualifications 

now determine an individual's occupational position, where once 

this was the product of social class background (Goldthorpe 1979; 

Halsey Heath and Ridge 1980). Nevertheless, qualifications have 

become an important mediating factor in the process by which 

people are recruited to occupations. The effects of this on 

schools have been striking. The heterogeneous collection of 

types of secondary education serving different sections of the 

community which existed in the nineteenth and early twentieth 

centuries gradually became transformed into a single pyramidical 

structure, leading, for a small minority, up to the university. 

And this process seems to have occurred largely as a result of 

the growth in importance of public secondary examinations: 

Already in 1868 the Taunton Commission had judged the 
quality of schools by their success in sending pupils to the 
universities, but only after the establishment of the c1v1c 
universities did the majority of grammar schools acquire 
university preparatory sixth forms, and not, perhaps, until 
the 1960s did the importance of the sixth form in the 
grammar school scheme of things reach the point at which the 
Ordinary Level General Certificate of Education, taken at 
the age of 15 or 16, became predominantly defined in most 
schools as the selection hurdle for sixth form/university 
entry, rather than as a terminal secondary leaving 
certificate. 
(Dore, 1976: 20-1) 

Over the course of this century, and particularly in the last 40 

years, the proportion of secondary age children entered for 

public examinations has grown sharply. The newly formed 

secondary modern schools, for example, rapidly increased the 
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number of candidates they entered for GCE from the 1950s 

onwards,despite Ministry of Education disapproval (Montgomery 

1965). In 1954 5,500 secondary modern school pupils took a GCE 

examination (Circular 289, 9 July 1955, Section 3), by 1964 the 

number had risen to 63,354, an increase of around 1052%. (DES, 

Statistics in Schools, [vol. 2] 1966, table 2:3). 

During the same period there was also an enormous growth in the 

number of secondary modern school pupils taking examinations 

below the GCE level, such as those offered by the Royal Society 

of Arts, the College of Preceptors and the City and Guilds of 

London Institute. On the basis of a stratified random sample of 

secondary schools in England and Wales, and figures provided by 

the Examining Bodies, the Beloe Report (SSEC, 1960) documents "a 

rapid growth in the taking of external examinations other than 

the GCE" which is "out of all proportion to the increase in the 

number of pupils on roll" (:15). And, indeed, it was the growth 

in the number of candidates for these examinations which 

persuaded the Committee, despite fears about the effects of 

examinations upon secondary modern schools, to recommend the 

establishment of the CSE examination. 

The increase in the number of candidates for secondary school 

examinations continued after 1965. Between 1965 and 1984 the 

figures for both GCE and CSE have risen more sharply than the 

growth in the number of secondary age children (see figures 1, 2 

and 1.3). 

I 
I 
I 
I 
I 
I 
I 
I 
I 
I 
I ,, 
I 
I 
I 
I 
I 
I 
I 
I 



...... 
" _... ··.: 
' 

Figure 1.2 Percentage Increase of Pupils in Maintained Secondary Schools Taking 
288 CSE, CoMpared with Increase in 16 Year Olds and in all Pupils 

in Maintained Secondary Schools 1971-84 
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Figure 1.3 Percentage Increase of Pupils in Maintained Secondary Schools Taking 
199 GCE, CoMpared with Increase in 16 Year Olds and in all Pupils 
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Between 1965 and 1984 the number of candidates from maintained 

secondary schools entering the GCE increased from 318,283 to 

606,329, a growth of around 90%. Not surprisingly, and no doubt 

partly because of a decline in the number of pupils taking RSA, 

City and Guilds and other non-GCE examinations, the increase in 

candidates for CSE from maintained schools over this period is 

even more dramatic, from 67,667 (England and Wales) in 1965 to 

649,883 (England only) in 1984, an increase of 868%. 

One of the central concerns of Dore in his analysis of 'the 

diploma disease' was the effects of increasing emphasis on 

examinations upon the quality of education in schools: 

Now, whether the knowledge one gets from schools is useful 
or exciting, whether the values and attitudes one picks up 
there are appropriate, has become of secondary importance. 
Schools are places where one gets certificates; '0' levels 
and 'A' levels, passports to such and such jobs, hurdles 
over which one leaps to go on to more schools for more 
certificates as passports to even better jobs. 
(Dore 1976: 31). 

For Dore, examinations are anti-educational, they are simply a 

means of certification which permits entry into the job market at 

a particular level. According to him, schooling in this country, 

and in many others too, is now concerned not so much with 

education but simply with the dispensing of qualifications. We 

have become, in Collins' (1979) phrase, a 'credential society'. 

Such concern about the effects of examination upon schools is not 

new, of course. The increase in the proportion of secondary 

school pupils taking public examinations over the last 100 years 

) 
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has been accompanied by considerable criticism of the effects of 

examinations upon schools. In 1888 the journal The Nineteenth 

Century carried a protest against the effects of examinations 

signed by some 440 persons, and the next year a collection of 

correspondence on 'The Sacrifice of Education to Examinations' 

was published (Herbert 1889): 

The Protest began by attacking the prevailing spirit of 
place-getting and prize-winning in education, and, in the 
words used in another part of the Protest, the dominant 
position assigned to examination, as the master instead of 
the servant of the teacher. Whether in the case of 
elementary schools, of scholarships, or of the class list at 
the Universities, it affirmed that evils of the same type 
tended to follow in every case the subjection of teaching to 
examination. 
(Herbert, 1889: viii) 

The subsequent correspondence records a considerable diversity of 

opinion. Some felt unable to sign the Protest because of its 

indiscriminate criticism of examinations: 

I regret that I do not find myself sufficiently in accord 
with you to sign the Protest. It is true that I think 
examinations over-done, and agree with much in the Protest, 
but I think that an abstract declaration is likely to be of 
little service, and that an attack on any individual 
examination which seems to work badly, together with a 
definite alternative plan for such case, would be a more 
efficient plan of campaign. 
(Professor Darwin, Cambridge, in Herbert, 1889: 14) 

Others, though critical of examinations, believed them to be 

better than the previous system of patronage: 

I have carefully read the Protest re examinations, and, 
while agreeing with you that there is overstraining and 
cramming, and perhaps other evils, I think that the sum 
total of evils is less than the sum total of the evils that 
have been abolished to a large extent through examinations. 
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I should, therefore, prefer that means should be adopted to 
regulate and improve examinations, and vary them, than 
abolish them. . 
(Benjamin Jones, Co-operativ~;- Wholesale Society\"'in Herbert, 
1889: 56). 

'i 
Still others would not sign because they simply disagreed with 

the main tenets of the Protest: 

I cannot sign·the Protest. I have been trained under the 
examination system, and believe that I am one of many, whose 
reading (insufficient as it is) would have been altogether 
desultory and useless had it not been for the healthy 
stimulus of competition. Further I believe that some of the 
"crammers" who work only for examinations teach better than 
most Public Schools. 
(E.V.F. Knox, All Souls, Oxford, in Herbert, 1889:12) 

However, by far the greatest number of letters were highly 

critical of examinations and welcomed the publication of the 

Protest: 

I am delighted with the paper, and willingly sign it. I 
have in my s·mall way been hammering away at the evils of 
competitive examinations for years, and in my Address as 
President of the Chemical Society, I recently made some 
remarks bearing on this subject. I see so much of the evils 
of the examination system, and one evil about which you have 
not said enough is the impossibility of the examinations 
acting fairly to the victims. When, as in an instance 
lately come before me, a few men have to adjudicate on 
17,000 papers, how is it possible to hold an accurate 
balance between them all? Scarcely a week passes without my 
writing in some way against the pernicious system of "cram" 
in my little paper, the Chemical News. The faculties which 
come to the front in an examination - verbal memory and the 
power of reproducing what has been swallowed in authorised 
language - are precisely the faculties which do not lead to 
success in practical life, still less to eminence in 
science. 
(Professor Crookes, F.R.S., in Herbert, 1889: 19-20) 

I consider examinations to be very injurious for many 
reasons: among others I may particularize the following:-

1st. Because it is not always the best men who pass them, 
but those who are best able to require the knack of 
answering printed questions, and who have discovered the 
idiosyncrasies of the examiners. 
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2nd. Because I believe the process of gaining knowle!fge to 
be the work of years of study and original research, and is 
not to be gained by reading certain portions of text books. 

3rd. Because examinations are made by many the chief end of 
study, rather than the acquisition of knowledge for its own 
sake. 

4th. Because, in my opinion, it tends to cramp the freedom 
of thought of the student, and the methods of exposition of 
the teacher. 

5th. Because I attribute the small amount of original work 
done by many of the professors and senior students in our 
larger colleges to perpetual preparation for them. 
(P.G. Sanford, F.C.S., Royal School of Mines, in Herbert, 
1889: 61-62). 

And teachers wrote of their disquiet at the effects of 

examinations on teaching and learning: 

I have had nearly eight years' experience in school work, 
and although my "results", as judged by the percentage-of
passes-test, have been satisfactory, I must join with those 
who condemn the entire present system. 

It is fast becoming impossible to educate boys, because they 
have to be prepared for a rapid succession of examinations, 
which encourage "cram" in every way. And, consequently, not 
only are boys not taught to think, but even what they do 
learn (which is to a great extent worthless) is forgotten 
almost as rapidly as it is acquired. 
(Rev. T.J. Thorburn in Herbert, 1889: 3). 

There was even one letter from 'a student' who criticised the 

nature of his early education: 

The examination feels like a heavy cloud hanging over one 
completely for some months. All one's reading is affected 
by a desire to note points, minute details and facts which 
might possibly be asked for, and yet which are unimportant. 
This feeling affects one even after an examination is over, 
and one unconsciously reads with a feeling "How would that 
help me in an examination". If one continued many years 
under such pressure I can imagine this feeling becoming 
habitual and consequently destructive to any real 
intellectual life and development. 
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A hatred for all books and all reading might easily be 
caused, even in one naturally fond of studying, if my own 
feelings may be taken as an example. 

As the dreaded time approaches, a feeling grows that to do 
anything else, to read anything not connected with that 
particular examination is wrong and a waste of time; the 
natural spring of mind and reaction, that comes through work 
alternating with leisure and play are lost in a continual 
dead level grind. 
(in Herbert, 1889: 163-164). 

Arguments for and against public examinations have continued 

since the nineteenth century until the present day, and the same 

arguments have tended to be repeated. Indeed, in 1911 the 

Consultative Committee on Examinations in Secondary Schools 

provided what is perhaps the classic summary of these arguments: 

(1) The good effects of examinations on the pupil are 
(a) that they make him work up to time by requiring him 
to reach a stated degree of knowledge by a fixed date; 
(b) that they incite him to get his knowledge into 
reproducible form and to lessen the risk of vagueness; 
(c) that they make him work at parts of a study which, 
though important, may be uninteresting or repugnant to 
him personally; (d) that they train the power of 
getting up a subject for a definite purpose, even 
though it may not appear necessary to remember it 
afterwards - a training which is useful for parts of 
the professional duty of the lawyer, the administrator, 
the journalist, and the man of business; (e) that in 
some cases they encourage a certain steadiness of work 
over a long period of time; and (f) that they enable 
the pupil to measure his real attainment (i) by the 
standard required by outside examiners, (ii) by 
comparison with the attainments of his fellow pupils, 
and (iii) by comparison with the attainments of his 
contemporaries in other schools. 

On the other hand, examinations may have a bad effect 
upon the pupil's mind (a) by setting a premium on the 
power of merely reproducing other people's ideas and 
other people's methods of presentment, thus diverting 
energy from the creative process; (b) by rewarding 
evanescent forms of knowledge; (c) by favouring a 
somewhat passive type of mind; (d) by giving an undue 
advantage to those who, in answering questions on 
paper, can cleverly make the best use of, perhaps 
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slender, attainments; (e) by inducing the pupil, in his 
preparation for an examination, to aim rather at 
absorbing information imparted to him by the teacher 
than at forming an independent judgement upon the 
subjects in which he receives instruction; and (f) by 
stimulating the competitive (and, at its worst, a 
mercenary) spirit in the acquisition of knowledge. 

(2) The good effects of well-conducted examinations upon 
the teacher are (a) that they induce him to treat his 
subject thoroughly; (b) that they make him so arrange 
his lessons as to cover with intellectual thoroughness 
a prescribed course of study within appointed limits of 
time; (c) that they impel him to pay attention not only 
to his best pupils, but also to the backward and the 
slower amongst those who are being prepared for the 
examination; and (d) that they make him acquainted with 
the standard which other teachers and their pupils are 
able to reach in the same subject in other places of 
education. 

On the other hand, the effects of examinations on the 
teacher are bad (a) in so far as they constrain him to 
watch the examiner's foibles and to note his 
idiosyncrasies (or the tradition of the examination) in 
order that he may arm his pupils with the kind of 
knowledge required for dealing successfully with the 
questions that will probably be put the them; (b) in so 
far as they limit the freedom of the teacher in 
choosing the way in which he shall treat his subject; 
(c) in so far as they encourage him to take upon 
himself work which had better be left to the largely 
unaided efforts of his pupils, causing him to impart 
information to them in too digested a form or to select 
for them groups of facts or aspects of the subject 
which each pupils should properly be left to collect or 
envisage for himself; (d) in so far as they predispose 
the teacher to overvalue among his pupils that type of 
mental development which secures success in 
examinations; (e) in so far as they make it the 
teacher's interest to excel in the purely examinable 
side of his professional work and divert his attention 
from those parts of education which cannot be tested by 
the process of examination. 
(Consultative Committee, 1911: 102-103). 
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In this report we shall focus upon those claims which relate to 

effects of examinations upon teaching, and specifically the 

charge that examinations encourage teachers to concentrate upon 

the transmission of information and the memorisation of that 

information by pupils. It is suggested that success in 

examinations requires detailed factual knowledge of subject 

content and that the most effective way that teachers can present 

this knowledge to pupils is through didactic forms of teaching 

and 'cramming'. Such criticism has been very common. Roach 

(1971: 242), for example, cites James Bryce, an Inspector for the 

School's Inquiry Commission in the late nineteenth century, 

describing what he observed during a visit to a private school in 

Lancashire which indicates how a school teacher could achieve 

success by tailoring how he taught to the demands of the 

examination: 

It [the school being visited) was and had always been 
comparatively small, the pupils not exceeding forty, and 
appeared to be conducted with a special view to the 
University local examinations. Fully understanding that the 
examination art is an art by itself, needing special 
cultivation, the headmaster held written examinations 
weekly, taking each week some three subjects, and every 
fourth week all of the subjects which were being prepared. 
Classes were formed several months beforehand of boys going 
in for the Oxford or Cambridge examinations, as the case 
might be, and all subjects which it was not intended to 
offer this were dropped (sic.) Thus, at the time of my 
visit no Latin was being learnt, 'for boys', said the 
master, 'cannot do Latin at the same time with mathematics 
and the English subjects. When the next Oxford or Cambridge 
local examination is past, these boys or some of them, will 
be set to work at Latin, and perhaps French, so as to pass 
in those subjects the time after.' Feeling a little curious 
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to what were the results of so peculiar a system, I examined 
one class minutely on some of the subjects in which they had 
last been trained. The training proved to be no sham; the 
boys knew a great deal about many things; in English 
history, for instance, it was difficult to puzzle them; but 
they had been not taught, but crammed. They answered 
hurriedly, not stopping to think what the question meant, 
but pouring out stores of information which they did not 
understand. Every reply witnessed to large knowledge, but 
then it was not a reply to the question put. Their minds, 
to use a familiar illustration, were like a full sack of 
corn, which if you press it down at one point, rises and 
runs over at some other. It was noticeable that they 
usually answered in the words of their text-book; and that 
while knowing English history minutely, they were wholly 
ignorant of the course of events in other European 
countries. In English grammar and analysis, as it is 
called, they did not, as I had first expected, answer by 
rote, but seemed to have mastered the principles 
sufficiently to take any ordinary sentence to pieces, and 
describe correctly the relation of its parts. Something in 
their manner showed that this was a forced capacity, the 
result not perhaps of cramming, but of overteaching, and 
that it did not witness to any natural and healthy growth. 
But such as it was, the capacity was there. These boys 
looked jaded and overworked, and the whole aspect of the 
school was one of discomfort. The assistant masters were 
numerous in proportion to the numbers of the pupils, and 
seemed to be employed manipulating them in small classes, 
with a view to individual preparation. They were very 
inferior people; no others would have taken such salaries. 
Of the headmaster it is better to say nothing since I have 
nothing good to say. 
(SIC, vol IX: 558-559) 

Mackenzie (1982: 10) makes much the same claim about teaching 

in twentieth century secondary schools: 

Throughout Britain (and indeed the western world), teachers 
are busy dictating to pupils the acceptable, mark-earning 
answers that will gain them high grades in the certificates. 

H.M. Inspectors too have pointed to the consequences for teaching 

of an over-concern with examination success: 
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the effect of the dominating pursuit of examination results 
was to narrow learning opportunities, especially when work 
was concentrated on topics thought to be favoured by 
examiners. Sustained exposition and excessive note-taking 
by the pupil tended to limit oral work ••• Even preparation 
for oral examinations became too dependent on the formal 
requirements of the examination ••• In many schools writing 
tended to be stereotyped and voluminous - the result of the 
widespread practice of dictated or copied notes, instead of 
encouragement to engage in a variety of kinds of writing for 
different purposes. 
(DES, 1979: 248) 

There has, then, been considerable controversy about the effects 

of examinations upon teaching over the last hundred years. 

However, there has been very little systematic research upon the 

subject while there has been a considerable amount of research on 

examinations, but much of this has been concerned with such 

things as the validity and reliability of examinations questions 

and the comparability of examinations results across different 

syllabi. (See, for example, Hartog and Rhodes, 1935; 

Connaughton, 1969; Nuttall and Skurnik, 1969; Nuttall and 

Willmott, 1972; Macintosh, 1974.) There has also been some 

research upon the effects of examination boards upon curriculum 

planning, but this has not focused on classroom practice (Whitty 

1976; Whitty 1978; Bowe & Whitty 1983; Bowe & Whitty 1984; Scarth 

1983; 1984). 

There are a few studies which look specifically at the effects of 

examinations upon teaching. In a survey of Economic teachers 

(Taylor et al, 1974), respondents were asked to select and rank 

influences on their teaching, both in terms of teaching content 

and teaching method. Taylor reports that for those teachers in 
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his study examinations were cited as a strong influence on 

teaching content but were cited only as a weak influence on 

teaching method. The strongest influences on teaching method 

reported by these teachers were colleagues and pupils. 

Taylor's sample is restricted to teachers of one subject and may 

not be generalisable. Moreover, teachers' own assessments of the 

effects of various factors upon their teaching are open to some 

serious threats to validity. We cannot assume that they will be 

aware of the precise effects of the different factors operating 

upon them. 

In a more detailed study Turner (1983; 1984) focussed upon the 

JMB Integrated Humanities course, a course which gives teachers a 

great deal of flexibility and freedom of choice over both course 

content and course assessment. The course involves no set 

written examination paper, the entire assessment can be based 

upon candidates' course work. Moreover, the examination board do 

not specify what forms the course work must take, this is left to 

teachers' discretion (more details of this course, its 

philosophy, content and methods of assessment are given in 

Appendix A). 

Turner sent a detailed questionnaire about the philosophy and 

practice of the Integrated Humanities course to all centres who 

entered candidates for the 1981 examination and there was an 82% 

response rate. He also collected case-study data from two 
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schools, On the basis of the questionnaire returns, Turner 

claims that teachers of Integrated Humanities still relied on 

traditional forms of assessment: 

None of the more radical assessment techniques suggested by 
the syallabus proved very popular. The ubiquitous essay, 
objective testing and comprehension exercises appeared 
alongside the project in about eight out of ten schools. 
Oral assessment, discussion work, reviews, surveys and the 
like were rarely mentioned. The flexibility of the content 
list was little used. It would seem that student freedom to 
choose ways of working through themes or of pursuing 
research were severely restricted in most schools. 
(Turner, 1984: 51) 

Turner argues that the move to Mode 3 syllabuses, with the 

development of courses like JMB Integrated Humanities,represented 

an attempt by teachers to gain control of the curriculum by 

controlling the assessment, with the intention of reducing the 

domination of teaching by assessment requirements. However, this 

has not in fact been the outcome: 

Teachers have tended to devise assessments which have the 
same effect upon their teaching as the Mode ls did earlier. 
(Turner, 1984: 52) 

Turner's work provides an interesting comparison with, and 

perhaps corroboration of, that of Taylor. It seems that even in 

the absence of examinations, teaching does not change much, and 

this may be taken to imply that examinations are not a major 

determinant of pedagogy (see also Eggleston 1975; Pudwell 1980). 

However, while Turner complements his questionnaire with case 

studies, these rely heavily upon interviews with teachers rather 

than observation of teaching. And Turner does not compare 

teaching on other courses with that on Integrated Humanities, he 
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simply makes a judgment on the basis of the evidence available to 

him that no radical change has occurred. The comparative 

standard remains implicit and no rigorous assessment of variation 

in pedagogy is possible. 

Few other investigations concerned with examinations in this 

country have actually focussed on their consequences for 

classroom teaching, but some studies of assessment systems in 

other countries have done so. Brooke and Oxenham (1984), for 

example, compare teaching under two contrasting education 

systems: one where all forms of formal assessment have been 

abolished (Mexico) and one which operates a system of centralised 

examinations (Ghana). On the basis of case studies in both 

systems they report that the teaching in the Mexican schools was: 

not very different from that of the Ghanaians, except that 
they appeared successful in getting their pupils to 
ask questions and offer comments. 
(Brooke & Oxenham, 1984: 164) 

However, while Brooke and Oxenham observed classroom interaction 

in schools in both societies, they rely upon their own global 

assessment of variation in teaching rather than upon any rigorous 

analysis. As a result, it is impossible to assess the validity 

of their conclusions. 

In a much more detailed and systematic investigation, Lewin 

studied innovative integrated science courses in Sri Lanka and 

Malaysia (but only in the case of Malaysia was there an attempt 

to assess the effects of the examination upon pedagogy). The 
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Malaysian Integrated Science programme is modelled upon the 

Scottish Integrated Sciences Course (Scottish Education 

Department 1969; Mee et al 1971; Lewin, 1984:133), and places 

great emphasis upon discovery learning, rather than the 

transmission of scientific facts. The course is examined by 

means of a 75 item multiple choice paper. However, Lewin's 

analysis of the examination papers for 1972-5 suggested that over 

half the multiple choice items required the recall of 

information. Moreover, there was no practical assessment 

involved in the examination. Lewin used a number of sources of 

evidence to assess whether the course was being implemented in 

line with its aims or whether it involved a high level of 

transmission of facts. Teachers were sent a free-response 

questionnaire about the form and effects of the examination, and 

a smaller sample were interviewed. In general the teachers were 

very critical of the examination, claiming, for example, that it 

discouraged understanding by rewarding powers of recognition and 

recall. Lewin also reports that a quarter of the teachers 

interviewed: 

referred unprompted to examination orientation dominating 
teaching in their schools, saying, for example, that 
'teachers only teach for examinations'; 'the headmaster, 
parents and pupils are only interested in examination 
results'; 'good teachers are those who give good notes for 
examination revision'. One teacher pithily observed; 'the 
purpose of the integrated science course is to develop the 
ability to observe and reason; the purpose of the school is 
to get as many examination passes as possible' 
(Lewin 1984: 138) 

Lewin also looked at methods of internal assessment, noting that 

few teachers tested practical skills despite the fact that this 

was the only form of assessment explicitly recommended in the 
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course materials, apart from multiple choice objective questions. 

He sent a questionnaire to a sample of pupils, from which it 

emerged that they saw multiple choice questions in internal and 

the external examinations as primarily dependent upon recall, and 

a majority felt that 'there were too many facts to remember in 

integrated science' (Lewin 1984: 140). 

Finally, Lewin observed 22 classes in 40 lessons (18 double 

periods, 4 single periods) in 15 of the schools in the Malaysian 

sample. He used an observation schedule to record the frequency 

of various types of activity: 

Classroom Interactions by Percentage of Time Spent 

1 Settling the class/administration 
2 General class discussion 
3 Group-teacher discussion 
4 Individual-teacher discussion 
5 Teacher draws/writes/reads 
6 Pupils draw/write 
7 Pupils use text/reference books 
8 Pupils use worksheets, reading/writing 
9 Teacher explains experimental procedure 

10 Teacher demonstrates experiment 
11 Class experiments 
(Lewin 1984, Table 4.16:141) 

Less than 16 per cent of time was spent in experimentation. 

4.5 
32.2 
8.3 
0.9 
7.0 
2.9 
2.1 

16.6 
5.6 
4.2 

15.7 

Moreover, in a further breakdown of the category 'general class 

discussion', over half this time was spent in introducing facts 

and principles and in requiring recall of facts and principles: 

Classroom Interactions - General Class Discussion by 
Percentage of Time Spent 

Introduce facts/principles 
Recall facts/principles 
Apply facts/principles 
Hypothesise 
Observe 
Interpret data 
Infer from data 

(Lewin 1984, Table 4.17:141) 

21 
35 

6 
1 

28 
7 
1 
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Lewin adds that: 

Further analysis of other observation data indicated that 
the 'guided discovery' approach recommended in the course 
materials was used by very few teachers. For example, on no 
occasion were pupils observed contributing to the design of 
experiments, and they were rarely asked to hypothesise, 
predict, interpret or infer. 

And he concludes: 

The observed pattern of teaching described very briefly here 
is consistent with an interpretation which holds that the 
lack of emphasis on practical work and related skills is at 
least partly attributable to patterns of examining. In so 
far as these encourage the acquisition of factual knowledge 
they inhibit teachers from devoting more time to 
experimentation and the use of 'guided discovery' methods. 
(Lewin 1984: 141-2) 

While certainly an advance upon criticisms of examinations based 

upon impressionistic evidence, there are nonetheless some serious 

problems with Lewin's research which make it unwise to accept his 

conclusions as following from the evidence he presents. First, 

questions can be raised about the effectiveness with which he has 

in fact measured both the degree to which the examination 

required recall and the features of teachers' practice which he 

reports. It is difficult accurately to read off from questions 

in an examination either the cognitive capacities which the 

examiner intended the questions to assess or the capacities which 

candidates actually used in answering the questions; and of 

course these two things may be quite different. Similarly, 

measuring the amount of classroom time taken up by different 

types of activity, and in particular distinguishing between class 

time involving recall of facts, application of facts, observation 

etc., is extremely difficult to achieve with a reasonable level 

of accuracy, (Scarth and Hammersley 1986b). And Lewin provides 
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no evidence about how successfully he achieved this. There is 

also the problem that Lewin's sample of each teacher's teaching 

is very small, at most one double lesson. Teachers' patterns of 

teaching do vary between lessons and 60 minutes of teaching on 

one day is a weak basis for generalisation to a whole course. 

However, even if the measurement problems had been resolved 

effectively, there would still be considerable doubt about 

whether the evidence Lewin presents supports his claim that the 

examination encouraged the transmission of facts rather than 

discovery of learning. This is because there are many other 

factors which might equally plausibly explain the presence of 

transmission teaching in the classrooms observed. We could try 

to deal with this problem by controlled comparison. We might 

compare the same course taught with different forms of assessment 

to discover whether it is indeed the case that when the course 

has an examination which emphasises recall the teacher adopts a 

more didactic pedagogy than when the assessment gives less 

emphasis to recall. On the basis of such a comparison, we would 

be in a much stronger position to claim that it was the 

examination which produced the effects which Lewin claims to have 

documented in schools. Of course, such a comparison may not have 

been available to Lewin, but some comparison which controlled for 

other factors which might encourage transmission teaching is 

necessary if we are to be able to draw conclusions from the study 

with any confidence. 
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I 
I Conclusion 

I In this chapter we have looked at the growth in importance of 

examinations for schools in Britain and other countries, over the 

I last hundred years; and at some of the reasons for this. It has 

I 
been claimed, frequently and widely, that this has had a major 

impact on pedagogy, encouraging lecturing, note-giving, and 

I questions and written work requiring little more than memory etc. 

There has been some research investigating this claim, but it 

suffers from some major failings. Much more research is needed 

I 
before we will be able to come to any soundly based conclusions 

about the effects of examinations upon teaching. We are at the 

I moment a long way from knowing what these effects might be and 

why they occur. And yet this is an important policy area, one in 

I which major decisions have recently been and are currently being 

I 
made in England and elsewhere. 
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CHAPTER 2 

CONSTRUCTING A THEORY 

Neither the criticisms of the effects of examinations on 

teaching, nor the research which we discussed in the previous 

chapter, provide us with an explicit theory about why 

examinations might influence teaching in the ways suggested. In 

this chapter we shall try to develop such a theory. However, our 

aim is not to produce an elaborate and well defined set of 

integrated propositions, but rather a working sketch of a 

plausible theory which can be developed and tested by further 

research. 

'Theory' is a term which is used in a wide variety of ways within 

the social sciences, often without clarification. For us a 

theory is any statement about the world which makes conditionally 

universal claims of the form 'given certain conditions, if X then 

Y', along with some specification of a plausible mechanism or 

generative process. We draw a sharp distinction between theories 

on the one hand and empirical claims about the features of 

particular events, situations or people on the other. In this we 

follow Freese (1980), Cohen (1980), Bhaskar (1975) and others: 

There is no greater barrier to the development of social 
science than the confusion of theory with history. Without 
a clear delineation between the two it is not possible to 
separate social trends from social laws, prophecies from 
predictions, or particulars from universals. 

(Freese 1980: 65) 
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A theory makes claims about any particular events which fall 

within its scope, it specifies what would happen if there were 

such events, it makes no claims about whether there are, have 

been, or will be such events. Nor does it claim to characterise 

events in their uniqueness. It focuses solely upon those aspects 

of objects or events relevant to the claims it makes. 

If we reformulate the claims reported in Chapter 1 about the 

effects of examinations upon pedagogy in these terms, we get the 

following rather bald statement: 

Under certain (unknown) conditions examinations produce 
lecturing, dictation, note-giving and closed questions by 
reason of some (unspecified) mechanism. 

This is the embryonic theory that we shall try to develop and 

test. For present purposes we shall leave aside the question of 

the conditions under which the theory might apply, and 

concentrate instead upon the independent variable (examinations), 

intervening variables (unknown mechanism) and dependent variable 

(lecturing etc.), It is perhaps worth reiterating that what we 

shall be concerned with in this chapter is not describing how 

particular schools and teachers respond to examinations, but 

rather with developing this initial sketch of a theory into a 

plausible set of hypotheses to test. Moreover, these hypotheses 

will not be particularly novel, the aim is to begin to formalise 

some of the ideas in general currency about examinations and 

teaching as a first step towards subjecting them to test. 
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Outlining the Variables and their Relations 

To begin with we need to ask what it is about examinations which 

seems likely to make them an important influence upon teachers. 

The most obvious explanation is that their influence derives from 

the fact that examination boards dispense qualifications which 

play an important role in the allocation of people to positions 

in the occupational structure, a structure which is 

hierarchically organised with regard to income, status and work 

conditions (Dore, 1976; Collins, 1971, 1979). We can assume that 

headteachers and teachers are aware of this, and that they may 

wish to maximise the life chances of their pupils and so we might 

expect them to treat examination success as a major goal. But of 

course there are also external pressures which may induce them to 

adopt this goal. If parents have aspirations for their children 

to obtain jobs with high incomes, high status and good work 

conditions, it would follow that we would expect them to put 

pressure on schools to produce at least a 'satisfactory' level of 

examination results for their children. 

Parents are likely to put indirect as well as direct pressure on 

schools. We might expect them to treat examination results as a 

clear and public indicator of schools' relative success, and to 

make these results a key factor in their decisions about sending 

their children to one school rather than another. To the extent 

that schools wish to attract pupils, and to the extent that they 

wish to attract the most 'academically able' pupils, this would 

put pressure on them to pursue examination success. Figure 2.1 

outlines this part of the model: 
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Parental Aspirations 
for Children to Obtain 
High Status, High 
Income Jobs 

Parents Use of Schools' 
Examination Results as a 
Means of Assessing Their 
Children's Chances of 
Gaining Credential at 
that School 

1 if 

Parental Choice of Parental Pressure 
School with the on the School to 
Highest Exam Maximise 
Results Examination 

Results 

l 
Pursuit of High 

[, 
Examination Results I' 
by School 

In a situation of 'pure competition' where schools are competing 

for a limited number of pupils, the better a school's examination 

results the more parents will try to send their children to it, 

and the more choice a school will have in selecting pupils. To 

the extent that pupils' characteristics are a determinant of 

examination success, and assuming that schools could accurately 

identify the relevant pupil characteristics, a school which is 

oversubscribed would increase its examination success to the 

point where it was attracting pupils with the highest levels of 
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the characteristics needed for examination success. The reverse 

process would occur for a school with a relatively low level of 

examination passes. This process might be further facilitated if 

there were a tendency for pupils with characteristics 

facilitating examination success to be more strongly, and 

therefore more quickly, attracted to a school with high 

examination results than other pupils. 

Figure 2.2 maps out this process of escalating and declining 

fortunes on the part of schools: 

Figure 2.2 

Examination Results 

High l Low 

'I' I' 

•if .~ 
High Number of Low Number of 
Pupils Attracted Pupils Attracted 

lf 

High Number of Pupils 
with Characteristics 
Facilitating Exam 
Success Attracted 

•If •v 
Selection of High Low number of Pupils 
Proportion of Pupils with Characteristics 
with Characteristics Facilitating Exam 
Facilitating Exam Success Attracted 
Success 
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Here, then, we have a simple model of the process by which 

examination results may become a major goal for headteachers. 

There are of course a number of reasons why this 'pure 

competition' model might not apply in practice, even assuming 

that parents and pupils were interested solely in examination 

success. For example, there are severe restrictions upon 

competition between schools for pupils, arising from catchment 

area regulations, transport costs and sheer inertia on the part 

of parents. These factors are likely to make parental response 

to the examination results of schools fairly insensitive. There 

is another point too: examination results provide information 

about the past whereas parents wish to know about the future, 

about their children's chances of getting credentials at 16+ and 

18+. Moreover, what happens in the future may well be affected 

by the aggregate decisions of parents at this time. This leaves 

considerable room for bandwagon effects. 

Despite these Qualifications, this model gives us a way of 

conceptualising the conditions under which pressures external to 

the school might generate a concern with the pursuit of 

examination success on the part of headteachers. Moreover, if we 

look at the history of secondary schooling it seems likely that 

since the beginning of the century there has been a gradual move 

towards this model and recent events, notably the 1980 Education 

Act with its weakening of catchment area policies and reQuirement 

that secondary schools publish examination results, as well as 
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renewed debate about education 'vouchers', has continued this 

process. However the situation remains a long way from 

satisfying the pure competition model. 

While this model offers a conceptualisation of the pressures on 

headteachers, we cannot assume that these would necessarily 

produce effective pressure on teachers to seek to maximise their 

pupils' examination results. But we can imagine that such 

pressures might be transmitted to teachers particularly strongly 

where promotion opportunities and allocation of resources between 

departments and teachers were under the control of the head. 

And, of course, such a mechanism does operate in secondary 

schools (see Scarth, 1986). 

Figure 2. 3 

Pressure on head 
for good examination 
results 

Teachers' desire for Head's control of 
promotion and/or promotion and 
for greater ' / allocation of 
departmental resources departmental resources ,, 

Pursuit of High 
Examination results 
by Teachers within 
the School 
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We have looked, then, at external factors which might lead 

headteachers and teachers to adopt the pursuit of examination 
I 

success as their main goal. There may also be internal factors 

operating. Like many other kinds of public service work, 

teaching seems to lack clear and accurate performance indicators. 

Here, as in similar situations, it may be that the headteachers 

and other senior staff in school rely upon what few apparently 

clear-cut indicators are available, of which teachers' 

examination results may be one. In other words, there may be a 

tendency for other goals to be displaced in favour of the pursuit 

of good examination results, since the achievement of this goal 

is apparently measurable while that of other goals is not. 

A similar process may produce the displacement of goals at the 

classroom level. Lortie (1975) has argued that the lack of clear 

criteria or signs of success in teaching generates anxiety upon 

the part of teachers. It has often been argued that one function 

of national examinations is to provide teachers with a yardstick 

by which to measure their success (HMI 1979). Since on the face 

of it examinations may seem to offer a clear metric by which to 

measure teaching success, and assuming that teachers desire such 

a measure, we might expect that, perhaps despite reservations, 

they would be motivated to use the examination results of their 

pupils as a gauge of their own success in teaching. 
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Figure 2.4 sketches these processes internal to the school 

whichmight lead to an emphasis on examination results as a 

measure of the quality of teaching. 

Figure 2.4 

School 
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Level 
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Educational Goals 
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Need for a Basis 

' ~ 
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of Goals 
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We now have quite an elaborate model of how examinations might 

influence teaching. 
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An Outline of the Model 
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Modes of Explanation 

We have sketched the various factors that might be involved in 

making the pursuit of 'good examination results' a priority for 

teachers. Up until now, however, we have left open the question 

of why in the face of this pressure teachers might engage in more 

lecturing, note-giving, closed questioning etc., a set of 

behaviours which we will call 'transmission teaching' (Barnes & 

Shemilt 1974). 

One explanation might simply be that the pressure operating upon 

teachers is not just for good examination results but also for 

transmission teaching because parents, heads and perhaps teachers 

themselves believe that transmission teaching produces the best 

possible examination results. If we assume that transmission 

teaching comes to constitute the teacher's role, or at least the 

role of the teacher of examination classes, that there is 

effective pressure on teachers to conform to this role, and that 

teachers do conform, either because they accept that role 

definition or because of the consequences of not complying with 

it, then we can understand why transmission teaching would occur 

on examination courses. One can portray this explanation in 

causal terms (though this is not the only way in which it could 

be formulated). Just as one billiard ball hitting another causes 

it to move as a result of the transmission of energy, so we might 

conceive of the demands of parents as stimulating transmission 
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teaching on the part of teachers fri.much the same way;weither 

directly or through some intervening but equally billiard 

ball-like process (see figure 2.6). • 

Figure 2. 6 Explanation of the Impact of Examinations upon 
Teaching 

Pressure for examination 
success 

Belief on the part Belief on the part 
of others that of the teacher that 
transmission teaching transmission teaching 
is the most effective - is the most effective 
means of achieving 

"""' 
v means of achieving 

good examination good examination 
results results 

•II 
Transmission teaching 

There have been many studies seeking to explain teachers' 

behaviour in causal terms, though the factors mentioned have 

usually been personality or role demands in general rather than 

specifically examinations or assessment (see, for example, 

Getzels and Thelen 1960). Such studies have been criticised for 

implicitly denying that teachers respond in a conscious and often 

deliberate way to situations, selecting courses of action which 

seem most likely to achieve their goals, given the circumstances 

(Hargreaves 1972). On this latter argument, the actions of 

parents, headteachers, teachers and others should be explained in 
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terms of their decisions and intentions, not as the automatic 

products of causal stimuli. Rather than parents or teachers 

simply responding to factors like the structure of the 

occupational system or pressure to achieve good examination 

results, it is argued that we should see them instead as having 

certain goals, interests and preferences, evaluating their 

situation in terms of these, and deciding what to do on the basis 

of this evaluation. 

This intentional mode of explanation can take a number of 

different forms, but the paradigm case is what we shall call the 

rational choice model. This portrays human action as the product 

of decision-making in which one option is selected from a 

well-defined range of alternative courses of action, these 

selections taking place on the basis of assessments of the 

expected outcomes of each course of action and a preference 

ordering of these outcomes produced by the actor's perceived 

1 goals or interests. In idealised form, the rational choice 

model assumes that the subjective probabilities of the outcomes 

likely to result from each option can be quantified and that a 

complete and consistent preference ranking is available so that 

it is possible to predict which course of action would be 

selected if the actor were rational. 

This model of decision-making has been very influential within 

microeconomics, where it originated, but there have been attempts 
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to extend its application to other areas of life (see, for 

example, Becker 1976). 
·,·•i, •\, l, r, 

And, indeed, a number of educational 

researchers have sought to apply it, in one way or another, to 

teachers' classroom decision-making·. (Shavelson 1976, Drake 1979). 

Shavelson, for instance, identifies four aspects of teachers' 

decision-making: a set of alternative acts from which the teacher 

must choose; states of nature, envi.ronmental conditions which are 

not under the teacher's control but which influence the 

effectiveness of a particular course of action; the outcome and 

utility for the teacher of a particular course of action under a 

given state of nature, and the goal or set of goals which the 

decision is intended to help attain. For the purposes of 

argument Shavelson assumes that the teacher's goal is to 

facilitate student learning. On the basis of this model it is 

argued that the teacher selects (or should select) that course of 

action which is in some sense optimal for pupil learning. (See 

figure 2.7). 
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We can apply this rational choice approach to our model fairly 

simply. Transmission teaching might be selected by teachers, 

following assessment of the payoffs of all alternative courses of 

action, because it is perceived as the most effective way of 

achieving good examination results. 

Figure 2.8 Rational choice Explanation of the Effects of 
Examinations upon Teaching 

Pressure for examination 
success 

If 
Teacher selects from a range 
of alternative courses of 
action that which under given 
conditions promises to 
maximise examinations results 

~ l Transmission Teaching 1 

To test this model we would need to document the range of 

alternative courses of action considered by teachers on 

particular occasions, their assessments of the probable 

consequences of each option, and the preference structure in 

terms of which transmission teaching was selected. 

There are, of course, some serious methodological and theoretical 

problems involved in the application of this mode of explanation. 

In teaching, as in most other areas, it is very difficult to 

document the subjective probabilities and preference rankings 
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that are presumed to be employed in decision-making. More 

seriously than this, though, the fundamental assumptions of the 

rational choice model have been challenged. For example, it has 

been suggested that most decisions, even in the realm of 

economics, are generally made under conditions where the 

subjective probabilities of outcomes of courses of action are 

unknown (Winter 1964). And Alchian (1950) has pointed out that 

the notion of maximising profit or utility is meaningless where 

there is uncertainty about the outcomes of particular courses of 

action. For each option there will be a distribution of possible 

outcomes, and these distributions may overlap, making the 

selection of the course of action likely to maximise payoff 

impossible to identify. 

Moreover, there may even be uncertainty about goals and 

preferences. For example, to apply the rational choice 

perspective to our model, we would need to specify what was meant 

by the term 'good examination results'. Does it refer to the 

number of candidates who pass in toto, to the number who pass 

relative to the number entered, to the number who pass relative 

to the number of pupils in the 5th year or to the number who pass 

in relation to previous years' examination results? And does 

'good' refer simply to the numbers passing or to the grades 

obtained? And, much more seriously, are the internal and 

external pressures on schools for 'good examination results' 

specified in such a detailed way or are they vague, or expressed 

inconsistently, across occasions? 
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Of course, it may be possible for decision-makers to remedy lack 

of information by attempts to gather it. However, ,such attempts 

I 
themselves involve costs, and on the rational choice model 

information would not be pursued until uncertainty has been 

I eradicated, even if that were possible, but only until the 

marginal cost of obtaining more information approaches the 

I benefit judged likely to accrue. 

I Moreover, in many cases the criterion used to select among the 

I 
courses of action available rarely seems to be the maximisation 

of payoff (Winter 1964). For example, it seems likely that often 

I consumers and business firms will adopt the first option found 

which produces a satisfactory level of utility or profit (Simon 

I 1955). 

I An even more fundamental criticism of this rational choice model 

I is that it assumes stable goals and preferences, and does not 

seek to explain why actors have particular goals. Now, it might 

I be argued that this issue is simply outside the scope of the 

I 
model, that it is not intended to explain the adoption of 

particular goals and preferences. However, the question of how 

I goals are set is important, not least because it cannot easily be 

separated from how decisions are made and actions implemented. 

I Perceived goals and interests may be revised in light of the 

expected or actual outcomes of available actions. And over time 

I it seems likely that goals may be shaped by judgments of what 

I is possible made on the basis of experience. 

I 
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There have been a number of studies which have argued that 

teachers' goals become compromised or displaced as a result of 

their adaptations to the constraints under which they work. 

These studies, representing a different version of the 

intentional mode of explanation, are influenced by symbolic 

interactionist social psychology and focus upon teachers' 

'coping' and 'survival' strategies (Westbury 1973; Abrahamson 

1974; Woods 1977, 1979; Lacey 1977; Hargreaves 1978, 1979, 1980, 

1985; Pollard 1980, 1982). 

The work of Abrahamson and Westbury is of particular relevance to 

our purposes since these authors focus on curriculum and 

pedagogy. They begin from the assumed fact of the 'persistence 

of the recitation' in the classroom despite decades of criticism 

of it by educationalists. What they mean by 'recitation' is 

similar to what we have called transmission teaching (Hoetker & 

Ahlbrand 1969). They argue that the recitation is a strategy 

used by teachers to achieve their goals in the circumstances in 

which they must work, and that its persistence reflects its 

relative effectiveness in these terms. 

Abrahamson (1974) conceptualises teaching in terms of four 

sub-tasks: 

i) 
ii) 

iii) 
iv) 

motivating pupils to learn 
coverage of the syllabus 
developing pupil mastery 
maintaining pupils' attention 
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For any teacher, the achievement of all of these goals is 
',, 

characterised by serious dilemmas (see also Berlak & Berlak 

1981). More than this, though, it is claimed that,these dilemmas 

are aggravated by the organizational conditions in which school 

teachers typically work: the necessity of dealing with groups of 

pupils rather than individuals, the involuntary nature of pupils' 

participation in schools, the need to cover given amounts of 

material to ensure smooth transition between years, the 

inappropriateness of 'noisy' lessons because of neighbouring 

classrooms and limited material resources. It is in the face of 

these aggravated dilemmas that the recitation can be seen as an 

effective coping strategy. 

Abrahamson (1974) identifies two features of the recitation which 

are functional from this point of view: that teachers do most of 

the talking and that they ask questions that can be easily 

handled by pupils (factual or recall questions). He suggests 

that these features derive their attractiveness to teachers from 

their capacity 

1) to keep aggregates of pupils involved (motivation and 
attention) 

2) to make subtle adjustments in the rate of coverage to fit 
situations as they arise in class 

3) to develop mastery at recalling the information presented. 

While Abrahamson and Westbury do not mention the role of 

examinations as a constraint, their focus is very much on what we 

have called 'transmission teaching', and we can easily imagine 
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how transmission teaching might be the product of a displacement 

of goals arising from the pursuit of good examinations results. 

We noted earlier Lortie's (1975) argument that teachers seem to 

find it difficult to assess the consequences of their actions. 

This may apply just as much to the consequences of their 

classroom practices for examination results as it does to other 

goals. We might argue that not only does the problem of 

uncertainty identified by Lortie encourage a displacement of 

emphasis on to examination results, but that also in everyday 

monitoring of the effectiveness of their actions in producing 

'good examination results', teachers (and perhaps headteachers 

too) may concentrate upon those features of teaching which can be 

most easily observed and which are most easily achieved, given 

the resources and strategies available to them. These features 

might include a pace which allows coverage of the prescribed 

syllabus, oral and written work tasks which maximise the chances 

of pupils acquiring and remembering relevant material, a 

'satisfactory' level of classroom discipline, and so on. 

Thus, even if teachers believe that producing satisfactory 

examination results requires more than transmission teaching, 

they may nonetheless restrict their adaptation to this. Within 

the constraints of the classroom situation, and the limits of the 

teaching technologies available to them, they may feel unable to 

pursue other perceived requirements, such as the development of 

pupils' reasoning skills. Moreover, in the face of such 

cognitive dissonance between perceived requirements for better 
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examination results and their own·1ta.ctions, it may be ·t·hat in time 

they will come to see those goals that they do feel able to 

1\' pursue effectively - coverage of the syllabus, encouragement of 

memorisation of materials by pupils etc. - as all that is 

demanded by examinations. Hence their response to the pressure 

for increased examination success may simply be increased 

transmission teaching: 

Figure 2.9 Strategy Explanation for the Effects of Examinations 
upon Teaching 

Pressure for examination success 

J., 
Teacher identifies preconditions for 
good examination results and these 
are adopted as goals 

J, . 
Teacher assesses resources and 
conditions in the classroom 

J, 
Teacher concentrates upon those goals 
which are judged to be achievable 

J, 
[ Transmission teaching I 

In many ways, this seems a more plausible explanation for why 

examinations might encourage transmission teaching than that 

based on the rational choice model. Nonetheless, there are some 

problems. One of these is that by relaxing the assumptions of 

the rational choice model and allowing goals to be modified the 

explanatory power of the theory is substantially reduced. Both 

the causal and rational choice models allow, in principle at 
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least, the prediction of what actions will be taken in a 

particular situation if certain conditions occur. As a result. 

they offer high explanatory power (and because of this are 

relatively easy to test). Presentations of interactionist 

·strategy models are ambivalent about whether they make predictive 

claims of this kind or whether they simply show how certain 

courses of action might flow plausibly or intelligibly from 

certain conditions. The latter interpretation which seems most 

compatible with symbolic interactionism implies that on other 

occasions other actions might follow, equally plausibly or 

intelligibly, from the same conditions. And this interpretation 

makes no requirement that the probability of occurrence of 

different outcomes be calculated. Indeed the possibility and/or 

legitimacy of this may well.be denied. 

This model, then, implies a rather weak form of explanation, what 

might be called explanation by exclusion: 

By an 'explanation' we may mean either an account that 
narrows down the set of all abstractly possible values of 
the relevant variable by eliminating at least one value, or 
an account that actually singles out the value that is 
observed. In other words, weakly understood explanation is 
exclusion, while in the stronger sense it aims at unique 
determination. 

(Elster 1983: 379) 

Another problem with the strategy approach is that, like the 

rational choice model, it portrays the behaviour of teachers as 

the product of conscious deliberation. While some teacher action 

probably is the product of conscious decision-making, it seems 

implausible that all of it is: 
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most instructional decisions are made by forfeit; that is by 
not recognizing that a decision can be made or by not being 
aware of possible alternatives. The usual forfeit. 
'decision' involves continuation of a practice whether or 
not it is the most appropriate procedure for the situation 

(Farr and Brown 1971 : 341) 

Indeed, we might argue that 'subconscious decising-making' or 

'non-decision making' is inevitable because of the probably 

infinite number of decisions which could be made, arising from 

the large number of options and the scarcity of time available. 

Making a decision at one point in time may require that others 

are not made or are 'made' without thinking about them. Berger 

and Luckmann, for example, argue that conscious decision-making 

rests on a background of taken-for-granted assumptions, including 

recipe knowledge about how to perform different types of actions: 

Habitualized actions, of course, retain their meaningful 
character for the individual although the meanings involved 
become embedded as routines in his general stock of 
knowledge, taken for granted by him and at hand for his 
projects into the future. Habitualization carries with it 
the important psychological gain that choices are narrowed. 
While in theory there may be a hundred ways to go about the 
project of building a canoe out of matchsticks, 
habitualization narrows these down to one. This frees the 
individual from the burden of 'all those decisions', 
providing a psychological relief that has its basis in man's 
undirected instinctual structure. Habitualization provides 
the direction and the specialization of activity that is 
lacking in man's biological equipment, thus relieving the 
accumulation of tensions that result from undirected drives. 
And by providing a stable background in which human activity 
may proceed with a minimum of decision-making most of the 
time, it frees energy for such decisions as may be necessary 
on certain occasions. In other words, the background of 
habitualized activity opens up a foreground for deliberation 
and innovation. 

(Berger & Luckmann, 1969 : 71) 

Moreover, there are good reasons for thinking that the classroom 

places particular limits upon a teacher's ability to exercise 

deliberate and conscious decision-making. Jackson (1968), Doyle 
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(1977) and others have pointed to the multidimensionality, 

simultaneity, immediacy, unpredictability and historical 

character of classroom life: 

A classroom is multidimensional in that many events occur 
over time, many purposes are served, and many people with 
different styles and desires participate. The sheer 
quantity of elements, in other words, is large. In 
addition, many events in a classroom occur simultaneously. 
While phrasing a question, a teacher must monitor different 
levels of involvement in work, search for an appropriate 
student to answer, anticipate interruptions, and judge 
whether particular students are violating classroom rules. 
Similarly, selecting a student to answer a question has 
potential conseouences for that student's achievement and 
attitudes, the learning of other students, the direction and 
momentum of the discussion, and the students' perceptions of 
the teachers. The simultaneous occurrence of multiple 
elements shortens the time frame and confers an immediacy to 
the flow of classroom experience. Decisions must be made 
rapidly with little time for reflection. At the same time, 
these qualities of classroom life together with a high 
frequency of interruptions make the course of events at a 
given moment unpredictable. Finally, since the history of a 
classroom group extends over several months, actions on one 
occasion set a precedent for actions at a later time. 
Hence, early decisions are crucial and flexibility decreases 
as the year progresses. Given this combination of 
properties, the classroom is indeed a complex environment. 

(Doyle, 1977: 44-5) 

However, even if we accept that much of teachers' behaviour seems 

unlikely to be the product of conscious deliberation directed 

towards the achievement of examination success, and that 

teachers' behaviour may become routinised, this still does not 

rule out the possibility that it is adapted to the achievement of 

examination success. 

Adaptation of behaviour may occur through the process of a 

subconscious adjustment controlled by reinforcement of the kind 

studied by behaviourist psychologists (Skinner 1953). This is 

what van Parijs calls the R-evolutionary mode of explanation, 
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which he contrasts with intentional explanation on the one hand 

and NS (Natural Selection) evolutionry explanation on the other 

(van Parijs 1981). Under the reinforcement model, adaptation of 

behaviour is brought about because if performance of an action is 

found to be more satisfying in some sense than available 

alternatives, it is repeated or persisted with. Unlike rational 

choice, this model does not require any complex process of 

assessing the likely outcomes of a range of different courses of 

actions and the preference ranking of possible alternatives, some 

of which may never have been tried. Rather it requires merely 

that the organism be able to register the immediate concomitants 

of its recent actions and to compare these events in terms of 

some standard of utility (van Parijs 1981). We can take 

Skinner's (1953) example of a hen in an experimental box having 

to peck a disc for food (we should perhaps see pecking as a 

search strategy for food built into the hen's behaviour 

genetically and produced as a dominant characteristic of the 

population of hens by natural selection). The discovery that 

pecking in a particular spot produces food is likely to be 

accidental rather than the result of some process of calculation 

or deduction (though we might expect that the inbuilt pecking 

strategy involves pecking over a wide area and perhaps also an 

attraction to certain shapes and colours). However, once the hen 

has discovered that pecking in a particular spot produces food we 

find that pecking in that area increases. This will persist at 

least until hunger is satisfied; unless some better strategy for 

producing food is hit upon accidentally, for example a 
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misdirected peck or an inadvertent movement of the head or feet 

which produces a greater amount of, or more appealing variety of, 

food and is recognised as doing so. If such a strategy is 

discovered then this will be persisted with until hunger ceases, 

or until some still better strategy is discovered. Morever, next 

time the hen is hungry it will adopt this strategy more quickly 

than the first time, perhaps even immediately. 

In much the same way, a teacher having the goal of covering the 

examination syllabus might subconsciously adjust his or her 

behaviour in the direction of a higher level of transmission 

teaching because, of the available strageies, this maximises 

coverage. This may be done without any conscious awareness of 

the process of adaptation. 

In a number of respects this process is analogous to the rational 

choice model. In both cases a process of optimization is 

involved, in other words the behavioural strategy to be explained 

is thought of as being selected from a set of alternatives which 

can appear in the same context and the criterion of selection 

involves an evaluation, in some sense, of the relative 

consequences associated with each alternative. Using terms like 

'strategy' and 'evaluation' is of course questionable in the case 

of hens and Skinner specifically rejects such language, but this 

seems an unnecessary restriction. 
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However, there are important differences between the rational 

choice and reinforcement models. Both predict a process of 

gradient climbing whereby some optimum is approached, but the 

nature of the optimum differs in the two models. In the case of 

rational decision-making the optimum is a global maximum, in 

other words it is the best possible option available to the 

actor. In the case of reinforcement, as with natural selection, 

it is a local maximum (van Parijs 1981). What we mean by this is 

that, assuming that the process of learning continues for an 

indefinite period of time and that the environment does not 

change significantly, in the case of rational decision-making 

action will stabilize at the best possible strategy overall, 

irrespective of the initial strategy adopted and of the 

subsequent decisions taken. With the reinforcement model this 

global maximum will not necessarily be reached. It will not be 

reached if, given the initial strategy adopted or subsequent 

'decisions', movement to the global maximum requires the adoption 

of an intermediate strategy that actually involves a reduction in 

the level of satisfaction. Similarly, with reinforcement, 

waiting is impossible, the actor cannot turn down a favourable 

option to wait for a better one (See Elster 1979 Chapter 1). 

The character of the decision-making underlying this gradient 

climbing is, of course, also different in the two models. In the 

case of reinforcement, it is not a product of conscious, 

deliberate problem-solving but a response to perceived 
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correlations between behaviour and outcome. In other words it 

requires no speculation about possible courses of action, and no 

theorizing about why one strategy should be better than another, 

but simply persistence with or repetition of the action because 

it seems to work better than anything else has done in the past. 

We have examined a number of models of human action that can be 

ranged along a continuum in terms of the role that consciousness 

plays in generating behaviour, from causal explanation at one end 

to rational choice at the other, with the reinforcement

evolutionary model somewhere in between. In our view it is a 

mistake to seek to choose among these models on philosophical 

grounds. Indeed, it seems to us that they may well be 

differentially appropriate depending upon the particular aspects 

of action, or even the particular instances, with which one is 

concerned. And, in fact, it appears likely that transmission 

teaching may result from some conscious decision-making, but that 

it may also involve a process of drift guided by reinforcement.
2 

The decision to give the achievement of 'good results' a high 

priority may be a relatively conscious one to which the rational 

choice model might approximate. The decision to emphasise the 

goals of coverage, mastery as assessed by information recall, and 

classroom control may also be conscious (though it might also be 

a response to direct pressure from headteachers and/or heads of 

departments or it may result from a process of reinforcement). 

However, the process of adaptation towards an increase in the 
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I 
I ratios of teacher to pupil talk and of closed to open questions 

seems unlikely to be the product of repeated conscious decisions 

I in the classroom, especially given the nature of the classroom 

I 
environment. This seems almost certain to be the product of a 

process of subconscious adaptation produced by reinforcement. 

I 
We can complete our model in diagrammatic form as follows, then, 

I remembering that the arrows represent a range of different kinds 

of linkage: 
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Figure 2.10 An Outline of the Completed Model 

EXTERNAL Credentials are Parental Aspirations 
PROCESSES Required for for Children to Obtain 

High Status, High High Status, High 
Income Jobs Income Jobs 

Parents Use Of Schools' Examination Results 
as a means of Assessing their Children's 
Chances of Gaining Credentials at that' School 

• 'II, 
Parental Choice of Parental Pressure on the 
School with the School their Children attend 
Highest Exam to Maximise Exam Results 
Results 

I I 
~ 

INTERNAL Lack of Clear Need for a Pursuit of 'Good' 

~ PROCESSES Indicators of Basis for the Exam Results by 
Achievement of Assessment of Head teacher 
Educational Goals Teachers' 

Performance 

¥ "' ' II Displacement of Goals in Favour of Emphasis on Coverage 
the Pursuit of Examination Success ~ of Syllabus, Recall 

of Information and 
Classroom Control 

\II \II 
Lack of Clear Need tor a [Head s Control 'Teachers 
Indicators of Basis for of Promotion Desire for 
Achievement of the and of Promotion 
Educational Assessment Allocation of and/or 
Goals on the of Own Resources Resources 
Part of teachers Performance 

l J. 
¥ '~ ' I Displacement of Goals in Favour Pursu1t of 'Good' Exam ResuTts 

of the Pursuit of Exam Success by Teachers in the School 

\II \ ~ 
Teachers' Desire Head's Control 
for Promotion of Resources 

r & Resources 
I J 

' II ·~ ~ 
Displacement of Pursuit of Exam Increased Emphasis G1ven 
Success in Favour of Coverage, ~ by teachers to Coverage, 
Recall and Control Recall and Control 

' If Increased Ratio of Teacher to Pupil talk, Increased Ratio 
of Closed to Open Questions, etc. 
i.e. increase in TRANSMISSION TEACHING 
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In this chapter we have taken the ideas about the effects of 

examinations introduced in Chapter One and constructed the 

outlines of a theoretical model that would explain why 

examinations might generate transmission teaching. In the course 

of this we have looked at a number of different modes of 

explanation which could underpin our model, and have suggested 

that some of these models may be differentially appropriate at 

different levels of the model. In the next chapter we shall 

outline how we set about testing this theory. 



Notes 

1 • 

2. 
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For a useful account of both the causal and the rational 
choice models, and strong advocacy of the latter, see Elster 
1983. 

For a related c011cept of drift, see Matza, 1964. 

I 
I 
I 
I 
I 
I 
I 
I 
I 
I 
I 
I 
I 
I 
I 
I 
I 
I 
I 
I 



I 
I 
I 
I 
I 
I 
I 
I 
I 
I 
I 
I 
I 
I 
I 
I 
I 
I 
I 
I 

- 63 -

CHAPTER 3 

METHODOLOGY 

In the previous chapter we sketched a theory about the effects of 

examinations upon teaching which represented transmission teaching as a 

strategy employed by teachers to maximise, or at least to produce some 

satisfactory level of, examination results. There is a considerable 

distance, however, between having a theory and having justifiable 

confidence that the theory is true. The latter requires that the theory be 

subjected to and survive systematic test. The main purpose of our research 

has been to begin this process of testing. 

A number of different methodological approaches have been used in the study 

of the classroom behaviour of teachers. For example, there is a body of 

'systematic observation' research concerned with assessing the frequency of 

different kinds of teacher and pupil behaviour and the effects of these 

upon pupils' learning (Mcintyre 1980; Croll 1986). Typically, such 

research employs live coding of teacher and pupil behaviour in terms of a 

pre-specified coding scheme. The best known example of such a scheme is 

undoubtedly Flander's interaction analysis categories, but there are in 

fact a large number of coding schemes available (Simon and Boyer 1974; 

Galton 1978). 

There is also a more recently established tradition of ethnographic 

research on classrooms. Such research generally employs 'unstructured' 

observation of lessons recorded by means of fieldnotes, often backed up 

with audio and occasionally video recording. Observation is also generally 
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accompanied by informal interaction with teachers and pupils and perhaps 

also by more formal interview. (For reviews of this literature, see 

Hammersley 1980,; Woods 1983). 

There is a third tradition of research, relying primarily upon audio and/or 

video recordings of lessons and focussing analysis upon the structures of 

classroom talk. Into this category might be placed both work directly 

influenced by linguistics (Stubbs 1975 and 1976; Sinclair and Couthard 

1975) and that of ethnomethodologists (McHoul 1978, Mehan 1979). 

These traditions tend to use both different data collection techniques and 

different forms of analysis. To some degree they also investigate 

different topics, though there is rather more overlap here. Much 

systematic observation research has been concerned with assessing the 

effectiveness of contrasting forms of teaching, though in part the origins 

of the tradition lie in a concern with the effects on the nature of pupil 

learning of different forms of teaching (see Walker 1971). Ethnographic 

studies have been concerned primarily with documenting the perspectives and 

strategies of teachers and pupils and the situational and structural 

constraints which generate these. Particular attention has been given to 

the disciplinary strategies employed by teachers and the perspectives and 

activities of nonconformist pupils. 

The third tradition of research has focussed almost exclusively on 

describing rules or methods which seem to generate the characteristic 

patterns of classroom interaction. There have been two substantial studies 

within this tradition. Sinclair and Coulthard have sought to extend and 
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~ 
apply the systemic analysis of language developed by Halliday to the study 

of discourse (Coulthard 1985). Mehan, relying primarily upon Sacks' 

analysis of conversation, has developed a rather similar scheme for the 

coding of verbal acts in the classroom. Research in this tradition has not 

generally sought to explain the particular character of these rules or 

methods, and indeed has sometimes even denied that such explanation is 

possible. 

Our own starting point was the ethnographic tradition but we have moved 

some way from it in our concern with the development and testing of 

theories (Hammersley, Scarth and Webb 1985; Hammersley 1985b; Hammersley 

1986b). In the process, we have incorporated elements of other traditions, 

particularly systematic observation. 

Our theory involves quite a number of variables and relations. However, in 

the empirical research we have sought to investigate just one part of it: 

the idea that pressure for examination results produces a high level of 

transmission teaching on examination courses. Moreover, we have 

concentrated primarily upon the initial task of assessing whether there is 

a correlation between examinations, or qualification dispensing assessment 

in general, and transmission teaching. We have not even begun to 

investigate how, if such a relationship is to be found, it might be 

produced. In other words, we have made no attempt to decide which of the 

different modes of explanation we outlined in the previous chapter best 

approximate to the processes involved. 
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We began with the idea that we would compare teaching on courses leading to 

credential dispensing assessment ('Assessed Courses') with that on courses 

without such assessment ('Non-Assessed Courses'), as well as different 

types of Assessed Course: those in which assessment was entirely in terms 

of a traditional written examination and those which included a major 

element of course work assessment. 

Two immediate research design problems we faced were: selecting courses to 

be studied and sampling lessons within those courses. 

Selecting Cases 

Our first task was to select examples of the three types of course we had 

identified for investigation: Examination, Other-Assessed, and 

Non-Assessed. We chose two secondary schools for study which offered 

courses representing the full spectrum of courses in which we were 

interested. Both were large comprehensives, one fairly traditional and 

academic in organisation, the other with a less conventional structure and 

a progressive reputation. We later added supplementary courses from three 

other schools, two other comprehensive schools and a grammar school. 

After an initial attempt to cover a very wide range of subjects we decided 

to narrow our focus to the Humanities area of the curriculum because this 

allowed us to compare the widest range of Other Assessed and Non-Assessed 

courses. We decided to compare the same teacher teaching different 
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courses, rather than making comparisons among teachers, on the grounds that 

this would provide some control over the stable characteristics of 

individual teachers. 

We studied 11 teachers in the 5 schools, all but one of whom taught on 2 or 

more of the 3 types of course in which we were interested. (Details of the 

schools and teachers can be found in Chapter 4). Besides traditional 

examination courses, there were courses which had both a written 

examination and course work, such as the Schools Council History Project 

(SCHP), as well as courses assessed purely be coursework, for example the 

Joint Matriculation Board Integrated Humanities '0' level course (IH). 

1st, 2nd and 3rd year courses provided Non-Assessed (or at least 

pre-assessed) Humanities Courses; and a Personal Relations course in one of 

the schools offered an example of a pure Non-Assessed course in years 4 and 

5. We selected the following courses for investigation: 
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Figure 3.1 - Courses Selected for Investigation 

ASSESSED 

Examination 

Social & Economic 
History, Mode 1, '0' 
leve 1 (Oxford) 

Religious Education 
Mode 1 , '0' leve 1 
(Oxford) and CSE (SREB) 

Geography Mode 1 
'0' Level (AEB) 

History, 'A' level 
(AEB) 

Sociology, 'A' level 
(AEB) 

Philosophy & Religious 
Studies 'A' level 
(London) 

Examination and Course Work 

Schools Council History 
Project, '0' level (SUJB) 
CSE (SREB) and 
Joint '0' level/CSE (MEG 16+) 

Social and Economic History 
Mode 3 (SREB) 

Integrated Humanities, '0' 
level (JMB) AND CSE (SREB) 

NON-ASSESSED 

1st Yr Humanities 

2nd Yr Humanities 

2nd Yr History 

2nd Yr Religious 
Studies 

3rd Yr Humanities 

3rd Yr History 

3rd Yr Religious 
Studies 

4th Yr Personal 
Relations 

(Further details of these courses can be found in Appendix A.) 
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Figure 3.2 - Courses Taught by Each Teacher 

Teacher Examination Only Other Assessed 
Courses 

1 Social & Economic SCHP ( '0' level) 
( '0' level) 4th & 5th year 

2 SCHP ( '0' Level) 

Social & Economic 
( CSE) 

3 Social & Economic 
( '0' level) 

4 Social & Economic 
(CSE) 

5 RE ( '0' level 
and CSE) 

Philosophy 
('A' level) 

6 Sociology IH 
('A' level) ( '0' level & CSE) 

4th & 5th year 

7 Geography IH 
( '0' level) ( '0' level & CSE) 

8 Geography IH 
( '0' level & CSE) ( '0' level & CSE) 

9 SCHP 
( '0' level & CSE) 
4th & 5th year 

10 History SCHP 
('A' level) 4th & 5th year 

11 SCHP 
( '0' level/CSE) 
4th & 5th year 
IH 
( '0' level) 
Lower Sixth 

-

Non-Assessed 

2nd Yr History 

3rd Yr History 

3rd Yr History 

2nd Yr RE 

3rd Yr RE 

4th Yr PR 

2nd Yr History 

3rd Yr History 

3rd Yr History 

1st Yr Humanities 

2nd Yr Humanities 

3rd Yr Humanities 
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Our cases, then, are courses with different types of qualification- I 
dispensing assessment or with no such assessment, as taught by a particular 

teacher in a particular school. The comparisons made possible by our I 
selection of cases do not rule out all relevant extraneous variables. In 

I particular, the effects of differences in the characteristics of the pupils 

taught in different classes remain uncontrolled. Moreover, the number of I 
cases we are dealing with is relatively small (30 in all, with between 2 to 5 

courses for each teacher). However, our research does offer the basis for an II 
initial assessment of the extent to which there is a correlation between 

examinations, or qualification-dispensing assessment generally, and 

transmission teaching, 

Sampling within Cases 

A second problem which arises is the sampling of teaching within each case. 

We discovered that there were large fluctuations over time in those aspects of 

the behaviour of teachers in which we were interested (see Appendix B). We 

therefore sought to collect relatively large samples of each teacher's 

teaching on each course, though for a variety of reasons (notably timetable 

clashes) our samples of lessons do vary considerably. The mean number of 

lessons observed for each course was 12, though there is much variation in 

number between courses. 

Lessons also vary in the amount of public class discussion they involve and 

since our measures of teaching are concerned with public classroom talk, the 

I 
I 
I 
I 
I 
I 
I 
I 
I 

amount of such discussion observed for each teacher/course combination is an 

important consideration. (For this reason, in comparing courses, we have used II 
1000 second periods as a standard measure of public classroom talk.) The mean 

I amount of public classroom talk observed per course is around 3 hours, again 

with considerable variation. Figure 3.3. reports the samples of lessons and I 
amount of public classroom talk for each course. 

I 
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Figure 3.3. - Number of Lessons and Amount of Classroom Discussion per Course 

TEACHER COURSE NUMBER PUBLIC 
OF CLASSROOM 
LESSONS TALK 

(IN HOURS) 

1 Social & Economic History 9 2.17 
'0' level 5th year 

Schools Council History 27 6.07 
'0' level 4th year 

Schools Council History 11 2.18 
'0' level 5th year 

2nd year History 16 4.13 

2 Social & Economic History 9 1.43 
CSE 4th year 

Schools Council History 12 5.07 
'0' level 5th year 

3 Social & Economic History 6 1.35 
CSE 4th year 

3rd year History 6 1.35 

4 Social & Economic History 3 1.15 
CSE 4th year 

3rd year History 3 0.98 

5 Religious Education 31 5.13 
'0' level/CSE 4th year 

Philosophy & Biblical Studies 33 14.68 
'A' level L6 

Personal Relations 12 5.85 
4th year 

2nd year Religious Education 21 5.23 

3rd year Religious Education 14 5.13 

6 Sociology GCE 4 1.50 
'0' I' A' level L6 

Integrated Humanities 16 1.03 
'0' level/CSE 5th year 

Integrated Humanities 12 1.45 
'0' level/CSE 4th year 
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TEACHER COURSE 

7 Geography 
I O I level 5th year 

Integrated Humanities 
I 0 I level/CSE 5th year 

8 Geography 
101 level 5th year 

Integrated Humanities 
I 0 I level/CSE 5th year 

9 Schools Council History 
101 level/CSE 5th year 

Schools Council History 
101 level/CSE 4th year 

3nd year History 

2nd year History 

10 History 
I A I level L6 

Schools Council History 
I O I level 5th year 

Schools Council History 
I O I level 4th year 

3rd year History 

11 Integrated Humanities 
I O I level, L6 

Schools Council History 
IOI level/CSE 5th year 

3rd year Humanities 

2nd year Humanities 

1st year Humanities 

MEAN = 
STANDARD DEVIATION = 

NUMBER 
OF 
LESSONS 

14 

14 

6 

14 

16 

12 

6 

10 

9 

6 

14 

5 

10 

16 

7 

11 

16 

12 
7.01 

PUBLIC 
CLASSROOM 
TALK 
(IN HOURS) 

3.28 

1.53 

1.13 

0.95 

3.32 

1.17 

1.13 

2.43 

4.05 

1.67 

3.18 

1.28 

2.95 

4.45 

2.15 

2.00 

5.68 

3.09 
2. 5S 
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Data Collection and Analysis 

Data collection took the form of observation and audio-recording of 

lessons, accompanied by observation of relevant meetings, informal 

contacts with teachers, and interviews with both teachers and pupils. 

We collected information relevant to various parts of our model, in 

particular about the level of pressure for 'good examination results' 

and the general 'ethos' within the schools, and on the teachers' 

perceptions of the courses and pupils they taught. However, our 

main concern was to document the level of transmission teaching on 

particular courses and for this we relied primarily upon the analysis 

of lesson transcripts supplemented by fieldnotes and some interview 

material. 

In analysing classroom interaction we addressed the problem of 

measurement as systematically and rigorously as we could. 

Ethnographers typically fight shy of the term 'measurement', but in 

our view this is misguided. The same problems involved in relating 

concepts to data face social researchers whatever methodological 

approach they adopt, and whether they recognise the problems or not 

(Hammersley 1986a). The two main problems are as follows. First, how 

are we to decide whether or not a particular case (teacher, course, 

etc) has a particular theoretically defined feature (for instance, 

qualification-dispensing assessment) or whether it has more of some 

feature (for example, transmission teaching) than another. To a 

considerable extent the problem is the same whether the theoretical 

variable is qualitative or quantitative. In general such features are 
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not themselves recognisable in a rigorous way. Rather, we have to 

assess the value of a theoretical variable for a particular case on 

the basis of the presence or absence, intensity or frequency of 

selected indicators. This is true whether or not a standard set of 

such indicators is specified for a particular variable, or whether 

indicators are used in an ad hoc manner, as is the case in much 

ethnography. It is important, however, that the indicators used are 

made explicit as far as is possible, and that the same indicators are 

applied across all the cases studied. The importance of the first 

requirement is obvious because this is a precondition for any 

assessment of the validity of inferences from indicators to values of 

the theoretical variable. This is one reason why many ethnographers 

use quotations from interviews or descriptions of patterns of social 

interaction to support their analyses, and it is the reason why 

systematic observers usually publish their coding schemes and manuals. 

The second requirement, that the same indicators be used across the 

board, is applied much more regularly by systematic observers than it 

is by ethnographers. It is important, though, because otherwise any 

differences or similarities found may be the product of the 

differential application of indicators. For these reasons, then, we 

sought to develop explicit indicators for our variables and to apply 

them to all our cases. 

The second aspect of the problem of measurement is recording the 

values of the indicators. In the case of our independent variable, 

this was not a serious problem. We could identify courses leading to 

credential dispensing assessment and those not doing so fairly easily; 
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though we shall note a minor problem here later (see Chapter Five). 

Moreover, within qualification-dispensing courses, it was of course 

possible to distinguish those involving just an examination and those 

using other kinds of assessment on the basis of examination board 

regulations. 

However, our dependent variable, transmission teaching, proved much 

more difficult to measure. We began with a list of possible 

indicators, all of which we intended to use: 

1. 

2. 

3. 

Predominant use of lecturing and note-giving as pedagogical 
strategies. 

Strong teacher control of relevance boundaries e.g. manner of 
dealing with pupil initiatives (especially where related to an 
examination syllabus). 

Tendency to present knowledge as authoritative fact (rather than 
explication of principles) e.g. emphasis on technical terms, few 
attempts to link knowledge to pupil experience, minimal time 
given to further explanation for those who don't understand, 
satisfaction with suface understanding, etc. 

4. Predominant concern with coverage of curriculum content. 

s. 

6. 

7. 

Little opportunity given to pupils to explore their own knowledge 
and understanding: predominant use of closed tasks. 

Curricular .iustifications to pupils and other au.diences in terms 
of examinations and/or assessment. 

Emphasis on examination and/or assessment technique. 

8. Team attitude: collaboration with pupils against examiners. 

However, we soon discovered that each of these indicators required 

considerable refinement before it could be used. We began work on the 

distinction between open and closed tasks in classroom discussion and 

written work. However, after many attempts to develop a rigorous 
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coding scheme for identifying different types of task, we abandoned 

this indicator in the face of failure even to obtain reasonably 

consistent results between ourselves in coding the same samples of 

data. (For the results of our consistency checks, see Appendix D. 

For discussion of some of these problems, see Scarth & Hammersley 

1986a). Instead, we turned to measuring the amounts of teacher and 

pupil talk in classroom discussions, the number of pupil contributions 

and the length of pupil contributions. While we recognised that these 

were probably cruder indicators than type of task, we felt they were 

probably reasonably valid measures of transmission teaching and that 

variation in them would be relatively easy to measure accurately. The 

latter assumption turned out to be true. The former remains uncertain 

because these indicators are quite closely related and we have not 

been able to develop and apply any other independent indicators of 

transmission teaching by which we could assess their validity. 

However, given the fact that teachers largely control who talks 

publicly and when in lessons, it seems likely that these indicators do 

reflect variations in the pace at which teachers seek to transmit 

information to pupils. (They probably also reflect the impact of a 

number of other fa~tors, for example the teacher's perception of the 

likely level of disciplinary problems and/or of the ability levels of 

pupils). 

While we were unable to assess the validity of this set of indicators, 

we were able to make a limited assessment of their reliability by 

comparing the scores for the same audio-records coded by each of us. 

The results suggest that reliability between coders is high in timing 
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amounts of teacher and pupil talk, number and length of pupil 

contributions. (For details of the consistency exercises, see 

Appendix C). 

Another major problem in the research has been to assess the strength 

of the relationship between our independent variables (qualification

dispensing assessment and examinations) and dependent variables 

(transmission teaching). We have used correlation ratios to do this 

(supplemented in Chapter 5 by a slighly different measure, the point 

biserial coefficient) 1 • The scores for the correlation ratio range 

from 0 to 1.0. Thus if the correlation ratio between a second year 

course and a fifth year course for the proportion of pupil talk were 

1.0 this would indicate that there is no internal variation in the 

scores for each course and also that the scores do not overlap. (This 

would be the case, for instance, if the scores for proportion of pupil 

talk for 1000 second periods in a second year course were 2.0, 2.0, 

2.0, 2.0 and 2.0, and the corresponding scores for a fifth year course 

were 3.0, 3.0, 3.0, 3.0, 3.0). One would be able to predict with 

perfect accuracy whether a thousand second period with a score of, 

say, 2.0 came from the second or the fifth year course. A correlation 

ratio of 0 would indicate that the scores for each course are 

identical. There is no requirement here that the scores within each 

course should be the same. (For example, if the fifth year scores in 

the above example were also all 2.0, this would produce a correlation 

ratio of 0. Similarly, if both courses had scores of, say, 1, 2, 3, 

4, 5 then the correlation ratio would again be 0). In this case 

knowing that a score for a particular 1000 second period was 2.0 would 
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not enable you to predict accurately which course the 1000 second 

period came from.) Such extreme scores are seldom, if ever, achieved, 

the score is usually somewhere between 0 and 1. It is normally 

accepted that scores of 0.40 and below indicate that little or no 

1 
. . 2 corre at1on ex1sts. 

We have not used significance tests to assess the likelihood that any 

of the correlations we found were the product of chance because our 

data does not meet the requirements for using such tests, notably 

d 1
. 3 ran om samp 1ng. 

Conclusion 

In this research we have sought to develop ethnographic techniques of 

data collection and analysis so as to facilitate the testing of 

theory. Ethnographers rarely set out to test their theoretical ideas, 

and sometimes reject the concept of testing completely as belonging to 

another paradigm. However, we are convinced that the theories they 

develop do require testing and that current ethnographic practice is 

inadequate for this task. Our study, then, is in part an exploration 

of how ethnography might be developed in order to test theory. In 

this process we have drawn on other sources besides ethnographic 

methodology, including the 'systematic observation' tradition, though 

in our view this tradition suffers from serious problems of its own 

(Scarth and Hammersley 1986a and 1986b). 
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The main thrust of our approach has been to compare courses on 2 axes: 

Examination courses versus courses which include a major element of 

course work assessment (Other Assessed courses); and courses involving 

qualification-dispensing assessment (Assessed) versus those without 

such assessment (Non-Assessed). In documenting the level of 

transmission teaching on these courses we have sought to develop and 

apply explicit and rigorous measures, and to check observer agreement 

in their application. Our findings are tentative, however, since we 

have studied only a very small number of teachers and the samples of 

lessons we have been able to collect are also small in many cases. 

There are also questions to be raised about the validity of the 

indicators we have used. Further research will be necessary to assess 

and develop our findings. 



Notes 

1. 

2. 

3. 
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For further discussion of the correlation ratio, see Mueller, 
Schuessler and Costner 1977, chapters 8 and 9, For information 
about the point biserial correlation coefficient, see Edwards 
1984. 

Again using the example of scores for proportion of pupil talk 
for a second and a fifth year course we can illustrate the 
distribution of scores which produce correlation ratios close to 
0.4: 

Second Year Fifth Year 

1 4 
2 5 
3 6 
4 7 
5 8 

The correlation ratio for these scores is 0.53, indicating that a 
fairly strong correlation exists between the two courses. 

Second Year Fifth Year 

1 3 
2 4 
3 5 
4 6 
5 7 

In this example, the correlation ratio is 0.33, showing a rather 
weak relationship between the two sets of scores. 

We are in fact sceptical about the appropriateness of 
significance tests in most social research, for reasons that have 
been well expressed by others (Morrison and Henzel 1970). 
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CHAPTER 4 

THE CASE STUDIES 

This Chapter presents background information about and evidence from 

case studies of eleven teachers in five schools, four comprehensive schools 

and one grammar school. All the teachers taught at least one of the 

Assessed courses selected for study, Examination and/or Other Assessed 

courses. Most also taught on Non-Assessed courses. 

For each teacher, before presenting quantitative data on proportion of 

pupil talk and number and length of pupil contributions, we outline his or 

her perceptions of the courses taught, of the demands they make on pupils 

and of the kind of teaching required and practised. The purpose of this 

qualitative data is to provide background information on some of the 

variables in the theory we have not sought to measure rigorously; as well 

as information about variables other than assessment regime which might be 

relevant in interpreting the quantitative findings. 

The reader will find that there is considerable unevenness in the 

amount and kind of background information provided about each teacher. In 

part this is a contingent feature of the 'naturalistic' research strategy 

employed. When collecting data via observation and informal discussion it 

is not possible to ensure that information about the same topic is provided 

in the same depth for all teachers in the sample. The unevenness in 

background information also reflects the varying amounts of time spent with 

different teachers. Some were studied for a period of a year or more, 

others for only a month or so. This was a deliberate strategy. Having 

rapidly discovered the large intra-course variation on our indicators, we 
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I 
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set about collecting very large samples of lessons for a small number of 

the teachers In order to provide data to check the effects of variations in I 
sample size. This strategy necessarily reduced the size of lesson samples 

I we could collect on other teachers. 

I 
This, rather large, chapter has been structured so as to maximise ease 

of access to information about each teacher since it is comparison of each II 
teacher's teaching on different courses which is our focus. 

overall plan is as follows: 

First School 

1 Teacher 1: AB 

2 

a 
b 
c 

Courses and classes observed 
The teacher's perceptions of the courses 
Results 

Teacher 2: CD 
a Courses and classes observed 
b The teacher's perceptions of the courses 
c Results 

3 Teacher 3: EF 

4 

Courses and classes observed a 
b 
c 

The teacher's perceptions of the courses 
Results 

Teacher 4: GH 
a Courses and classes observed 
b The teacher's perceptions of 
c Results 

the courses 

5 Teacher 5: IJ 
a 
b 
c 

Courses and classes observed 
The teacher's perceptions of the courses 
Results 

The chapter's 
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Second School 

1 Teacher 6: KL 

2 

3 

a 
b 
c 

Courses and classes observed 
The teacher's perceptions of the courses 
Results 

Teacher 7: MN 
a Courses and classes observed 
b The teacher's perceptions of the courses 
c Results 

Teacher 8: OP 
a 
b 
c 

Courses and classes observed 
The teacher's perceptions of the courses 
Results 

Third School 

1 Teacher 9: QR 
a 
b 
c 

Fourth School 

Courses and classes observed 
The teacher's perceptions of the courses 
Results 

1 Teacher 10: ST 
a 
b 
c 

Fifth School 

Courses and classes observed 
The teacher's perceptions of the courses 
Results 

1. Teacher 11: UV 
a 
b 
c 

Courses and classes observed 
The teacher's perceptions of the courses 
Results 

'•, ,; ... 

The source tables for the quantitative analysis are supplied in Appendix B. 
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FIRST SCHOOL 

First School is a large co-educational comprehensive school with 

approximately 1700 pupils and 100 teachers. The school was first opened as 

a grammar school in the late 1950s but has been run as a comprehensive 

since 1968. There are still traces of the legacy of being a grammar school 

in the way many people in the local area regard First School, and it is 

often viewed as a rather 'traditional' school. If by 'traditional' is 

meant a concern with examination success then this was a label the 

Headmaster appeared to welcome: 

I am an unashamed advocate of examination success 
being a virtue in itself. Children who can 
benefit, and we are talking of most children, who 
can benefit from examination success must be given 
every encouragement for that. I don't honestly 
think that they are alternatives when you say 
examination success or something else. I firmly 
believe that examination success is important in 
its own right - not just as a meal ticket, not just 
as a job incentive- but in it's own right, in 
terms of building in success for the individual 
pupil and that the other things can emerge from 
that as well. I have no doubts on that at all in 
my own mind. 

(Interview) 

For the Headmaster, then, examinations were not seen as bad for education 

nor did they act as a constraint on what teachers were able to do. In 

fact, examinations were to be valued, he believed, not as a means to 

occupational success but as an end in themselves: 
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HM: I don't see exams as simply (a) way of getting a 
job and if the job isn't there any more right then 
exams are no longer important. I don't think that's 
true. 

R: They have intrinsic merits in themselves. 
HM: Right. Very much the phrase I would use. 

Not surprisingly, ex ami nation results, particularly 'A' levels and '0' 

levels, were given much attention in the school. For example, the 

Headmaster provided parents with comparative information concerning the 

examination results obtained by First School: 

Advanced Level: In 1982 16.2% of all leavers from 
[First School) had at least one Advanced Level 
pass. The national average in 1977 was 12.9% and 
the figures for 1981 for Inner London and Leeds 
were recently quoted as 10.6% and 15.1% 
respectively. 

7.5% of leavers from this school had three Advanced 
Level pases (6.53% National average). 

Ordinary Level: 22% of all leavers from [First 
School) in 1982 had five or more Ordinary Level 
Grades A-C or c.s.E. Grade 1. The National average 
in 1977 was 20.4%. The 1981 figures for Inner 
London and Leeds were 14.2% and 23.2% (our 1981 
figure incidentally). 

A full list of pupils going on to Higher Education was also provided. 

Moreover, within the school there is some evidence that the heads of 

department were made accountable for the examination results obtained in 

their department. At a curriculum meeting in September 1983, for example, 

a discussion of the summer examination results was prefaced by the 

following words from the deputy head, chairing the meeting: 

As usual the Head will want to see each head of 
department to talk through the examination results 
of that department in detail. He has asked me if 
you can break down your results yourself, as much 
as possible, and he'd particularly like you to 
analyse your results by sex, please. 
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What followed in the meeting was au open discussion about the exam 

performance of pupils in the school. The deputy head's comments in this 

discussion indicate the concern about the summer examination results: 

If we look at the global picture of results what we 
must bear in mind is that we have tested, not the 
upper part of the school, but we have tested the 
present fourth year and the present third year and 
the profile which we get is that we have very much 
a national average sort of intake and possibly the 
hint is that we've got a slightly better than 
national average intake into the school and 
therefore we should be measuring ourselves very 
much against national average statistics. I'm not 
sure that we measure up all that well. Last year, 
for instance, 4% of our 'O' level entrants got 
grade A, now that doubled [this year], marvellous, 
doubled, 8%, but we should be looking for 10% 
shouldn't we, and I think when we break it down 
further, then, you do discover that perhaps a 
single teacher taking a top set in half the fifth 
year, SX, obtained something like 20 of the 100 
grade A's that the fifth year obtained. 

The deputy head, here, was principally concerned with the examination 

performance of a small proportion of pupils, namely the most academically 

able. Indeed by far the greater part of the discussion of examination 

results focussed on 'A' level and top ability 'O' level pupils. One 

explanation for this was that pupils had performed well in the CSE 

examinations and therefore there were fewer problems to discuss: 

We've ignored CSE slightly [ ••• ] , but really there 
is a very encouraging picture there isn't there? 

However, it also appeared that the school was particularly sensitive to 

criticism from parents of academically able pupils. Again at the same 

meeting, the deputy head made the following observation: 

I mean he [the Headmaster] really is getting quite 
a lot of strong complaints from parents of able 
pupils that they are being understretched and under 
worked and he wants to do more monitoring and he 
wants the deputy heads to do more monitoring. Much 
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more important I think is that the heads of 
department monitor what is going on in their 
department, the quality of homework set, the amount 
of marking that's going on and the Heads of House 
pick up key pupils and get a profile of what 
they're doing, how much homework they're doing per 
week. I really do think that we all have got to 
chase each other up on this, it isn't a question of 
us ganging up on the younger members of staff or 
anything like that, but I think it's a question of 
all of us putting the pressure on everybody else, I 
mean, and on ourselves. I think things have slipped 
actually, and perhaps there have been good excuses 
why they've slipped, but I really think that 
excuses have run out now at [First School] and we 
really could be in for a settled time when really 
we should be consolidating and pumping up these 
results. 

There was, then, a clear concern in the school that examination results had 

to be improved, which required close monitoring, by heads of department 

especially, of teaching in all subject areas. 

Pupils in the second and third years at First School received a 

broad-based curriculum comprised of the following subjects: 

English, Mathematics, Science, French, History, 
Geography, Technology (including Home Economics), 
Music, Art, Physical Education and Games, and 
Religious Education. 

In the third year, the most able linguists began German and ~ost time from 

English, French and Religious Studies lessons. The pupils were organised 

into 'sets' for each subject. In the school brochure, the Headmaster 

explained to parents that these sets were "teaching groups containing 

children of the same ability", an arrangement which he felt was the best 

for "each child to make maximum progress". The set composition was based 

on Middle School reports and the results of NFER tests (verbal, numerical 

and perceptual) conducted each year shortly after pupils arrived at the 

school. In the fourth and fifth years, pupils were again setted across the 

whole ability range in English and Mathematics. In other subjects, 
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however, group composition depended on the number of pupils 'opting' for I 
that subject: in large subjects like Science, separate classes for '0' 

level and CSE could be organised, in subjects with fewer pupils, for I 
example Religious Studies, this was not possible and so a mixed-ability 

('0' level and CSE) group was created. I 
I 

During the period of data collection at First School we observed a 

large number of teachers in most of the departments in the school. I 
However, in this report we focus on five teachers for whom we have 

comparative data. Four of these teachers were in the History department, I 
the other was Head of Religious Studies. For each of these teachers we 

have data on their teaching in courses involving different assessment 
I 

regimes and before we present the quantitative analysis of this data we I 
will indicate something of the teachers' perceptions of the courses they 

taught. I 

Teacher 1 AB 
I 
I 

AB had been at First School since 1981, when he was appointed as 

second-in-charge in the department. In November 1982 he was appointed head I 
of department, a post in which he stayed for sixteen mouths until leaving 

the school in December 1984 for a new position in a different county. We 

collected data on AB teaching on three courses: SUJB Schools Council 

Project History 13-16 'O' level(SCP), Oxford British Social and Economic 

'0' level (SE) and Second Year history. (For further information about 

courses, see APPENDIX A). 
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The Courses and Classes Observed 

Schools Council Project 'O' Level: The data for this course were collected 

from 27 lessons with a fourth year group and a further eleven lessons with 

the same group in the fifth year. In the quantitative analysis which 

follows, the scores for AB's teaching on these parts of the SCP course are 

reported separately. There were 25 pupils in the set, 11 girls and 14 

boys. There were no discipline problems, indeed it was often so quiet and 

pupils so reticent that AB had difficulty in getting responses to 

questions. Of the total time available in the fourth year lessons (1080 

minutes), public talk amounted to approximately 34% (364 minutes), and for 

the fifth year lessons (440 minutes) public talk was approximately 30% (131 

minutes). These pupils completed the course in July 1985. 

Before beginning the Schools Council course proper, pupils were 

introduced to the techniques involved in the evidence-based approach to 

history and the source material relating to the death of a suffragette, 

Emily Davidson. Pupils studied photographs and extracts relating to her 

death from The Times and from Emily Pankhurst's diary. They discussed the 

problems for an historian in using this evidence, mentioning things like 

bias, perspective, lack of evidence and so on. An interesting feature of 

AB's teaching on this part of the course was the way he talked about the 

problems of the historian: what would the historian do and what evidence 

does the historian need. His stress was on the techniques and skills of 

being an historian rather than on learning for an examination. 
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The main Schools Council course is divided into four main sections. 

The first section A Study in Development: Medicine Through Time - is 

examined on paper 1 and does not involve course work assessment. The other 

three sections each have a course work component (one, the Study in Depth 

is assessed by examination as well, and the Modern World Study and the 

History Around Us modules are assessed by course work alone). Two weeks 

into the term AB started the SCP course proper with the Medicine Through 

Time module. He spent two terms teaching this module and the data we 

collected derive from lessons during the first half term. We returned to 

this group to collect more data during the summer term (when AB was 

teaching the Elizabethan England module) and again for the Winter term of 

the pupils' fifth year, when that module was being completed. 

Social and Economic 'O' Level: In the preceding year of this course the 

pupils had been taught by a different History teacher. AB took over the 

teaching of this course at the start of the pupils' fifth year and he felt 

that he needed to cover more material with the group than would otherwise 

have been desirable in the time available. 

in Summer 1984. 

The pupils took the examination 

The data on AB's teaching of this course were collected from nine 

lessons with his fifth year group. There were 26 pupils in the set, 16 

boys and 10 girls. Duri11g the period of observation AB covered the 

Industrial Revolution, looking at coal, iron and steel and steam power. 
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This was a mixed group. About half a dozen attended extra lessons on 

Thursday lunchtime and these were conscientious in lessons: answering 

questions, participating and so on. At the other extreme were a handful of 

boys and girls who needed close supervision in order that the pace of 

lessons could be maintained. These pupils, in particular, made this a hard 

group to teach. During one lesson AB remarked to the researcher that he 

had to "sit on them all the time or else the one or two who mess about 

would spoil it for everybody" (fieldnotes). In between these two extreme 

groups fell the majority of the pupils in the class. For the most part 

they were quiet in lessons - neither answering questions nor causing a 

disturbance - and appeared to do the tasks set. 

AB adopted a lecturing and 11ote giving style of presentation and he was 

very explicit about how he wanted pupils to make notes. All his lessons 

involved note-making, either by dictation or from the text book and some of 

his lessons also involved pupils answering written questions from the text 

book. Of the 9 lessons (360 minutes) we observed of this course, 36% (130 

minutes) of the time available was allocated to public talk. The remaining 

time was spent on written work, administration and entering and leaving the 

classroom. 

After three lessons AB informed the group that he did not think it was 

a straight 'O' level set, some might do '0' level but the majority would do 

CSE. He told them that GCE is designed for the top 20% of the ability 

range, which for those taking History at First School means those pupils in 

the Schools Council set. Therefore, he suggested, this set is really a CSE 
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set and a small number of pupils could possibly take the GCE examination if 

they worked hard. When he asked if there were any questions, a boy said, 

"Why weren't we told at the options that this was a CSE set?" and AB 

replied, "Yes, you should have been it was a mistake." 

The Second Year Course: There were 35 pupils in the class, 16 boys and 19 

girls. This was a very large class and at the start of each lesson several 

minutes were spent getting every pupil a desk and chair. AB liked the 

group, he found them "lively, friendly and hard working" and, though there 

was always a 'working atmosphere' in the classroom, the sheer number of 

pupils did put some strain on AB's teaching. Of the 16 lessons we observed 

( 640 minutes), public talk accounted for 39% ( 248 minutes) of the total 

time available. 

The early lessons of the course were split between sessions of 

exposition and questioning, followed by lengthy periods of written work. 

The written work consisted of note-making and answering questions from the 

course text-books. The 'core' texts for the course were three Arnold 

publications, 'The Romans in Britain', 'Saxon and Viking Britain' and 

'Normans and Crusaders'. Only 'The Romans in Britain' text was used during 

the period of observation. In conjunction with these textbooks, AB used 

three other books from the 'Evidence' series from Basil Blackwell, 'The 

Romans', 'The Saxons' and 'The Vikings'. Only the first of these books was 

used during the period of observation. These texts were, as the syllabus 

put it, "more ambitious" than the Arnold series and included greater 

variety in the presentation of source materials, including extracts from 

primary documents. Indeed, one of the reasons for the selection of the 
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Blackwell texts was that the presentation of the material was "similar to 

(that) advocated in the Schools Council 13-16 project" (Departmental 

Syllabus). These two series of text books were intended to be 

complementary, with the Arnold series providing the pupils with "the 

'story' or 'framework' for a topic" and the Blackwell texts introducing a 

"more advanced approach using various types of evidence" (Departmental 

Syllabus). On some occasions AB used both texts together as when, for 

example, pupils had to produce a written account of the Roman attack on 

Maiden Castle, and they used the Arnold text to gather the basic facts 

about the attack and then referred to the Blackwell text for extracts from 

eye-witness accounts to gain a fuller understanding of the event. 

AB's Perceptions of the Courses 

One aspect of AB's perception of the philosophy of the Schools Council 

approach is captured in the following interview extract: 

AB: I think the philosophy behind the Schools Council 
course is, to sum it up, the fostering of a more 
thinking approach in History teaching. 

R: On the part of the pupils? 
AB: On the part of the pupils and to some extent on the 

part of staff as well. Its really part of the 
movement away from a content-oriented History 
syllabus towards the skills approach. 
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One of the benefits of this change in emphasis, in AB's view, was that 

pupils "found it interesting, almost all of them found it interesting." 

However, AB was also very critical of the SCP course, and it is this facet 

of his perspective which was most prominent in his interviews, in 

departmental meetings and in staffroom conversations. His critical 

comments on the course fall into two broad categories: his perceptions of 

course content and his perception of the assessment pattern. 

Course Content. The Schools Council emphasis on skills as part of an 

evidence-based approach to history was generally liked by AB. However, he 

had grave misgivings about the quantity of material to be covered on the 

course. In an interview after his first half term of teaching SCP, AB 

I 

I 

' ·I 
I 
I 

said ,1 
the problem is that there is such a lot of 
information to actually learn before you can 
actually get on to the process of interpretation. 

Later in the term this feeling was reiterated during a staffroom 

conversation with the researcher: 

R: So you think it's not that the process of 
interpretation is hard to teach it's just that 
there is so much to learn? 

AB: Yes that's right they've constructed a course which 
is very, very interesting but involves an awful lot 
of work 

(Fieldnotes) 

One explanation for this put forward by AB was that the 

project team had very little, if any, actual 
teaching experience in comprehensive schools a11d 
they didn't really understand the practical 
difficulties of teaching the full age range. 

(Fieldnotes) 
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Later in that same conversation AB said that, for pupils, the course had 

"SO% more work relative to others". This perception of the course, 

supported by comments from pupils as well as from colleagues, appears to 

have been fairly stable. For example towards the end of that academic year 

AB made the following observations during an interview with the researcher: 

The amount of work they have to do is staggering 
because there is no way you can really answer 
questions, those detailed questions on the medicine 
paper or the questions on Elizabethan England 
unless they have done an awful lot of notes. And 
that is really going against what the course is 
meant to be about. 

AB clearly thought, then, that the SCP course involved more work than 

the other courses for both teachers and pupils. As he put it in an 

interview "this is more like a six term course than a five term course". 

'Medicine Through Time', in particular, was cited by AB as the module which 

involved the most in terms of course material. Moreover, 'selecting-out' 

material, that is material not to be covered, was difficult: 

at the end of the day they've got to answer some 
fairly difficult questions on that, now they can't 
answer the essay questions unless we've gone fully 
through those three books. 

(Interview) 

Another aspect of AB's perception of course content which was promiltent 

in our conversations with him related to his views about the course 

resources. One of his criticisms of the course text books was their lack 

of co-ordination: 

I think that there has been criticism of materials 
in the Schools Council project [ ••• ] I think there 
are problems in places where the enthusiasm of the 
people who frame the stuff, who put this stuff 
together, has rather resulted in some of the main 
points being missed. 

(Interview) 
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This criticism was most strongly levelled at two units: 

the Richard III unit [part of the introductory 
'What is History?' course] is a clear example of a 
very badly put together but very interesting series 
of sources and questions and also to some extent 
the Elizabethan England period, the case-study in 
the Schools Council project which could be much 
better put together. 

The Elizabethan England texts had their good parts but, on the whole, AB 

felt that 

it's difficult to follow the lines of thinking of 
the people who put it together. If it's difficult 
for us to follow, the kids are going to find it 
very difficult to follow. It's complicated, it's 

·not easy to follow what they are getting at, if 
they are getting at anything at all. 

(Interview) 

The reason was that text books were "a little bit of a hotch-potch [ .. ,] it 

could be better structured", 

AB believed that as well as lacking a clear structure the course 

materials were also not very well presented. For him the material was 

presented in a "traditional format" which failed to do proper justice to 

the nature of the sources: 

it might have been better if they'd even, with just 
a few of them, photocopied a document [ ••• ] if one 
can get hold of the original manuscript and to 
actually photocopy it on a page might be worth more 
having one something like that than having 10 or 12 
things put together. 

AB believed that this was more important on SCP History than on other 

History courses because of the emphasis on the distinction between primary 

and secondary sources: 

it is very difficult to believe, I think, if you 
are an outsider, and pupils are of course outsiders 
in this, outsiders to the essential world of the 
historian, to believe that these are actually 
written years and years ago because the English has 
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been changed in places. From a purist point of 
view they haven't indicated where they have changed 
the spelling of words in English. 

More than this, though, he questioned whether the evidence-based 

approach was genuinely 'new' to History teaching. On the importance of 

developing in pupils au awareness of bias and the skills needed to 

interpret sources, AB pointed out " ••• good History teachers were doing this 

many years ago. I mean there is nothing new in that at all." Similarly on 

the History Around Us module AB said: 

traditionally local History courses have inevitably 
tended towards the sources and any grammar school 
History teacher worth his salt would introduce 
objects and artefacts. 

(Interview) 

AB was, then, critical of the course content, of the quantity of 

material to be covered and of its style of presentation. The data 

collected from this course came from the two examination-assessed modules, 

both of which require detailed knowledge of the materials presented in the 

text book. AB believed, therefore, that though other teaching materials 

and resources were available (for example, filmstrips, games and teachers' 

handbooks) these were of less importance than close attention to the 

textbook and he did not use them. 

Course Assessment. AB liked the division of marks in the SCP course 

between examination and coursework. There were two written examination 

papers, and AB thought that the nature of the questions on Paper One had 

changed over a number of years: 

The first papers, 1978 or 1977, they tend to have 
questions that are very very straightforward on 
them. Questions that are divided into separate 
parts with an easy part - what was the date of this 
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or what was published on this date, what was the 
name of it? - just factual recall, to more 
analytical questions. Whereas now they are tryi11g, 
I think, to bring in this overall analytical and 
comparative sort of approach that doesn't allow 
perhaps so much of pure recall in response to 
questions. 

(Interview) 

There exists a tension in Paper One, then, between recall of facts and 

historical analysis and AB assessed the balance between the two in the 

following terms: 

I think that underneath it all there is a balance 
in favour of recall in this course. But you'd need 
to argue that against the unseen paper and against 
some of the gobbet questions that they put in. But 
there is a tremendous amount of recall, a 
tremendous amount. 

(Interview) 

On another occasion, when talking about the Medicine through Time Module, 

AB said 

at the end of the day it really is a very thinly 
disguised straight examination course. 

(Interview) 

Or again during a staffroom conversation 

the overall atmosphere about the unit is not that 
different really from what we would be doing anyway 
in a good reasonably taught examination course. 

(Fieldnotes) 

AB also taught on the Social and Economic '0' level course, a course 

which he believed was actually better suited to his form of teaching: 

I'm not entirely sure than my teaching is the sort 
of teaching that best relates necessarily to the 
Schools Council approach, I'm better suited I think 
to the Social and Economic-type course. 

(Interview) 

One reason for this, he explained, was his training as a teacher: 

I think that inevitably ones teaching tends towards 
the sort of training and experience that one has. 
I was trained, if you like, in a grammar school and 
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. 
this is the environment in which I learnt to teach, 
so its very difficult to change your style, whole 
style of teaching. My practice is not necessarily 
a bad practice but it is a more traditionally 
oriented one I would say. 

(Interview) 

And in fact, as part of the Headmaster's 'accountability exercise', AB 

decided to switch examination boards for the most able pupils from the SCP 

course to the Social and Economic '0' level course (therefore offering only 

one '0' level course). He argued that this was a necessary move because 

with the Schools Council course "we are quite simply not producing a 

sufficient number of high grades": 

The school has not done tremendously well in the 
Schools Council Project (,,,) that is one of the 
major factors in our wanting to drop it. If we are 
not able to teach it satisfactorily then perhaps 
it's better to concentrate on courses which we can 
teach. 

(Interview) 

At the same time he believed that the Social and Economic course was one 

which compared well with other Humanities courses: 

It is interesting to see that the shining new 
course in Geography only had the same pass rate as 
the same old Social and Economic course. 

(Departmental meeting) 
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The examination results for SE History, SCP and Geography are as ,J 
follows: I 
Year Course Grades (n) Total Total ·,1 A B c D E Un Pass % Entered (n) 

1976 SE 10 27 25 9 18 16 59% 105 II Geog 4 11 19 14 20 35 33% 103 

1977 SE 10 21 17 23 26 25 39% 122 t· 
Geog 7 20 26 14 21 47 39% 135 "" 

1978 SE 2 8 5 9 9 9 36% 42 I 
SCP 7 7 3 10 26% 27 
Geog 8 22 25 14 18 28 38% 115 I 

1979 SE 4 12 16 10 8 22 44% 72 ' 

SCP 3 4 4 4 3 39% 18 ,J, 
Geog 10 7 4 24 20 62 17% 127 

1981 1 SE 2 10 13 19 19 26 28% 89 
,, 

SCP 10 5 3 3 71% 21 
Geog 8 11 30 17 6 27 49% 99 I 

1982 SE 4 18 7 12 26 22 33% 89 ,j SCP 0 2 6 1 2 3 57% 14 
Geog 4 18 37 4 14 20 61% 97 

1983* SE 1 8 12 13 12 13 36% 59 I 
SCP 1 3 17 11 9 8 43% 49 

1984* SE ....,__9--t t-2o--1 17 20% 46 
.I 

SCP J--21---t l-20--l 5 46% 46 ;I 
1985 SE 6 8 11 5 7 2 64% 39 

SCP 0 9 8 9 11 9 37% 46 II Geog 5 26 23 25 19 21 45% 119 

1 No results available for 1980 
* Results for Geography not known I 

I· 
I 
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The second year course was regarded by AB as an "introduction to being 

an Historian" (interview). He believed that the course should be a 

combination of, what he termed, "interesting historical 'stories' to 

capture and hopefully maintain a positive attitude towards History" and 

''learning something about the 'tools of the trade', different types of 

evidence, interpretation and so on." However, he also regarded the second 

year as an important stage in achieving good examination results in the 

fifth year: 

Summary 

improving exam results starts with the second year 
coming in and looking after their exercise books. 

(Interview) 

AB seems rather weakly committed to SCP. On the one hand, he regards 

it as similar to what good History teachers have always done, and he 

regards the balance within the course as towards recall rather than the 

interpretation of evidence. At the same time, when discussing the Social 

and Economic course, he suggests that his own style of teaching is more 

suited to that course than to SCP because he is more traditional, having 

been trained in the grammar school ethos. AB clearly regards examination 

results as an important criterion in assessing the effectiveness of his 

teaching. 

Results 

Proportion of Pupil Talk: The overall proportion of pupil talk in the 

different courses taught by AB were as follows: 
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Table AB1 Overall Proportion of Public Talk 
Allocated to Pupils in AB's Courses 

Number Amount Overall 
of of Public Proportion 
Lessons Talk (in of Pupil 

minutes) Talk (%) 

2nd Year 16 248 5.5 

4th Year SCP 27 364 2.6 

5th Year SCP 11 131 2.1 

5th Year S & E 9 130 1.5 

Second year history shows the highest score, and the difference between SCP 

and Social and Economic is small by comparison. The mean and median scores 

for the proportion of pupil talk per lesson for AB are displayed in Table 

AB2. 

Table AB2 Mean and Median Proportion of Public 
Talk Allocated to Pupils in AB's Lessons 

Number Mean Standard Median Inter-
of Proportion Deviation Proportion Quartile 
Lessons of Pupil (n) of Pupil Range 

Talk per Talk per 
Lesson Lesso11 

2nd Year 16 5.6 3.19 5.2 5.22 

4th Year SCP 27 2.5 1.99 2.1 3.23 

5th Year SCP 11 1.7 1.78 1.2 2.90 

5th Year SE 9 1.4 0.99 1.5 1.93 

These scores for the proportion of pupil talk per lesson show much the same 

pattern. However, they can be affected by the amount of written work in 
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lessons (which reduces the amount of public talk and hence opportunity for J. 
public pupil talk). We can control for this by calculating pupil talk as a 
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proportion of a standard unit of pupil talk (we have used periods of 1000 

seconds for this purpose). The scores for the mean and median proportions 

of pupil talk per 1000 second are displayed in Table AB3. 

Table AB3 Mean and Median Proportions of Public 
Talk Allocated to Pupils per Thousand 
Seconds of Public Talk on AB's Courses 

Number of Mean Standard Median Inter-
Thousand Proportion Deviation Proportion Quartile 
Second of Pupil ( n) of Pupil Range 
Periods Talk per Talk per 

Thousand Thousand 
Seconds Seconds 

2nd Year 14 5.4 3.09 5.5 6.72 

4th Year SCP 21 2.8 1.47 2.6 2.32 

5th Year SCP 7 1.9 2.14 1.2 3.50 

5th Year SE 7 1.5 1.06 1.6 1.25 

For AB's courses, the pattern for proportion of pupil talk remains much the 

same. In terms of the overall proportion of pupil talk, the mean and 

median per lesson and per 1000 second period, the second year course shows 

the highest score and the fifth year S & E course the lowest score. The 

correlation ratio between these courses is 0.34. The correlation ratio 

between the second year course and the SCP course (fourth and fifth years) 

is 0.26 and that between SCP and S & E is 0.12. 

Number of Pupil Contributions: Table AB4 gives the number of pupil 

contributions per lesson on AB's courses. 



- 104 -

Table AB4 Number of Pupil Contributions Per 
Lesson on AB's Courses 

Total Mean Standard Median Inter-
Number of Number of Deviation Number of quartile 
Cont ri- Contri- ( n) Cont ri- Range 
but ions but ions but ions 

per Lesson per Lesson 

2ttd Year 269 16.8 9.03 17.5 13.50 

4th Year SCP 241 8.9 8.06 9.0 9.00 

5th Year SCP 52 4.7 5.21 3.0 9.00 

5th Year S & E 50 5.5 5.23 4.0 9.50 

The pattern here is similar to that obtained for the proportion of pupil 

talk, and once more the second year course shows the highest score. 

However, the fifth year SCP course now has a lower score than the fifth 

year Social and Economic course. As with the proportion of pupil talk 

these scores can be affected by the amount of written work in lessons. 

Again we can control for this by calculating the number of pupil 

cont ri but ions per 1000 second of public talk and Table AB5 shows these 

scores. 

Table AB5 Number of Pupil Contributions Per Thousand 
Seconds of Pupil Talk on AB' s Courses 

Number Mean Standard Median Inter-
of per Deviation per quartile 
1000 1000 (n) 1000 Range 
Seconds Second Second 

2nd Year 14 18.6 9.26 19.5 17.50 

4th Year SCP 21 11.5 6.28 12.0 17.50 

5th Year SCP 7 6.3 5.79 6.0 10.00 

5th Year s & E 7 6.6 4.56 6.0 10.00 
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Calculating the number of pupil contributions per 1000.second of public 
'' '• ~l._. ' 

talk does not seriously affect the overall pattern of the courses. Second 

year History still shows the highest score, and the difference between 

fourth and fifth year SCP (correlation ratio: 0.12) is slightly greater 

than that between fifth year SCP and fifth year Social and Economics, where 

the correlation ratio is close to 0 (less than 0.01). The correlation 

ratio between second year History and fifth year SCP is 0.33, and is the 

same for second year and fifth year Social and Economic • 

Length of Pupil Contributions: Tables AB6, AB7 and AB8 compare the mean 

and the median length of pupil cont ri but ions on AB' s courses. , 

Table AB6 Overall Mean and Median Length of Pupil 
Contributions on AB' s Courses 

Number Overall Standard Overall Inter-
of Mean Deviation Median Quartile 
Contri- ( n) Range 
but ions 

2nd Year 269 3.0 2.15 2.4 2.10 

4th Year SCP 241 2.4 1.96 1.9 1.49 

5th Year SCP 52 3.2 2.05 2.7 2.84 

5th Year s & E 50 2.4 1.72 1.9 2.08 

Table AB7 Mean and Median Length of Pupil Contributions 
per Lesson on AB's Courses 

Number Mean of Standard Median Inter-
of Lesson Deviation of Quartile 
Lessons Means (n) Medians Range 

2,td Year 16 3.4 1.58 2.5 0.84 

4th Year SCP 27 2.0 1.02 1.9 0. 79 

5th Year SCP 11 1.8 1.45 1.8 2.19 

5th Year s & E 9 2.1 1.42 2.0 2.32 
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Table AB8 Mean and Median Length of Pupil's 
Cot\tributions per Thousand Seconds 
of Public Talk on AB's Courses 

Number of Mean of Standard Median of Inter-
Thousand Thousand Deviation Thousand Quartile 
Second Second ( n) Second Range 
Periods Period Period 

Means Medians 

2nd Year 14 2.8 0.66 2.2 0.67 

4th Year SCP 21 2.4 0.73 2.0 0.58 

5th Year SCP 7 2.1 1.21 1.7 2.00 

5th Year s & E 7 2.1 1.21 1.7 1. 51 

Calculating the length of pupil contributions per 1000 second period 

reduces the difference between courses and also produces some changes in 

the rank ordering. In terms of the overall length fifth year SCP is ranked 

first (table AB6). However, this is not the case with pupil contributions 

per 1000 second period, where the second year course has the highest score. 

The correlation ratio between second year and fifth year S & E is 0.12 and 

the correlation ratio between second year and combined fourth and fifth SCP 

is even smaller, 0.06. The correlation ratio between the SCP course and 

the S & E course is smaller still, 0.01. 

Summary 

These quantitative measures show little difference between the SCP and 
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S & E cour!!es. However, there are modest differences especially as regards 'I 
proportion of pupil talk and number of pupil contributions between these 

courses and second year History. 
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Teacher 2: CD 
;: .'' 

CD was a Head of House who was active in the school community, taking 

part in many of the staff activities in the school'as well as playing a 

full role in extra-curricular activities, for example organising the school 

fete. His Head of House role also involved many pastoral commitments, some 

of which encroached onto his teaching time. Although he is principally a 

History teacher, CD also teaches no11-examination classes in English and 

Geography as well as teaching some games. This was no timetabling 

'accident', CD welcomed the opportunity to teach other subjects. During 

one staffroom conversation he commented 

I always insist on teaching some other subjects 
[ ••• ) it keeps my hand in and I don't get stuck in 
a rut of teaching the same things year in and year 
out. 

(Fieldnotes) 

We collected data on CD's teaching on two courses, fifth year Schools 

Council Project and fourth year Social and Economic CSE (Mode Three). 

The Courses and Classes Observed 

Schools Council Project '0' level: We observed a large number of CD's 

lessons on the SCP course (34 in total), but in the quantitative analyses 

data from only 12 lessons are included. In CD's Schools Council class 

there were 21 pupils, 16 boys and 5 girls. As with AB's fourth year set 

there were very few disciplinary problems with the pupils. The pupils 

completed the course in summer 1984. 
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CD began teaching the fifth year course with 'Elizabethan England', a 

topic which had been started towards the end of the pupils' fourth year. 

For the most part CD used a lecturing style, writing very brief notes on 

the board. Of the total time available in the 12 lessons analysed in this 

report (i.e. 480 minutes), approximately 63% (304 minutes) was allocated to 

public talk and the remaining time was spent on written work, routine 

administration and entering and leaving the classroom. Important or key 

phrases were often repeated or CD would simply say "I want you to make a 

note of this" or "Jot this down, please". 

Two assignments ('course work') were given on Elizabethan England. The 

first was a series of questio1~ written by CD which drew on different 

sources in the text book. The questions were composed to meet the Schools 

Council's requirements and had to be submitted for the Board's approval. 

Once he had given the questions to the pupils, CD spent some three lessons 

going over them, indicating precisely what he thought was needed for a good 

answer to each question. He also emphasised that pupils could submit 

answers as they finished them, to have them marked and returned so that the 

answer could be improved before finally submitting the work. Most pupils 

made use of this facility but at least four boys did not and had to be 

chased up by CD to hand their work in early. 

The second assignment, to write a biography of an Elizabethan 

character, was given very little class time. CD used one lesson to 

introduce the work, lecturing on what had to be done, how and in what 

style. He provided various resources and promised as much help as 

possible, then told pupils that they had to do the work at home by 

Christmas. Very little further was said about this assignment in lessons. 
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Although CD predominantly used 'chalk and talk', he is the only History 

teacher we observed at First School who also used fJlms and slides. When 

teaching on Elizabethan England, for example, he showed slides of 

Elizabethan buildings, costumes and people, and whilst showing the slides 

he made reference to work covered in lessons, and pupils took notes. 

Fourth Year CSE (Mode Three) Social and Economic: The data on this course 

were collected from nine lessons. There were 29 pupils in the group, 17 

boys and 12 girls. There were no serious disc.ipline problems. On those 

occasions when CD was either late for the lesson or had to leave the room 

having started the lesson (because of his Head of House duties), most 

pupils would stop work and chat, but they did so in an 'orderly' manner. 

The CSE lessons had much less public talk than the SCP lessons. Of the 

nine lessons we observed (total time 360 minutes) only 24% (86 minutes) was 

allocated to public talk. Much lesson time was taken up with written work. 

This was the first year of the Mode Three CSE, the writing of which had 

been largely CD's responsibility. Although much of the course content is 

quite similar to the previous Mode One syllabus, a major change was the 

introduction of a local History component to be examined by course work. 

The examination paper accounted for 70%, and the course work 30%, of the 

final assessment. When observation of the course began, CD was covering 

the lt1dustrial Revolution, going through the various industries which were 

important: coal mining, iron a1~ cotton. In this respect the CSE group 

mirrored the work covered by the Fourth and Fifth year Social and Economic 

groups. However, CD used a number of resources with each section not used 

by the other teachers, especially filmstrips and slides. He set essays for 

homework. The pupils finished the course in summer 1985. 
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CO's Perception of the Courses 

The Schools Council History course was introduced in First School in 

1976 by the then head of department, who left First School in 1977. CD 

then took over responsibility for teaching the course and has taught it 

each year since 1977. His view of the course is quite different to that of 

AB. 

When CD first began teaching on the course he had little idea of the 

philosophy or practical implications of the course. Faced with this rather 

daunting prospect, CD went on a number of in-service courses to discover 

more about SCP and his initial thoughts were of the extra work involved. 

I thought 'this is going to be very difficult' and 
it did involve me in a lot of re-thinking of the 
way in which I'd been teaching. 

(Interview) 

However, once immersed in the course, he found that he liked the new 

approach to History teaching. In our first interview with him he described 

the SCP approach as being "more analytical, so that the kids have to 

think". And he believed that it could be applied to all ability ranges: 

The brighter kids, but even lower down the ability 
range they're being asked to analyse, to think why 
this happened, what was the role of this particular 
individual, looking at primary and secondary 
sources and thinking about the two. 

(Interview) 

When we interviewed CD again later in the school year, he reiterated this 

perception of the SCP philosophy: 

I would say it aims to, it attempts to teach the 
children how to start being Historians, rather than 
simply to regurgitate a set of facts in sort of 
chronological order, which is what the traditional 
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'0' level and the traditional History teaching has 
always been in the past. So it attempt~'' to teach 
the children the rudiments of how to approach the 
solving of problems in History. Interpreting 
evidence, using evidence, analysing ~vidence. 

And later in the same interview, 

its very much based on the skills approach rather 
than the factual approach. Although there is a 
very solid factual content, I would say that they 
are testing really much more the skill which the 
pupils have acquired. 

However, like AB, CD had some reservations about the quantity of material 

to be covered, especially on the Medicine section of the course: 

it would be nice really to have a bit more time to 
say 'Right, well we've gone through from the year 
dot to the present time, lets go back over it and 
make it more structured in a way'. And you do that 
but you have never got quite enough time, because 
you think well once they have covered that its up 
to them to be able to draw on their knowledge, 
their understanding of it. So you do it, you are 
doing it in terms of the exam, in preparation for 
the exam. 

(Interview) 

However, although the course content made pressing demands in terms of 

time, nevertheless CD thought that the contents of the different modules 

allowed for teaching which was significantly different to that on other '0' 

level History courses: 

I've taught on the Social and Economic course and 
I've also taught on the 20th Century course and I 
would say that the Schools Council is infinitely 
more demanding on the teacher [ ••• ] I think you can 
get away with not doing very much on the Social and 
Economic course [ ••• ] You cannot get away with not 
doing very much on the Schools Council course. 

(Interview) 

CD developed this line of thought a little later in the interview: 

I can imagine some teachers teaching a course, the 
Economic and Social course, incredibly 
monotonously, doing the same thing every lesson, 
lesson after lesson after lesson. I did this, that 
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was the course I did at '0' level and it was just 
simply a question of me going along to the lesson, 
the teacher sat down, virtually dictating, or going 
through his notes, you writing as much as you could 
down in rough and then he'd say right, your 
homework tonight is to do this essay. And you'd go 
away and do the essay, hand it in, he'd mark it, 
give it back to you and then carry on doing the 
same thing. And that happened day in, day out for 
two years. 

(Interview) 

This extract is worth citing at length because it illustrates in a very 

graphic way the manner in which CD perceives the characteristics of 

teaching on traditional History courses. CD regarded the Schools Council 

course as being very different to this and there seems little doubt that he 

was in favour of the Schools Council approach. It was a course which, in 

his view, would shift the balance of emphasis in History teaching away from 

recall and memory work towards a more skill-based, analytical approach. 

Indeed, this approach to History teaching was also influential on the 

design of the CSE Social and Economic course. CD had been largely 

responsible for writing the course, a key feature of which was that it 

should contain a local History component: 

When I was devising the course I wanted some local 
History work because I think it is essential that 
they all have some idea of the History around them 
••• the Schools Council course is very good on this 
and I wanted to give the CSE pupils some experience 
of it as well. 

(Interview) 

His approach to teaching this course was much the same as with the Schools 

Counci 1 course. 

In summary, then CD seems strongly committed to the evidence-based 

approach to History which he sees as characteristic of SCP. Moreover, this 

approach underpins his design of and teaching on the CSE Social and 

Economic History Mode Three course. 
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Results 

Proportion of Pupil Talk: The overall proportions of pupil talk in CD's 

courses are given in Table CD1: 

Table CD1 Overall Proportion of Public Talk 
Allocated to Pupils in CD's Lessons 

Number Amount Overall 
of of Public Proportion 
Lessons Talk of Pupil 

(Minutes) Talk (%) 

4th Year CSE 9 86 3.84 

5th Year SCP 12 304 2.50 

The fourth Year CSE course has a slightly higher overall proportion of 

pupil talk than the SCP course. The scores for proportion of pupil talk 

per lesson are displayed in Table CD2. 

Table CD2 Mean and Median Proportions of Public Tlk 
Allocated to Pupils in CD's Lessons 

Number Mean Standard Median Inter-
of Proportion Deviation Proportion Quartile 
Lessons of Pupil ( n) of Pupil Range 

Talk per Talk per 
Lesson (%) Lesson 

4th Year CSE 9 2.6 2.37 2.0 3.61 

5th Year SCP 12 2.5 1.42 2.4 2.81 

However, these scores may be affected by written work and therefore the 

mean and median proportions of pupil talk per 1000 seconds of public talk 

are shown in Table CD3. 
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Table CD3 Mean and Median Proportions of Public Talk 
Allocated to Pupils per Thousand Seconds 
of Public Talk on CD's Courses 

Number Mean Standard Median Inter-
of Proportion Deviation Proportion Quartile 
Thousand of Pupil ( n) of Pupil Range 
Seconds Talk per Talk per 

Thousand Thousand 
Seconds Seconds 

4th Year CSE 5 4.0 1.57 3.6 3.38 

5th Year SCP 18 2.5 1. 74 2.7 2.45 

In each case the mean and median scores for proportion of pupil talk are 

higher on the fourth year course than on the fifth year course. The 

correlation ratio here, however, is small, 0.11. 

Number of Pupil Contributions: The overall number of pupil contributions 

of CD's courses per lesson are displayed in Table CD4. 

Table CD4 

4th Year CSE 

5th Year SCP 

Number of Pupil Contributions 
per Lesson on CD's Courses 

Total Mean Standard 
Number of Number of Deviation 
Contri- Contri- (n) 
but ions but ions 

per Lesson 

100 11. 1 16.95 

212 17.7 8.83 

Median 
Number of 
Contri
butions 
per Lesson 

s.o 

20.0 

Inter
quartile 
Range 

15.00 

13.50 

The pattern here is the reverse of that exhibited in Table CD1. In terms 

of the number of pupil contributions, SCP scores much higher than the CSE 

course. However, these figures can be seriously affected by fluctuations 

in the amount of written work. Table CDS displays the number of pupil 

contributions on CD' s courses when we control for written work. 
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Number of Pupil Contributions per Thousand 
Seconds of Public Talk on CD' s Cour~es 

Number Mean Standard Median 
of per Deviation per 
1000 1000 (n) 1000 
Second Second Second 
Periods 

5 20.2 9.24 16.0 

18 11.7 6.55 14.0 

Inter-
quartile 
Range 

19.00 

11.00 

Here the pattern reverts to its original order: the fourth year course has 

a higher mean and median number of pupil contributions per 1000 second 

period than the fifth year course. However, the correlation ratio between 

the courses is once again low, 0.19. 

Length of Pupil Contributions: The mean and median lengths (in seconds) of 

pupil contributions on CD's courses are displayed in Tables CD6, CD7 and 

CD8. 

Table CD6 Overall Mean and Median Length of Pupil 
Contributions on CD's Courses 

Number of Overall Standard Overall Inter-
Contri- Mean Deviation Median Quartile 
but ions (n) Range 

4th Year CSE 100 2.0 1.24 1.4 1.18 

5th Year SCP 212 2.2 0.60 1.6 1.38 
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Table CD7 Mean and Median Length of Pupil Cont ri but ions 
per Lesson on CD's Courses 

Number Mean of Standard Median Inter-
of Lesson Deviation of Quartile 
Lessons Means ( n) Medians Range 

4th Year CSE 9 1.5 1.66 1.4 1.88 

5th Year SCP 12 2.1 1.65 1.6 0.32 

Table CDS Mean and Median Length of Pupils' 
Contributions per Thousand Seconds 
of Public Talk on CD's Courses 

Number of Mean of Standard Median of Inter-
Thousand Thousand Deviation Thousand Quartile 
Second Second ( n) Second Range 
Periods Period Period 

Means Means 

4th Year CSE 5 2.1 0.40 1.4 0.60 

5th Year SCP 18 2.0 0.54 1.6 0.48 

The SCP course displays a higher score in terms of overall length and 

length of contribution per lesson but the CSE course scores highest in 

terms of median length of contribution per 1000 second period. However i11 

each case differences are small and the correlation ratio between the 

courses is very low, 0,01. 

Summary 

At first glance there appears to be a complex pattern between these 

courses. Fourth Year CSE has the highest score for overall proportion of 

pupil talk, and number of pupil contributions but the SCP has the highest 

average length of pupil contributions. One reason for this is that there 

is large internal variation 011 the CSE course whereby over 50% of the 

overall amount of pupil talk for the course is derived from one lesson. 

Moreover, in all cases the differences between the courses are small. 
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Teacher Three EF 

EF was a History teacher who taught principally on the Social and 

Economic course. Apart from his History teaching, however, he was also 

responsible for administering and marking the NFER tests given to pupils 

entering the school each year. 

The Courses and Classes Observed 

Social and Economic '0' Level: We observed a total of eight lessons on 

this course, though for the purposes of comparison with EF's third year 

course we have analysed only six of these. There were 32 pupils in the 

group, 21 boys and 11 girls. 

During the period of observation, EF covered the Industrial Revolution, 

dealing with the topics of coal, iron and steel and steam. The course 

content was outlined in a series of handouts which were consecutive 

chapters from a text book. (EF said that he would prefer to give each 

pupil a text book but this was not possible because of limited resources.) 

Each chapter had three pages: one and a half sides of narrative, and one 

and a half pages of questions - three blocks of 20. Pupils read through 

the text and answered the questions by themselves. On finishing a chapter 

they would collect another from EF and repeat the process. EF collected in 

their files weekly to mark their work. However, there were notable 

exceptions to this pattern. For example, when EF introduced a topic (which 

may not have been at the same time as pupils were starting the chapter) he 
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would spend a lesson or two going through the main points of the topic, 

which could involve a high level of public talk, Of the six lessons (total 

time available, 240 minutes) from which data are presented below, 34% of 

the time (81 minutes) was allocated to public talk. 

Pupils appeared to cover the topics at very different speeds. By the 

end of the period of observation some had finished four chapters whilst one 

or two had not even completed the first chapter. Occasionally EF would 

begin a lesson by reading out the number of marks he had for each pupil. 

Such a procedure always caused a stir of laughter when those with very few 

or no marks were named. Essays were also set on each topic to be written 

for homework. The pupils sat the examination in Summer 1985. 

Third Year History: The data on this course were collected from six 

lessons of a lower ability set. The group had 30 pupils, 13 boys and 17 

girls. Of the six lessons (240 minutes) there happened to be exactly the 

same amount of public talk (81 minutes, 34% of the time) as on the Social 

and Economic 'O' level course. 

The third year syllabus was a study of "important topics in Twentieth 

Century world history" (Departmental syllabus) which were: 

Term One: The Great War 1914 - 1918 

Term Two: Europe 1919 - 1939 
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Term Three: Any two from the following: 
' .·~ i' r '' ~ 

i the Russian Revolution 

ii China 

iii the Cold War. 

It was also intended that the course would be assesed by a common 

examination at the end of the year. However, there was dissensus in the 

Department concerning the relative weighting in the exam to be given to the 

parts of the course. EF greatly favoured the first two components of the 

course: 

They [the pupils] are always interested in the 
wars, the development of planes and so on, ••• 
they've got to know the details for their exam so 
its important to do it thoroughly. 

(Fieldnotes) 

Though other teachers in the Department thought that less emphasis should 

be placed on war, the examination was heavily biased towards that aspect of 

the course. The examination was in two parts: Part A, which was 

compulsory for all pupils, involved a series of stimulus-response questions 

on the first two terms work. Of the 20 questions (and 80 marks) included 

in Part A, 14 (63 marks) were related to the First World War, one (4 marks) 

was about the Depression in the inter war years, and five questions (13 

marks) were about Adolf Hitler, Part B consisted of ten essay questions, 

of which pupils were required to do any two, Of these ten questions, seven 

focussed on war (one question actually referred to World War Two although 

this had not been covered in the syllabus) and there was one question each 

on China, the Cold War and the Russian Revolution, 
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One reason for this emphasis in the examination was probably that not 

all teachers had covered the syllabus. Indeed EF only covered the first 

two topics. This was because the pupils were finding the work hard and 

taking a long time to finish the questions set in lessons. Therefore, in 

an attempt to cover the material more quickly, he changed his demands on 

them: 

it suddenly dawned on me that they weren't coping 
with the work, they were only three, four, five, 
sometimes six marks out of ten. So I thought that 
perhaps the questions I'd been setting were too 
hard, so what I did on Wednesday was to say to them 
'Look, I know you've had problems with this work 
but that was because the questions were too hard, 
you couldn't do them. It wasn't your fault, they 
were just too hard. So what we're going to do now 
is we're going on to a new book and I want you to 
copy out the writing and draw the pictures. I'll 
mark the writing for neatness and accuracy and I' 11 
do the same for the drawings. Then if you want to, 
and only if you want to, you can do the questions, 
you can just go on to them by yourself if you think 
you can do them, or if you think you want to talk 
about them then come to see me, that's what I'm 
here for and we'll go though them one at a time'. 
So that's what I said to them, and you wouldn't 
recognise them now, they've been working really 
hard ••• That's all they can cope with you see, I was 
asking them to do work which was too hard, they 
didn't understand it. This work they can do and so 
they're no trouble. Take Marcus for example, I've 
had more work out of him in the last two hours than 
in the rest of the year put together: because it's 
voluntary, because they don't have to do the 
questions they all want to do them without 
exception. I can't get over it, it's amazing. As 
I've said, I've had more work out of them than I 
have ever had before. 

(Fieldnotes) 

Later in the year we asked EF how this new system was working: 

R: When I came into your lesson at the end of last 
term you had just started your new regime, how is 
that going? 

EF: Oh we're well into that now, well have a look. 
Here are the books of those two naughty girls and 
that naughty boy. 

(Fieldnotes) 
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Looking through the books each of'0t-hem had dramatic t:·i1c'teases in their 

marks from one to three out of ten to nine or ten out of ten. Rather than 

:.,'~: 

a few lines under each heading, there were several pages and a diagram -

coupled with a comment like 'Very Good' or 'Excellent'. 

R: So they see the increased marks as positive 
reinforcement? 

EF: Yes, that's the idea, with everyone of those good 
marks goes a commendation slip. 

(Fieldnotes) 

EF's Perception of the Courses 

EF taught on all History courses with the exception of Schools Council 

History, on which he had never worked. He could be characterised as a 

'traditionalist' in his approach to History and teaching. At Department 

meetings, for example, this 'traditionalism' was perhaps illustrated in his 

insistence that: 

the kids these days are lacking basic English 
skills, reading and writing, without them you've no 
hope of passing the exam. 

(Fieldnotes) 

Related to EF's stress on 'traditional values', was his belief that 

pupils should include lots of historical details in their work. He 

justified this to pupils by stating that "this is what examiners want". 

During one conversation, this concern with historical details was clearly 

illustrated. We were talking about the first essay that his fourth year 

group had written and he was asked how he marked them: 

R: Do you give a tick and a mark for each of the 
points in the essay, so that if someone had the 
twenty bits of detail you wanted they would get 
twenty marks? 

EF: Yes, that's right ••• on the CSE marking, if they get 
twenty ticks they'll give them twenty marks. Well 
in my book, that's not right because they might 
have needed 60 bits of detail to answer the 
questions properly, so I would only give them six 
or seven marks. 
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R: What if someone had all sixty bits of detail. 
EF: Oh, I would give them top marks. 
R: What if, then, someone put, say 360 bits of detail 

in their essay, their essay was full of details, 
including your sixty bits, how would you mark that? 

EF: I'd have to give them top marks. I might even give 
them extra for the detail. I would probably be 
sympathetic if their other answers weren't quite as 
long because if they do one really excellent essay 
then the others are likely to suffer. 

(Fieldnotes) 

This 'traditionalism' and a concern with 'details' were key features of 

EF's orientation towards teaching History on both the Social and Economic 

and the third year courses. 

Results 

Proportion of Pupil Talk: The overall proportions of pupil talk in EF's 

lessons were as follows: 

Table EF1 

3rd Year History 

4th Year s & E 
'O' level 

Proportion of Public Talk Allocated 
to Pupils in EF's Lessons 

Number Amount 
of of Public 
Lessons Talk 

(Minutes) 

6 81 

6 81 

Overall 
Proportion 
of Pupil 
Talk (%) 

10.5 

6.9 

The third year course has the higher overall score for the proportion of 

pupil talk. The scores for proportion of pupil talk per lesson and per 

1000 second period are displayed in Tables EF2 and EF3. 
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Table EF2 Mean and Median, :froportions of Public 
Talk Allocated ·~~'Pupils in EF's Lessons 

Number Mean Standard Median Inter-
of Proportion Deviation ,.Proportion Quartile 
Lessons of Pupil ( n) of Pupil Range 

Talk per Talk per 
Lesson Lesson 

3rd Year History 6 7.6 7.74 4.6 18. 11 

4th Year S & E 6 4.2 4.38 1.7 2.99 

Table EF3 Mean and Median Proportion of Public 
Talk Allocated to Pupils per Thousand 
Seconds of Public Talk on EF's Courses 

Number Mean Standard Median Inter-
of Proportion Deviation Proportion Quartile 
Thousand of Pupil ( n) of Pupil Range 
Second Talk per Talk per 

Thousand Thousand 
Seconds Seconds 

3rd Year History 4 8.2 5.42 9.1 5.10 

4th Year S & E 4 . 8.3 2.55 8.7 4.85 

Though the third year course again has the higher score per lesson, this is 

not the case when we control for the influence of written work (Table EF3). 

In this case the fourth year course has a marginally higher mean score 

(though not a higher median score). The correlation ratio between these 

courses is close to 0 (less than 0.01). 

Number of Pupil Contributions: The number of pupil contributions per 

lesson on EF's courses are given in Table EF4. 
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Table EF4 Number of Pupil Contributions 
Lesson on EF's Courses 

Number Mean Standard 
of Number of Deviation 
Contri- Contri- (n) 
but ions but ions 

per Lesson 

3rd Year History 162 27.0 31.36 

4th Year S & E 128 21.3 35.26 

per 

Median 
Number of 
Contri-
but ions 
per Lesson 

20.5 

2.5 

Inter
quartile 
Range 

60.50 

60.00 

I 

I 
I 
I 
I 

The pattern here is similar to that displayed in Table EF1. The third year 11 
course shows the highest number of contributions. However, both courses 

have a great deal of internal variation between lessons (as reflected in 

the standard deviations). To control for the possible influence of written 

work, once again we calculate the number of contributions per 1000 seconds 

of public talk. 

Table EF5 

3rd Year History 

4th Year S & E 

Number of Pupil Cont ri but ions per Thousand 
Seco1~s of Public Talk on EF's Courses 

Number Mean Standard Median 
of per Deviation per 
1000 1000 ( n) 1000 
second second second 
periods 

4 29.5 21.74 25.0 

4 31.5 11.28 30.5 

Inter-
quartile 
Range 

37.00 

21.00 

Once again when we control for the influence of written work, the pattern 

changes, and the fourth year course now shows a slightly higher score than 

the third year course. The correlation ratio between these courses is 

again close to 0 (less than 0.01). 
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Length of Pupil Contributions: Tables EF6, EF7 and J;:f? compare the length 
,, '<-1 • 

of pupil contributions on EF's courses 

Table EF6 Overall Mean and Median Length of Pupil 
Contributions on EF's Courses 

Number Overall Standard Overall Inter-
of Mean Deviation Median Quartile 
Contri- (n) Range 
but ions 

3rd Year History 162 3.2 1.51 2.4 2.88 

4th Year S & E 128 2.6 1.82 2.2 1.83 

Table EF7 Mean and Median Length of Pupil Contributions 
per Lesson on EF's Courses 

Number Mean of Standard Median of Inter-
of Lesson Deviation Lesson Quartile 
Lessons Means ( n) Medians Range 

3rd Year History 6 2.0 2.30 2.2 2.82 

4th Year S & E 6 2.2 1. 80 1.6 1.53 

Table EF8 Mean and Median Length of Pupils' 
Contributions per Thousand Seconds 
of Public Talk on EF 's Courses 

Number Mean of Standard Median of Inter-
of Thousand Deviation Thousand Quartile 
Thousand Second ( n) Second Range 
Second Period Period 
Periods Means Medians 

3rd Year History 4 2.7 0.70 2.2 1.14 

4th Year S & E 4 2.7 0.72 2.0 0.98 

The third year course shows the higher scores in terms of overall length, 

the median length per lesson and per thousand seconds of public talk, but 

the fourth year course has a higher score for mean length of contribution 

per lesson. However the differences in each case are small, and the 

correlation ratio is close to 0 (less than 0.01). 
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Summary 

The pattern between EF's courses is a complex one. The third year 

History course shows higher scores on most but not all of the measures. 

However, the correlation ratios in each case are weak. It should also be 

noted that the sample of public talk for each course is small. 

Teacher Four: G8 

GH had been at the school since January 1980, when he was appointed as 

Deputy Headmaster. Because of staffing shortages GH taught a number of 

subjects in the school including fourth year CSE Social and Economic Mode 

Three and third year History. We observed his teaching on both these 

courses and the next section provides some background information about 

these classes. 

Courses and Classes Observed 

Fourth Year CSE Social and Economic: GH shared the teaching of this group 

with CD. We collected data from only 3 of GH's lessons with this group. 

(Total amount of time : 120 minutes.) During these lessons approximately 

58% (70 minutes) of the total time available was allocated to public talk. 

When observation began, GH was covering the first part of the Industrial 

Revolution, looking at factors which made industrial change possible. He 

then focussed on coal mining, its history and development in the 19th 

Century. The pupils in this class finished the course in summer 1985. 
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Third Year History: GH taught a top ability third year History group for 

all of their lessons each week. The third year syllabus has already been 

outlined (see page 118). However, unlike EF, who spent all of the year 

teaching the first two components, GH very quickly moved through the first 

two sections and on to the 'optional' work. When data collection began at 

the start of the second term he had already started on the topic of the 

Cold War, 

We collected data from six of GH's third year lessons, of which three 

are used to provide the data base for comparison with his fourth year 

teaching. Of the total time available in these three lessons (120 minutes) 

approximately 58% (70 minutes) was allocated to public talk. 

Perceptions of the Courses 

GH taught fourth year CSE for only one lesson each week, because he 

'shared' the group with another teacher. Consequently, he had minimal 

contact with them. He had a favourable attitude towards the course, 

regarding it as 

a great improvement on the old Mode One,,.[CD] has 
done an excellent job on re-writing the syllabus. 

(Interview) 

And like CD, he was in favour of the local history work: 

One of the attractions of this course, I think, is 
that we do study the local environment, it's not 
all book work, thats good. 

(Interview) 

GH also enjoyed teaching the third year course: 
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They are the most able pupils I teach, I can send 
them off with their books to read, make notes, 
revise for a test fully confident that they will be 
able to handle the vocabulary and ideas in these 
text books ••• they work very well. 

(Interview) 

However, he thought that his status as a senior teacher in the school may 

have had a 'subduing' effect on the pupils: 

I regret not having taken them in the second year 
and got to know them. In the second year they 
don't really know who I am, they don't recognise me 
in the hierarchy in the school which they have in 
the third year and I think that's intimidated them. 
If I'd had them from the second year I think we 
could have got on much better, 

(Field notes) 

He went on in the same interview to say that his third year class were: 

Full of inhibition, they just don't want to read or 
contribute very much in the class. 

He believed that his teaching style had to vary between his different 

teaching groups because of variations in pupil ability: 

I think there are two main changes. First is the 
range of vocabulary that one uses in the class and 
secondly the sheer volume of work that one gets 
done. 

(Interview) 

He was also very aware when teaching fourth and fifth year classes of the 

examination: 

Summary 

Preparing for an exam one has to gear one's 
teaching a little bit to enable them to get a good 
grade in an '0' level exam. 

(Interview) 

GH enjoyed teaching on the CSE course though he was clearly aware of 

the effects of assessment on his teaching. He regarded his third year 

class as quick to learn, though somewhat inhibited. 
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Results 

Proportion of Pupil Talk: The overall proportions of pupil talk for GH's 

courses are displayed in Table GH1. 

Table GH1 Overall Proportion of Public Talk 
Allocated to Pupils in GH's Courses 

Number Amount Overall 
of of Public Proportion 
Lessons Talk of Pupil 

(Minutes) Talk (%) 

3rd Year History 3 59 14.0 

4th Year CSE 3 69 2.40 

These results show a very definite pattern: the third year History exhibits 

a much higher overall proportion of pupil talk than the fourth year CSE 

course. Tables GH2 and GH3 examine the proportion of pupil talk in terms 

of lessons and 1000 second periods. 

Table GH2 Mean and Median Proportions of Public 
Talk Allocated to Pupils in GH's Lessons 

Number Mean Standard Median Inter-
of Proportion Deviation Proportion Quartile 
Lessons of Pupil ( n) of Pupil Range 

Talk per Talk per 
Lesson Lesson 

3rd Year History 3 13.0 7.48 4.4 1.43 

4th Year CSE 3 2.6 1.25 1.9 1.04 
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Table GH3 Mean and Median Proportions of Public 
Talk Allocated to Pupils per Thousand 
Seconds of Public Talk on GH's Courses 

Number of Mean Standard Median Inter-
Thousand Proportion Deviation Proportion Quartile 
Second of Pupil (n) of Pupil Range 
Periods Talk per Talk per 

Thousand Thousand 
Seconds Seconds 

3rd Year History 3 16.2 4.78 16.7 15.92 

4th Year CSE 4 2.5 1.51 3.0 0.59 

In each case there is a clear difference between the third year and the 

fourth year courses. The correlation ratio is high, 0,81. 

Number of Pupil Contributions: The numbers of pupil contributions on GH's 

courses are shown in Table GH4. 

Table GH4 Number of Pupil Contributions per 
Lesson on GH's Courses 

Number Mean Standard Median Inter-
of Number of Deviation Number of quartile 
Contri- Contri- ( n) Contri- Range 
but ions but ions but ions 

per Lesson 

3rd Year History 115 38.3 23.17 33.0 56.00 

4th Year CSE 40 16.3 8.05 21.0 18.00 

Again the third year course displays the highest score. Controlling for 

the influence of written work on this score by examining the number of 

pupil contributions per 1000 second of public talk produces little 

modification: 
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3rd Year History 

4th Year CSE 
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Number of Pupil Contributions per Thousand 
Seconds of Publ'i'rTalk on GH' s Cour8;~~ 

Number Mean Sta11dard Median 
of per Deviation _.,per 
1000 1000 ( n) 1000 
seconds second second 

3 38.0 8.60 28.0 

4 12.2 7.76 18.0 

Inter-
quartile 
Range 

21.00 

12.50 

The third year course again shows a higher number of pupil contributions 

than the fourth year CSE course. The correlation ratio here is 0.71. 

Length of Pupil Contribution: The length of pupil contributions in terms 

of the mean and the median scores for both courses, is displayed io Tables 

GH6, GH7 and GH8. 

Table GH6 Overall Mean and Median Length of Pupil 
Contributions on GH's Courses 

Number Overall Standard Overall Inter-
of Mean Deviation Median Quartile 
Contri- (n) Range 
but ions 

3rd Year History 115 4.3 4.20 2.9 3.96 

4th Year CSE 49 2.0 1.21 1.8 1.68 

Table GH7 Mean and Median Length of Pupil Contributions 
per Lesson on GH's Courses 

Number Mean of Standard Median Inter-
of Lesson Deviation of Quartile 
Lessons Means ( n) Medians Range 

3rd Year History 3 4.0 0.66 2.7 0.46 

4th Year CSE 3 2.3 0.49 1.8 0.88 



- 132 - I 
I 

Table GH8 Mean and Median Length of Pupils' 
Contributions per Thousand Seconds I 
of Public Talk on GH's Courses 

Number of Mean of Standard Median of Inter-
Thousand Thousand Deviation Thousand Quartile 

I 
Second Second ( n) Second Range 
Periods Period Period 

Means Medians I 
3rd Year History 3 4.3 1.12 2.9 1.72 

4th Year CSE 4 1. 6 0.93 1.7 0.99 
I 

Once again there is a clear difference between these two courses with the 

third year course showing the highest average length of pupil contribution. I 
The correlation ratio here is 0.64, 

I 
Summary 

I 
There appears to be a clear pattern on GH's courses: the third year 

course shows the highest proportion of pupil talk and the highest average 

number and length of pupil contributions. The correlation ratios in each 

case were relatively high. However, as with EF, we must be cautious in 

interpreting the data, since it is derived from only three lessons per 

course, and variation in scores between lessons is typically high (see 

Appendix B). 
I 
I 

Teacher 5: IJ 

I 
IJ joined the school in 1981 when he took up his present appointment as 

I head of Religious Studies. Since his arrival IJ has written new syllabi 

for the second and third year courses, which were introduced in September I 
1982, and has adopted new examination courses at both 'A' and '0' levels, 

I 
I 
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I 
I When IJ arrived at the school the 'A' level course was Religious Studies 

"~ K\ 'i iJ? .. "·' 

(Oxford Board) which focussed on Old and New Testament Studies. This was 

I changed in September 1982 to Religious Studies (AE~), where pupils study 

I 
Philosophy and Biblical Studies. The new '0' level course was introduced 

in September 1984 and was a change from an examinatiott course which 

I concentrated on Christianity and on Christian moral teaching (Oxford Board) 

to one in which pupils studied the life and teaching of Jesus and one major 

I world religion (London Board). 

I Courses and Classes Taught 

I 
We observed IJ teaching on five different courses: second and third 

I year Religious Studies; fourth year London Board '0' level/SREB CSE 

Religious Studies; lower sixth Religious Studies (Philosophy and Biblical 

I Studies, AEB) and fourth year Personal Relations (non-examination). The 

I 
data were collected in two separate periods of fieldwork: first, from 

September to November 1984 when fourth RE, lower sixth and PR courses were 

I observed and second, from March to April 1985, when data from second and 

third year RE, as well as fourth RE, lower sixth RE and fourth PR were 

I collected. 

I Second Year Religious Studies: When observation began, pupils were 

I finishing work on the topic 'Holy Books' before commencing a new topic on 

'Story in Religion'. This involved the pupils writing their own accounts 

I of the creation of the world before turning to stories from various 

'I religions which also explained how the world began. Something like 40% 

(315 minutes) of the total time allocated to second year lessons during the 

I 
I 
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observation period (i.e. 840 minutes) was allocated to public talk, and the 

rest was composed of written work, administration and time 'lost' at the 

beginning and end of each lesson. 

The data on this course were collected from three different second year 

classes during the same data collection period (March-April 1985). The 

sizes of the three groups (and the gender balance) were as follows: 

2X 35 (19 girls, 16 boys) 

2Y 31 (18 girls, 13 boys) 

2Z 31 (13 girls, 18 boys) 

This meant that the same part of the course was observed with each class, 

in effect we observed the same lesson topics taught to three different 

groups. Of the 21 second year lessons observed, nine were of 2X, six were 

of 2Y and six were of 2Z. We were particularly interested in 2X because 

this was the same group to which AB taught History. 

The three groups differed in a number of ways. Two of the groups were 

top ability sets and the other was a middle ability group. Perhaps as a 

reflection of this difference, and of the differences between the pupils 

themselves, IJ preferred teaching 2X to the two other groups. During an 

interview at the end of the fieldwork period, he said: 

2X are a smashing group ••• I would say they are my 
favourite group really, that's not to say I dislike 
teaching the other groups but just that I prefer, I 
enjoy teaching 2Y. 
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Third Year Religious Studies: As with the second year. course, data were 
.t--· ... {.(\...'•• 

collected on three classes during the period March-April 1985. The sizes 

and balance of the three groups were as follows: 

3A 29 (17 girls, 12 boys) 

3B 30 (14 girls, 16 boys) 

3C 28 (15 girls, 13 boys) 

Of the fourteen third year lessons observed, four were of 3A, five were of 

3B and five of 3C. Since the course content was the same for each class, 

we were able to collect data on a number of occasions when the same lesson 

topic was taught to different classes. When observation started the groups 

were finishing some work on 'morality'. Pupils were presented with the 

moral 'dilemma' of whether to steal a watch or not and had to record the 

various steps through which they went in reaching a decision. After this, 

and up to the end of term, the pupils worked on Christianity and in 

particular the death of Jesus Christ. Of the 14 lessons observed (560 

minutes) approximately 55% (308 minutes) of the time was allocated to 

public talk. The remainder, as with the second year, was allocated either 

to written work, to administration or was 'lost' at the beginning or end of 

each lesson. 

In public talk, IJ adopted a very similar technique in both second year 

and third year courses, namely the presentation of stories with a moral 

theme, some highly amusing, all attentively listened to by the pupils (and 

by the researcher), followed by a period of question and answer. 
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Fourth Year Religious Studies: This group was a combined '0' level and CSE I 
examination set. There were 25 pupils (14 boys and 21 girls). Selection 

for the '0' level and CSE examinations took place after the fourth year 

internal examinations, which were at the end of the term and, consequently, 

at the end of the period of observation. All data relating to this course, 

therefore, were obtained before pupils had been separated into '0' level 

and CSE sections. IJ reported that he was able to delay separation until 

the end of the second term because both the 'O' level and CSE courses 

involved a 'common core' which was the study of the New Testament (in 

particular St. Luke's gospel) and the study of Judaism. During the first 

phase of data collection the pupils' work covered an introduction to using 

the Bible (using chapters and verses) and they began work on the New 

Testament by looking at the synoptic gospels, focussing on the parables 

contained in St. Luke's gospel and the teachings of Jesus. During this 

period of 22 lessons (880 minutes), approximately 46% (406 minutes) of the 

time was allocated to public talk. 

During the second phase of data collection, work focussed on Judaism 

and continued with aspects of the teaching of Jesus. During this phase of 

nine lessons (360 minutes) approximately 45% of the total time (162 

minutes) was allocated to public talk. 

Lower Sixth Religious Studies - Philosophy: This was a relatively new 

course in the school, one which IJ introduced shortly after his arrival. 

He taught it jointly with another teacher in the Department. The course 

was in two parts. One half, taught by IJ's colleague, centred on New 

Testament studies, whilst the second half, taught by IJ, was an 
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I 
I introduction to philosohy. All our data therefore came from the philosophy 

• -~,j£_. ' ',~· . .,.,~' 

section of the course. 

I •• 

I 
The group was a small one composed of four girls. The data were 

collected in two phases, the first from September-November 1984 and the 

I second from March-April 1985. In total, twenty five lessons were observed, 

sixteen during the first phase and nine during the second. There were 

I eight 'double' lessons included in the sample, which means that the 

I 
equivalent of thirty three lessons were observed (twenty two in the first 

period and eleven in the second). In the first phase lessons (880 minutes) 

I 
approximately 67% (588 minutes) of the time was allocated to public talk. 

The same distribution occurred in the second phase (293 minutes public talk 

I out of 440 minutes lesson time). 

I During the first phase of data collection, the pupils' work began with 

I 
the question of 'Is there life after death?'. Teaching during these 

lessons varied between note-taking, lecturing, questions and answers and 

I more informal 'discussion' sessions. During the same period, IJ 

interspersed his teaching with teaching on aspects of the history of 

I Philosophy, during which 'teaching' was mostly note taking. During the 

I 
second phase of data collection work focussed on Christian moral teaching. 

I 4th Year Personal Relations (Non-Assessed): Data were collected from this 

course from two classes during the same data collection period 

I (September-November). Once again, we were able to collect data on IJ 

I 
teaching the same topic being taught to different classes. 

I 
I 
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IJ was responsible for the organisation of this course within the 

school. All pupils in their fourth and fifth years had one lesson each 

week of PR. For timetabling purposes, PR groups were set against French 

classes which resulted in those pupils who studied French forming one large 

group and those who did not study French forming another. Each of these 

groups was then further sub-divided into smaller teaching groups of about 

twenty pupils per teacher. IJ provided a syllabus to each teacher but 

individual lesson topics and methods of presentation were left largely to 

the teacher concerned. Occasionally the whole of one group (i.e. all of 

the 'French group' or all of the 'non-French group') would meet in the 

lecture theatre for a film or lecture, normally as a precursor to a new 

topic. One of IJ's groups on which we have data was from the 'French 

group' and the other class was from the 'non-French group' (designated 0 

and M respectively in the source tables, Appendix B). 

The part of the course for which we obtained data dealt with primary 

group relationships. From the outset of this course it was immediately 

apparent that IJ approached teaching on this course in a different way to 

the other courses. The most obvious difference was that he arranged the 

pupils into a circle, rather than sitting behind desks, so that they would 

find it easier to speak. Another striking difference was that there was no 

written work, all the lessons consisted solely of teacher and pupil talk. 

The amount of public talk of the total available time (240 minutes) for the 

'French' group was 71% (171 minutes) and for the 'non-French' group (total 

time also 240 minutes) the score was 75% (180 minutes). 
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Perceptions of the Courses: When IJ arrived at the school the PR course 
·:;-.i/~.:. ,•·qJ :; 

was already in operation. It had been introduced by the previous 

Headmaster who, IJ discovered, ,. 

was very keen to have a course for upper school 
pupils to discuss what he thought to be morally 
important things that they ought to be discussing. 
Problems that were likely to occur to them which 
were perhaps fashionable at that time, very much 
the usual set of things: drugs, money and sex and 
what have you. 

(Interview) 

The arrangements he inherited were that the head of RE organised 

large-group sessions fortnightly, involving up to half the year group, 

which were followed up with worksheets prepared by the head of RE and given 

to each class teacher. IJ has tried to move away from that system to a 

regime which relies less on formal, large group presentations and more on 

the development of the teacher-class relationship. Part of his reasoning 

behind this move, he acknowledges, was that it placed "unrealistic demands" 

on him. 

For IJ, then, "the primary work of the course is done in groups with 

their individual teacher" (interview). Ideally, such groups would be about 

twelve to fourteen pupils, a situation which is rarely achieved. The 

teacher is more likely to have a group of about twenty to twenty five and 

as a result teaching can become more like "ordinary classroom teaching" 

(interview). 

When he took over the course he studied the various syllabi that were 

available in personal relationships, social education, social skills, life 
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skills and so on. For him these courses seemed to revolve around two 

themes: 

one of them is information, the basics of the 
information the pupil will need in order to be able 
to cope with - getting a job, insurance, health, 
those sorts of things - information and the other 
one is formation, formation in terms of the basic 
skills of coping with oneself, getting on with 
other people, those sorts of things. 

(Interview) 

For IJ the principal concern on the PR course was formation: 

My own feeling is that formation is primary. The 
information is very much a secondary matter in the 
course. There are places where we put in 
information but I regard it principally as a 
formation course. 

(Interview) 

Formation teaching is, clearly, an ambiguous concept, one which 

suffers, IJ suggested, from being "in its infancy .... I don't think that 

the theoretical foundations are well established yet'', (Interview), He 

believed that many of the usual formats for presenting moral teaching to 

pupils were not applicable to PR for two reasons. First, because these 

techniques are: 

inappropriate and inadequate because the business 
of authority giving a picture of how one should be 
is not the model I would want to use in PR 

(Interview) 

Second, these traditional methods of dealing with moral teaching are also 

ineffective as pedagogical strategies: 

I don't think its an effective way of doing this 
type of education, I really don't think you can 
transmit or form or even inform by ready made packs 
of material that you simply take in and give out. 

And later in the same interview, this point was elaborated in relation to 

pupils' expectations of the teacher: 
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As soon as you begin to talk about attitudes, 
appropriate attitudes, they are beginning to expect 
authority in the group, the teacher to be giving 
them, 'you ought to feel this about people of other 
races or you ought to feel this about unemployment, 
or you ought to feel this'. And one of the great 
difficulties is breaking into the business of 
saying, 'no, what do you feel, what do you think, 
what is your opinion?_' __ ! haven't, honestly, on the 
formation side, I don't think that we in teaching 
subjects tend to focus on that in our teaching. I 
think that probably the formation thing, perhaps 
they focus on in terms of attitudes to work, 
perhaps that, that the child needs to be formed in, 
that work is worthwhile doing, homework needs to be 
done. That is attitude formation. People tend to 
do that by simply insisting, 'do it: you won't get 
anywhere if you don't.' And so forth. 
They'll be a transference from doing a task to 
understanding why a task should be done. 
Yes, and I imagine first of all its ineffective 
with the number of teachers who try to get homework 
off the children by telling them its a good idea 
and then not getting it. This is a classic one. 
But many things I think point back to problems of 
PR. I think one of the problems therefore, its not 
a vast mystery, but its simply that the teacher of 
PR has to take on in a kind of way, a different 
mode of being towards the pupils. This is 
stereotyping it but I think a teacher has to have a 
certain authority if nothing else, an authority of 
knowledge that the teacher can say, 'I know about, 
••• , and I will help you to find out about, or to 
know about'. I don't think the attitude of 
absolute authority works even in giving 
information, but certainly with PR the teacher has 
to take on a rather different attitude and that is 
an attitude of, 'we will learn together about •••'• 
The problem is, is even though you are doing that, 
there is naturally a place in which an adult is 
going to feel that he or she has wisdom which they 
have developed about certain things and the 
children will feel that, and so there is a certain 
natural authority but it's a different authority 
because it's not based upon knowledge, it's based 
upon experience and wisdom, and therefore things 
are, things do tend to be much more open to 
question I think. 
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PR, then, is a platform for formation teaching, in a non-authoritarian 

situation, wherein the teacher has to adopt a significantly different role. 

And one feature of such teaching, IJ believes, is that "as many of them 

[should] talk as is possible" (Interview), which again emphasises the need 

for small groups. 

The distinction between 'French' and 'non-French' groups was a feature 

of the inherited course which IJ disliked but had been unable to change. 

During one interview he recalled that on his arrival at the school, he was 

'warned' of the differences between the groups: 

Everybody indicated to me when I came that you have 
got to be very careful, You have got to keep a 
tight reign on this crowd because these are the 
non-French. 'Oh, I said, what does that mean?' 
'That means to say that they are a lower ability.' 
'Ah, got it, fine.' Now I discovered that that was 
all wrong. Yes there are quite a number of 
children who are lower ability, whatever that 
means, I am not very keen on that term anyway. 
But whatever that means they are I suppose at least 
let's say they are children who have gone through 
the remedial departments of the school in English 
and Maths and what have you, And therefore who 
haven't done French ever and who won't be doing 
French. There are, however, as I discovered really 
very early on to my cost, there were lots of pupils 
in there who have the intelligence but who just 
don't choose to do French. And I do not, this is 
not an attack on French, but I do not regard French 
as being an appropriate indicator of this strange 
entity intelligence. For example, there may well 
be children in the fourth and fifth year who have 
enormous struggles with school work who choose to 
do French. On the other hand, there are lots of 
people who choose not to do French who are 
perfectly able. 
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Our data on PR were collected from both 'non-French' and 'French' 

groups and it may be interesting, therefore, to indicate a little of IJ's 

perceptions of these two classes. Taking the latter first, IJ regarded 

this class as one of his favourite teaching groups, one with which he had a 

good relationship and who responded well to the nature of the course. When 

we asked him which classes were the most willing to learn or pay attention, 

he replied: 

I feel that those (the 'French' class) are one of 
the most willing groups of all, they'll have a go 
at anything, they're ever so pleasant. 

(Interview) 

In a previous interview he remarked on this class's general attitude to the 

course: 

There's a great sense of friendliness amongst them. 
There isn't any sense of putting down at all and 
they are very at ease with each other. In a way I 
almost feel that they are a bit more mature than 
the other group, therefore they find it easier to 
talk about things. 

In contrast the other PR group was quite different: 

they're at the other end of the spectrum, they're 
not nearly so willing [ •••• ] they dop't respond so 
well [ •• ] they have a slightly more distant feeling 
and I don't tend to [joke] as much with them. 

(Interview) 

IJ's relationships with pupils were an important part of his teaching, 

not only with these two PR groups but with his other classes too. With his 

second year groups, for example, his "basic intention" was to "establish a 

certain pleasantness of classroom interest in talking, enthusiasm". Of the 

three second year classes he regarded 2X as a "very pleasant group, very 

forthcoming and quite creative". 2Y were seen in equally positive terms: 

very, very easy, they are tremendously friendly, 
and there is a tremendously pleasant atmosphere 
[ ••• ]. They do tend to be extremely willing. So 
the relationship there is quite pleasant. 

(Interview) 
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With 2%, however, he was less satisfied with his relationship with the 

pupils: 

I haven't yet established quite the same sort of 
rapport, they're perfectly pleasant and perfectly 
amenable, but they don't react in anything like the 
same way with enthusiasm and imagination that the 
other groups do. 

(Interview) 

Developing such relationships with second year pupils was very 

important to IJ because through the relationship he hoped to encourage the 

I 
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pupils to enjoy and be enthusiastic in his subject. His relationships with I 
the third year pupils (all of whom he taught in the same classes in the 

second year) built on, and in a way depended upon, the 'firm base' created 

in year two: 

I taught all three third year classes last year and 
established fairly pleasant relationships with 
them, they're all quite amenable [now). I presume 
on the basic good nature of the relationship which 
we have established, I presume on the basic 
enthusiasm. 

(Interview) 

However, if the secol,ld year may be characterised as essentially a time when 

relationships and a 'feel' for the subject are uppermost in IJ's 

intentions, then the third year is much more to do with the transmission of 

information: 

[In the third year) I'm attempting to give them 
some information about four or five great religions 
a year. I want to give them some fairly positive 
information about, and a little feeling for, a 
little insight into, what it would be like to 
actually hold that viewpoint. 

(Interview) 

One consequence of the need to cover more 'information' in the third year 

is that, as IJ put it in one interview: 
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There isn't so much, well there really is very 
little wild [teaching], you know, 'let's do this 
exercise and see what comes out at the end of it', 
something which I am much more prepared to do in 
the second year. I don't do that in the third 
year, but I'm hoping that their enthusiasm from the 
second year will remain. 

However, even so, IJ was aware of the need to combine the presentation of 

information with more interesting, personal moral questions. For example, 

reflecting on his teaching to the third year during the data collection 

period, he said: 

I was going to spend the whole term teaching one 
religion but I found we got to a certain point and 
they felt, 'we're fairly secure in this, we don't 
want to go on with this too much more' so I moved 
into that tack, with a slight amount more of the 
wild stuff that I do in the second year and there 
was a great burst of enthusiasm, they actually 
really enjoyed getting into those quarters of, you 
know, should we kill people when they get to 63 and 
things like that. 

(Interview) 

Having restored enthusiasm and interest, he then returned, in the last few 

weeks of data collection,· to Christianity and the study of Easter. This 

strategy seemed to work: 

I think they've taken terribly well this week, 
having moved away to something very personal, 
personal moral questioning, they've taken very well 
to moving back quite directly to religious teaching 
per se, to teaching directly about Christianity. 

(Interview) 

IJ's fourth year RE group presented more teaching dilemmas than any of 

his other groups. During our first data collection phase IJ was still 

trying to establish a relationship. They were, he said, "all fairly 

unknown to me previously". However, by the time we returned to this group 

to collect more data, the dilemma was one of dealing with a group which 

varied in ability • 
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With some of them I find I can give them very, very 
few indications and just a few sketchy ideas and 
they can zoom off ahead [ ••• ] 'If you get stuck on 
the way, yell, show it to me when you've finished'. 
And that's all they need. Others, those I'm going 
to be working on the CSE paper with, it's very 
much, now do the following three things from the 
following three pages, show it to me when you've 
finished. [ ••• ] The group is enormously varied in 
ability. Quite enormously varied. 

(Interview) 

Similarly, when he was asked to rank order his teaching groups in terms of 

their willingness to learn, IJ said of the fourth RE group: 

This is the most difficult to place because half of 
those, essentially the '0' level group who are 
'great, oh yes, we want to know that', they are 
tremendously good workers, well motivated and all 
the rest of it. Most of the CSE pupils are [as 
well] but there are a few who might have been 
better had they chosen a different option, the 
motivation has gone. 

(Interview) 

IJ, then, as one might expect, did perceive some major differences 

between his teaching groups. One manifestation of this was in the level of 

questioning he used in his teaching: 

I suppose it is likely that I will ask more 
questions of the groups who are likely to give more 
answers back to me. 

(Interview) 

And an illustration of this principle was provided in the comparison of his 

lower sixth group with 3B: 

For example, I don't fire questions at my lower 
sixth group anything like the same degree that I do 
with 3B [ ••• ] Very frequently I put a question to 
my lower sixth and as I ask it I know they've all 
got an answer in their head but they're not going 
to quite supply it. With that group I ask them 
questions in the fond hope that one day they will 
give me an answer [ ••• ] so I'm asking them 
questions there with quite a different expectation 
than when I ask a question to, let's say, 3B. If I 
ask them a question, sure as the day is long, 
there'll be four, five, six, seven people who are 
all going to volunteer me an answer. 

(Interview) 
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The same point was repeated about one of his second year classes: 

I suppose it is quite possible that I don't ask the 
same number of questions to 2~ who don't tend to 
volunteer as many answers. So if I don't expect 
them to answer a lot of questions, I don't ask them 
a lot. 

(Interview) 

IJ refined this principle later in the interview. He said that it was 

possible to identify at least two different purposes of questioning: one 

was to check on the information being transmitted, to see if the pupils 

have understood and are following the lesson ('checking' questions) and the 

other type was inference-type questions. And it was the difference in the 

rate of the inference questions which distinguished the groups: 

(checking) questions appear in one group just as 
easy as in another [ ••• ) whereas the more 'right 
given that idea' then what about? [i.e. 
inference-type questions), then those questions are 
much more likely to be given to the groups that 
respond well and are paying attention because there 
is feedback, because otherwise you're sitting 
there, there is embarrassment, no one's got an 
answer, 'right I'll give you one then', or 'let's 
forget that one'. 

(Interview) 

IJ was asked to rank order his groups in terms of his perception of the 

number of questions asked of pupils, and this ranking can be compared to 

one produced by our own analysis of the number of pupil contributions per 

lesson: 
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COURSE IJ'S RANK OUR RANK 
(Amount of Questioning) (No. of Pupil contributions) I 

PR-Group 1 1 2 

PR-Group 2 2 1 I 
2Y 3 7 I 
3B 4 5 

16 5 3 I 
2X 6 9 

3C 7 4 I 
3A 8 6 I 
2~ 9 10 

4RE 10 8 I 
The Spearman rank order correlation coefficient for these rankings is 0. 70, I 
showing quite a high correlation between IJ's ranking and that produced by I 
our analysis. 

I 
Summary 

I 
IJ placed a great deal of emphasis on developing relationships through 

which pupils would feel happy with and enthusiastic towards his subject. 
I 

At the same time he recognised the need for pupils to acquire a certain I 
amount of information about the subject, the amount of information seemed 

to vary with year group and course. Thus, in PR for example, IJ believed I 
that formation teaching, not information teaching, was the most important; 

whilst on examination classes this pattern was reversed. We have also I 
noted that IJ believed that the level of his questionning varied with his I 
perception of the pupils' ability to answer questions and his ranking of 

classes in these terms has a high correlation with our ranking of these I 
courses in terms of the number of pupil contributions. 

I 
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Results 

Proportion of Pupil Talk: The overall proportions of pupil talk on IJ's 

courses are displayed in Table IJ1 

Table IJ1 

2nd Year 

3rd Year 

4th Year RE 

L6 Philosophy 

4th Year PR 

Overall Proportion of Public Talk 
Allocated to Pupils in IJ's Lessons 

Number 
of 
Lessons 

21 

14 

31 

33 

12 

Amount 
of 
Public 
Talk 
(minutes) 

314 

308 

308 

881 

351 

Overall 
Proportion 
of Pupil 
Talk (%) 

8.3 

6.6 

3.8 

6.6 

17.7 

Here the fourth year PR course stands out as having a very high proportion 

of pupil talk. The next highest in overall terms is the second year 

course, followed by the third year course. Tables IJ2 and IJ3 show the 

proportion of talk per lesson and per 1000 second period. 



Table IJ2 

2nd Year 

3rd Year 

4th Year RE 

L6 Philosophy 

4th Year PR 

Table IJ3 

2nd Year RE 

3rd Year RE 

4th Year RE 

L6 Philosophy 

4th Year PR 
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Mean and Median Proportions of Public 
Talk Allocated to Pupils in IJ's Lessons 

Number Mean Standard Median 
of Proportion Deviation Proportion 
Lessons of Pupil (n) of Pupil 

Talk per Talk per 
Lesson (%) Lesson (%) 

21 6.4 5.83 5.0 

14 7.0 6.17 4.3 

31 3.1 3.04 2.2 

33 6.3 4.30 5.4 

12 17.2 9.39 17.5 

Mean and Median Proportion of Public 
Talk Allocated to Pupils per Thousand 
Seconds of Public Talk on IJ's Courses 

Number of Mean Standard Median 
Thousand Proportion Deviation Proportion 
Second of Pupil (n) of Pupil 
Periods Talk per Talk per 

Thousand Thousand 
Seconds Seconds 

18 8.1 6.25 6.9 

17 6.9 6.21 5.1 

33 3.9 3.44 2.9 

53 6.6 5.96 5.5 

21 17.8 10.00 18.0 

Inter
Quartile 
Range 

9.73 

8.26 

3.45 

7.94 

13.24 

Inter-
Quartile 
Range 

11.43 

7.95 

3.69 

8. 77 

16.72 

Once again the PR course clearly shows the highest score and the second 

year course shows the next highest. The ordering between the third and 

lower sixth courses does change between Tables IJ2 and IJ3 but in each case 

the fourth year RE course shows the lowest score. The correlation ratio 

between the PR and fourth year RE courses is 0.56, and between second year 

and fourth year RE it is 0.19. (Between second and third year courses it 

is only 0.05). 
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Number of Pupil Contributions: The numbers of pupil contributions on IJ's 

courses are shown in Table IJ4: 

Table IJ4 Number of Pupil Contributions 
per Lesson on IJ's Courses 

Number Mean Standard Median Inter-
of Number of Deviation Number of quartile 
Contri- Contri- (n) Contri- Range 
but ions but ions per Lesson but ions 

per Lesson 

2nd Year 373 17.9 20.11 8.0 26.00 

3rd Year 361 24.9 15.40 20.5 25.50 

4th Year RE 524 17.5 18.23 18.0 21.50 

Lower 6th 1009 30.6 20.79 25.0 25.00 

4th Year PR 1164 96.9 56.78 88.5 78.00 

Once again fourth year PR clearly has the highest number of pupil 

contributions per lesson. However, the order between the second, third and 

lower sixth courses has been altered. Lower sixth has more pupil 

contributions than both the second and third year courses and, indeed, 

there is very little difference between the second year course and the 

fourth year examination course, 

Table IJ5 displays the number of pupil contributions when calculated in 

terms of a standard unit of public talk. 



Table IJS 

2nd Year RE 

3rd Year RE 

4th Year RE 

Lower 6th 

4th Year PR 
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Number of Pupil Contributions per Thousand 
Seconds of Public Talk on IJ' s Courses. 

Number Mean Standard Median 
of per 1000 Deviation per 1000 
1000 second ( n) second 
second 
Periods 

18 20.2 13.84 15.5 

17 20.5 15.01 17.0 

33 15.7 10.98 12.0 

53 18.9 16.27 17.0 

21 56.1 31.94 51.0 

Inter-
quartile 
Range 

24.50 

23.00 

17.00 

27.00 

45.00 

The fourth year PR course, since it does not involve written work, is 

barely affected, but the order among the other courses has been changed. 

Now the third year course has slightly more contributions than both the 

second and Lower sixth courses, although the differences between these 

three courses are small. The fourth year examination course shows, once 

again, the lowest number of pupil contributions. The correlation ratio 

between fourth year RE and fourth year PR is 0.40. That between second 

year and fourth year RE is 0.03. 

Length of Pupil Contributions: The mean and median lengths of pupil 

contributions are displayed in Tables IJ6, IJ7 and IJ8. 
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I Table IJ6 Overall Mean and Median Length of Pupil 
Contributions on IJ 's Courses 

I 
Number Overall Standard Overall Inter-
of Mean Deviation Median Quartile 
Contri- (n) Range 

I 2nd Year 

but ions 

RE 373 4.1 10.00 2.2 2.83 

I 3rd Year RE 361 3.4 3.45 2.3 2.18 

4th Year RE 524 2.5 2. 77 1.8 1.56 

I L6 Philosophy 1009 3.4 3.62 2.2 2.69 

4th Year PR 1164 3.2 3.20 2.1 2.46 

I 
Table IJ7 Mean and Median Length of Pupil Contributions 

I 
per Lesson on IJ's Courses 

Number Mean of Standard Median Inter-

I 
of Lesson Deviation of Quartile 
Lessons Means ( n) Medians Range 

2nd Year RE 21 3.6 2. 11 2.2 0.84 

I 3rd Year RE 14 3.2 0.95 2.3 0.84 

I 
4th Year RE 31 2.5 1.00 1. 9 0.66 

L6 Philosophy 33 3.3 1.06 2.5 1.31 

I 4th Year PR 12 3.1 0.84 2.1 0.82 

I Table IJ8 Mean and Median Length of Pupils' 
Contributions per Thousand Seconds 
of Public Talk on IJ's Courses 

I Number of Mean of Standard Median of Inter-
Thousand Thousand Deviation Thousand Quartile 
Second Second ( n) Second Range 

I Periods Period Period 
Means Medians 

I 
2nd Year RE 18 4.2 3.17 2.3 1.00 

3rd Year RE 17 3.2 1.05 2.3 0.52 

I 4th Year RE 33 2.3 0.76 1. 8 0.57 

L6 Philosophy 53 3.0 1.39 2.3 0,90 

I 4th Year PR 21 3.1 1.04 2.2 0.92 

I 
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Although in each case the fourth year RE course shows the shortest average 

length for pupil contributions, the pattern among the other courses is 

confused. Fourth year PR is no longer at the top of the ranking, second 

year, third year and Lower sixth RE all have longer average lengths for 

pupil contributions. This suggests that the high score in terms of the 

overall proportion of pupil talk on fourth year PR is achieved primarily 

through the number of pupil utterances rather than the length of such 

utterances. The correlation ratio between the RE course and the PR course 

is 0.20, between the second year and RE courses it is 0.19 and between the 

second and third year courses it is 0.05. 

Summary 

For proportion of pupil talk and number of contributions, there is a 

consistent pattern in the results, with the PR course showing much higher 

scores than other courses and with a similar but smaller difference between 

second year and the other courses. The picture for length of pupil 

contributions was different, with second year lessons showing the longest 

contributions on average and fourth year PR next to the shortest. However, 

the correlations between course and length of contribution were weak. 
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SECOND SCHOOL 

Second School is a large, co-educational comprehensive school catering 

for some 1200 pupils. It had been open ten years when the fieldwork was 

carried out, and had acquired a local reputation as a 'progressive' school. 

The prospectus describes the main principles upon which the school is run 

as follows: 

It is our belief that every child should be 
encouraged to work to the maximum of their 
potential. To achieve this it is essential that 
there is the very best possible relationship 
between teacher and child as well as between 
teacher, parent and child. In the school we place 
great emphasis on teaching and learning that 
express both friendliness and respect. 

However, the School's progressivism has been combined with a commitment 

to success in the more traditional terms of good examination results. Great 

stress was laid upon the high quality of the school's examination results at 

staff meetings and in communications to parents. The opening address at the 

staff meeting prior to the beginning of the school year illustrated this: 

Congratulations to you on the impressive exam 
results. A levels were mixed but GCE and CSE were 
particularly good. Exams are not the be all and 
end all, but we all know they're important. 
They're important in the eyes of parents 

(Fieldnotes) 

The following year the meeting opened in much the same way: 

Second School is now oversubscribed, unlike our two 
neighbouring secondary schools which still have 
space. This is the result of our publicity drive 
and emphasis on exams. Parents are saying we know 
you're a good school because you got good exam 
results. 

(Fieldnotes) 
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Following this meeting, talking to the researcher, a teacher new to the II 
school commented "They're very exam conscious, very concerned about the 

successes''. Another new teacher speculated that ''they're going over the top 

to prove that just because they are seen to be different it doesn't mean 

they can't do well in the traditional models". Later, in response to the 

researcher's question "Is there much emphasis on exams here", a teacher who 

had been at the school five years commented "They're [the senior staff) 

neurotic about them". He suggested that the emphasis on exams was new and 

explained it in the following terms; 

They're in a market economy, in the business of 
selling themselves. There's parental choice at 
11. They say we're doing better than other 
schools, but we've got a bad reputation. I think 
it's somewhere between the two, we do about 
average for a school of this sort. 

(Fieldnotes) 

At one of the house assemblies later in the week fifth formers were 

told how good the previous year's results had been and how they were not 

working well enough, that they would have to improve to keep up the exam 

success of the previous year's fifth formers. Around the same time a 

letter was sent to parents the opening paragraph of which read: 

Dear Parents, 

I am writing to you simply because I felt that 
you would wish to share in our delight at the 
number and quality of public examination successes 
our pupils - your children - have achieved this 
year. Since we opened, the School has always 
enjoyed good results, well beyond the national 
average; this year your children have done quite 
outstandingly well at all levels and the pleasure 
and confidence which they and our staff feel is 
something of which you would want to be aware. 
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The newly appointed Heiid•c:tsaw no basic conflict·',between the pursuit 

of examination success and the School's philosophy. He was, however 

concerned that the school was not as progressive as its reputation 

suggested. 

The school is teacher dominated. It's not really 
progressive. It's progressive in inverted commas 
in the sense of our relationships to people, to the 
kids compared with how it was ten years ago and 
with many other schools now. But it's not in the 
van of curriculum development in the country as a 
whole. It is teacher dominated, even in Integrated 
Humanities, not even, in Integrated Humanities and 
elsewhere. The teacher interprets the syllabus and 
presents material to pupils and the pupils work at 
it. 

(Interview) 

And, indeed, the Head saw the Humanities department as relatively 

conservative in his terms (though not as conservative as the Mathematics 

and Language departments). "The teaching in Integrated Humanities is old 

wine in new bottles. We've sugared the pill but it's the same pill" 

(Interview). The Head regarded the Humanities teachers as not making use 

of the opportunities available to them. For example, the timetable had 

been arranged to allow whole blocks of time to be shared by Humanities and 

English. 

In the fourth year there is the opportunity for 
Humanities, English and Drama teachers to work 
together, but they [the Humanities Staff] don't 
make use of it ( ••• ). They don't work as a team 
except with their next door neighbour, to give one 
another a ten minute break. The head of department 
has lots of generative ideas but he seems to have 
surrounded himself with good classroom 
practitioners to give the Department credibility. 
But now he can't move. The teachers there have 2D 
vision, JW (the head of department) has 3D vision. 

Moreover, in some ways the Head finds what he sees as the conservatism of 

the Humanities department more frustrating than that of the Languages and 

Mathematics Departments: 
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In Languages and Maths we are constrained by the 
examinations, but not in English and Humanities. 

(Interview) 

We've not really made full use of that exam [the 
JMB Integrated Humanities Course]. You've got to 
push the Board further. We could make more use of 
video. I don't know how the Board would assess it, 
but that's their problem. 

(Interview) 

The Humanities Department 

Up to the third year, pupils at Second School pursue a common core of 

subjects - English/Humanities, Mathematics, Science and Design, Languages, 

PE and Games -and these are taught in mixed ability groups. In the 

fourth and fifth years, the common core continues but in some subjects, for 

example Mathematics, GCE and CSE groups are taught separately. Also, some 

pupils are extracted from core lessons to do extra subjects: an extra 

Science, one or more Languages, Geography, etc. 

Integrated Humanities (IH) is a core course in the fourth and fifth 

years, taught throughout in mixed ability groups, and allocated five hours 

a week; though some pupils are extracted from it. (In principle, four 

lessons [two double lessons] is the minimum weekly exposure to Humanities 

pupils receive, though in the year studied some pupils were down to two 

lessons). The course is taught by ten teachers, though only five of these 

are full-time members of the Humanities department. Geography is the only 

other course offered by the Humanities department, and it caters for only a 

small number of pupils and was not to be offered in subsequent years. 

The IH course has been in operation for two years: i.e. the fourth 

year pupils were starting on its third cycle at the time of the fieldwork. 

The GCE results at Second School have been fairly close to the national 

average: 
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Percentage of pupils in each grade for 
JMB Integrated Humanities, GCE '0' level 

A B c D E u Total 
Entry 

1982 10.1 25.3 32.9 17.7 13.9 0 79 
(-0.1) (+0.8) (-0.2) (-5.0) (+6.9) (0) 

1983 16.0 18.7 32.0 28.0 5.3 0 75 
(+5.2) (-9.6) (-2.9) (+7.8) ( +0. 7) (0) 

1984 12.5 23.6 34.7 19.4 9.7 0 72 
(+3.6) (-0.3) (+0.3) ( -3. 7) (+2.7) ( -2. 7) 

[Figures in brackets indicate divergence from 
national means as published in JMB Annual Reports] 

One Humanities teacher described the Department's 1983 examination 

results as "embarrassingly good". Later on in the fieldwork year he told 

the researcher: "Another bumper crop of 'As' this year, though we've 

managed to keep them down to single figures" (Fieldnotes). These 

examination results seemed to be the main defence of the Department against 

criticism from the Head and senior staff. 

[Staffroom: the researcher is sitting with three 
Humanities teachers. One of the senior staff comes over 
and says to the researcher] 

DR: 

Humanities 
Teacher: 

You're in with a bad crowd here, they're 
hobos! 

We stand by our exam results. 

Though this was a joking exchange there was a serious undercurrent relating 

to what senior staff regarded as the Department's failure to develop a more 

'progressive' form of pedagogy. 

The Department's results in Geography were less well regarded, and it 

is certainly true that they fall below the national average: 



1982 

1983 

1984 

A 

0 
(-1.8) 

0 
(-2.6) 

0 
(-6.4) 
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Percentage of pupils in each 
grade for AEB Geography GCE 

B 

0 
(-10.5) 

0 
(-13.6) 

14.8 
(-3.3) 

c 

14.3 
(-13.9) 

10.0 
(-23.0) 

40.7 
(-8.0) 

D 

64.3 
(+46. 7) 

25.0 
( +9. 7) 

11.1 
(-7.1) 

E 

14.3 
(-12.9) 

55.0 
(+27.7) 

25.9 
(+7.8) 

u 

7.1 
(-7.6) 

10.0 
(+1.9) 

7.4 
(+0.9) 

Total 
Entry 

14 

20 

27 

(Figures in brackets indicate divergence from national means as published 
in AEB Statistics). 

The CSE results for Integrated Humanities and Geography were as 

follows: 

1982 

1983 

1984 

Integrated 
Humanities 

Geography 

Integrated 
Humanities 

Geography 

Integrated 
Humanities 

Geography 

Percentage of Pupils in Each Grade for 
Integrated Humanities and Geography CSE 

1 2 3 4 5 u 

16.4 16.4 21.4 22.8 13.6 9.3 

0 0 0 45 36 18 

14.2 18.9 21.6 25.0 15.5 4.7 

0 0 25.0 0 25.0 50.0 

6.5 20.3 30.4 28.3 12.3 2.2 

0 0 50.0 0 50.0 0 

Total 
Entry 

140 

11 

148 

4 

138 

4 

Previously, the Humanities Department at Second School had put on a 

wider range of courses though there had been changes from year to year. 

These courses had included Schools Council History GCE and CSE, Geography 

CSE, Community Studies/Environmental Studies Mode 3 GCE and CSE, and 
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Sociology/Social Studies GCE and CSE. The Department had narrowed its 

provision over recent years, and the year following data collection there 

was to be only one course, Integrated Humanities, offered by the 

Department. Several reasons for this narrowing of provision were reported 

by IH staff. One was the sheer logistical difficulties of dealing with the 

multiplicity of courses, given the number of staff available. Another was 

that the school as a whole had begun to move away from an option system 

towards a core curriculum and mixed ability grouping in the fourth and 

fifth years, following on from the pattern in the Lower School. Another 

reason cited, though, was the poor examination results on the Schools 

Council History courses. And it is certainly true that the GCE results on 

this course in 1981, the year before it was dropped, were not good, though 

they had been much better the year before: 

Percentage of pupils in each grade for Schools Council History and 
AEB/SREB Geography 1980 and 1981 

CfCE cse 
GCE Total CSE Total 

A B c D E u Entry 1 2 3 4 5 u Entry 
1980 
History 7.7 7.7 34.6 26.9 23.1 0 26 0 10.7 14.3 25.0 50.0 0 56 
Geography 3.3 16.7 36.7 20.0 23.3 0 26 0 0 19.4 35.5 45.2 0 31 

1981 
History 
Geography 

0 
0 

4.8 0 0 0 
8.0 28.0 16.0 40.0 

95.2 21 
8.0 25 

6.6 24.6 18.0 27.9 14.8 8.2 61 
0 6.2 37.5 31.2 25.0 0 16 

Poor results was also a consideration in the more recent decision to 

drop Geography. 

R: It (Geography) seems a rather more difficult way of 
getting an '0' level than a Mode Three [i.e. 
Integrated Humanities). 

Geography teacher (MN): Absolutely, there's no question 
about it. The kids know that. And the results 
indicate that. That's why we're bloody scrapping 
it. 

(Fieldnotes) 



- 162 -

The Integrated Humanities course was constructed from what were judged 

to be the best elements of the previous Community Education and 

Environmental Studies courses. In the words of the head of department it 

was made up of the "greatest hits" of previous courses (Departmental 

document). These fitted neatly into the scope of the JMB regulations and a 

complementary CSE Mode Three syllabus was negotiated with SREB. The latter 

syllabus had the following stated aims and objectives: 

Aims 

The underlying aim of the course is to meet a 
practical need of young people, by developing their 
awareness and understanding of the society they 
live in. It is an attempt to make young people 
less confused by, and more able to find their way 
about a complex industrial and welfare society. 

'Awareness' is understood in terms not only of 
cognitive skill but of social involvement. More 

.specifically the aims of the course are to give 
pupils an insight into the society around them. 

Objectives 

The main objectives are defined in terms of the 
following skills: 

1 A knowledge and understanding of the 
opportunities in society. 

2 Investigative skills. 
3 The ability to discuss. 
4 The ability to present reasoned arguments. 
5 The ability to examine different attitudes 

towards the same piece of information. 
6 The skill of interpreting causes, reasons and 

motives. 

Assessment on the CSE course takes the form of 50% course work, 40% 

two-hour written examination and 10% oral examination. The course work is 

composed of 20 items, selected from a common body of work set both CSE and 

GCE pupils. The written examination, while relating to topics covered in 

the course, is evidence-based, and pupils are not encouraged to revise for 
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it. The oral examination is carried out via 'an unprepared ten-minute 

individual interview with the examiner' (Departmental document). 

The topics covered in the joint CSE/GCE Integrated Humanities course at 

Second School had undergone a major change in the year prior to the 

fieldwork. In the words of one of the Humanities teachers: 

The course is not really integrated. Last year it 
was a History course presented as Humanities ••• 
History is on the decline now, though Jack [the 
Head of Department) resurrected a bit for the media 
(the section on the mass media) ••• Social Studies 
is in the ascendancy. 

(Fieldnotes) 

This change reflects the considerable disagreement which existed among the 

Humanities staff about the course. In its first two years of presentation 

most of the fourth year had been taken up with History. However, by early 

1983, the pressure to reduce the History component, or at least to 

distribute it throughout the course rather than placing it in a solid 

block, was very strong. One of the two historians, the major architect of 

the History component, had left the school by that time, and while the 

other, the Head of Department, tried to counter the criticisms, he 

eventually conceded to the other members of the Department: 

I want no more curriculum change. We had more than 
enough last term. That's not to say that I'm happy 
with the curriculum, with its watered down Social 
Studies tedium. 

(Departmental meeting) 

The new Social Studies version of the course included the following 

topics: 



JMB Topics 

Mass Media 

Community 

Crime 

People and Work 

Poverty 
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Second School Topics 

Communication 
Politics 

Community 
Socialization 

Crime 

Natural World 
Industry 

Unemployment 
Developing World 

In this report we shall concentrate upon the teaching of three of the 

teachers within the Humanities department for whom we have comparative 

data. We observed KL teaching Integrated Humanities to fourth and fifth 

year groups and AEB 'A' level Sociology to the Lower Sixth. MN and OP both 

taught Integrated Humanities in the fourth and fifth years and Geography at 

fifth year. For each of them, before examining the results of our 

analysis of their teaching on these courses, we shall look briefly at their 

attitudes to, and perceptions o4 the courses they teach. 

Teacher 6 KL 

Courses and Classes Observed 

We observed KL teaching fourth and fifth year IH and Lower Sixth 

Sociology. 

Fourth Year IH: We observed and analyzed 12 lessons (six double periods) 

of this course over two weeks. During this time, the class were working on 
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the section of the course dealing with socialization. A small proportion 

of the lessons (19%, 87 minutes) involved whole class discussion led by the 

teacher, much being taken up with individual written work. 

There were 28 pupils in the class, 15 girls and 13 boys, though the 

overall number fell as low as 15 for some lessons. The class, two of the 

boys in particular, tended to be a little noisy, but the lessons were 

reasonably orderly. KL's assessment was: "They're not a bad group, not 

nasty or anything." (Fieldnotes). These pupils completed the course in 

1985. 

Fifth Year IH: 16 lessons were observed and analyzed over a period of five 

months. During this time the class was involved in work on the mass media, 

a study of the local community, and industry. A very small proportion of 

lesson time was taken up with whole class discussion (10%, 62 minutes), 

more being allocated to written work. 

There were 31 pupils in the class, 15 girls and 16 boys, though the 

numbers in lessons were sometimes as low as 17. At the beginning of the 

year KL described the class as: 

KL: Atrocious, worst I've ever had. They're boring. 
Some classes misbehave but you can have a bit of 
fun,you can enjoy it. This lot's just boring 
( ••• ). They're bad, though they're not nasty. 

R: Bad in what respect. 
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KL: Bad in behaviour, work. There's a big range. Some 
of them are very bright. A third could get GCE, 
the rest would be lucky to get CSE. The bright 
ones will do well, but only because they do the 
work at home. They couldn't do it with this lot 
around them. 

(Fieldnotes) 

A few weeks later, however, he reported that the class had improved and was 

much better. By the end of the observation period KL regarded the class as 

much less problematic, in line with the rest of the fifth year. 

[Staffroom KL, DP another Humanities teacher and R) 
KL: The fifth form are broken. 
DP: They're very quiet aren't they. 
KL: They can't wait to get out and draw social 

security! All you have to do is mention their 
files [course work files] and they get down to 
work. 

(Fieldnotes) 

These pupils completed the course in 1984. 

Lower Sixth Sociology: The sixth form at Second School is open to any 

pupil, though access to 'A' level courses is more restricted. Even here 

though an 'O' level pass in the subject is not an essential prerequisite. 

Four lessons of Lower Sixth Sociology were observed and analyzed, 

selected from a period of two and a half months. During this time the 

class were introduced to sociological perspectives and began work on two 

topics, the welfare state and the redistribution of income. For the most 

part (60%, 90 minutes) the lessons took the form of whole-class discussions 

led by the teacher, with pupils taking notes. 

There were 16 pupils in the class, 10 girls and six boys, though 

attendance varied, with the number falling to only 11 pupils in one lesson. 

Nevertheless, KL regarded the group as large, commenting: 
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With the large numbers, any sort of discussion or 
seminar is almost impossible. Really, the only way 
you could do it is to have sessions when you set 
the group work and you take off four or five. But 
you see to give everybody a fair crack of the whip 
you're talking about getting on for 12 lessons. 
The most they can expect is one in 10 lessons. 

(Fieldnotes) 

The Lower Sixth pupils were automatically entered for AEB '0' level 

Sociology at the end of the year. Asked about the chances of success for 

these pupils in that examination, KL replied: 

KL: The sixth form, I reckon is about the only time you 
do have any sort of significant impact in terms of 
their achievement because we've got quite a strong 
record in this area ( ••• )Kids who came in with 
very sort of low grade CSEs ( ••• ), t.hey' re 
motivated and have got very high 'A' levels and 
every year we get some. And it's ever so difficult 
to predict because your nice middle class girls can 
get bored and get into men or something like that 
and then they just give up. On the other hand you 
can see a humble toiler who actually might get 
interested even, God forbid (laughs), and they tend 
to do well, so it's very difficult to predict. 

R: Much more so than in 'O' level. 
KL: Much more, yeh. That's the only place I reckon 

though that comprehensive schools have any really 
significant impact is in the sixth form, with our 
open sixth form. 

These pupils completed their 'A' level course in 1985. 

Perceptions of the Courses 

Second School was the first school KL worked in after completing a 

university PGCE course. He came to the school as a Social Studies teacher 

and had been teaching there for six years. 

When asked in an interview what his main aim in teaching the Integrated 

Humanities course was, he replied: 
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KL: The main aim, it's not knowledge. I guess it's 
critical, it's the skills of interpreting evidence 
in the broadest possible sense, that is probably 
the main aim. Trying to get the kids to be able to 
look at something and to stand back and look at it 
critically from different angles, that is the major 
aim. 

R: And how successful do you think the course is in 
••• ? 

KL: In that sense I think its very successful. They 
are very argumentative. 

He reinforced this later in the interview when asked how he would like to 

see the course develop: 

KL: I would like to see us looking a bit more carefully 
at the knowledge transmission element which we have 
now neglected to such an extent I wonder if they 
leave with any knowledge of anything whatsoever. 
The geographical skills are very very poor ( ••• ). 

R: When you say that you want to increase the 
treatment of knowledge, what- how would you do 
that? 

KL: That is very problematical. I haven't actually 
given it much thought being as how its not an 
immediate problem to me. [He is leaving the School 
at the end of the year]. But I'm very concerned 
that while they can argue about specific issues, in 
whatever field you look at, be it political, be it 
just broadly historical, they have very little kind 
of cultural capital on which to draw. They are 
very good if they are given a pile of resources and 
told to work their way through a particular item or 
issue. But what I would actually do about that is 
something that would definitely need considerable 
careful negotiation. I think it's also the case 
that their knowledge is poor because the 
curriculum, the Humanities curriculum, is not very 
coherent from the first to the fifth year. There 
are lots of areas of overlap. Everybody wants to 
do the nice trendy things, everyone wants to do 
Human Rights, everybody wants to do Developing 
World. And those kind of things keep cropping up. 
Now I know that there is nothing wrong with 
spiralism and all that, but I definitely think 
there needs to be some kind of overall curriculum 
review. 

KL also indicated that the balance of the emphasis on knowledge versus 

critical thinking did shift over the two years of the course: 
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The whole thing gets much more tightly structured 
towards the end. Purely a reflection again of the 
needs of the pressing deadlines of the kids( ••• ) 
so we tend to go for much more [knowledge]. You 
have seen the work on Industry, I mean that is over 
the top actually, in my opinion. I think it's over 
the top in everybody's opinion bar the person who 
wrote it. But it does get much more structured 
towards the end. That's right. We know what we 
want. 

(Interview) 

KL thought that the Humanities teachers' attempts to develop critical 

skills on the part of pupils were limited by a number of factors. When 

asked how far the teachers were able to look at the process by which pupils 

had produced their work and to try to improve pupils' cognitive skills, he 

replied: 

KL: I think it tends to be a rather hit and miss 
process actually. I'm not convinced that we have 
any sort of model that is there and we ( ••• ) tend 
to pick particular issues and respond to them 
rather than building up through more complex work 
one to another. I think very much it's a question 
of trial and error. Having a go and see what 
happens and then moving on. 

R: Do you do much work on ( ••• ) the piece of work that 
they hand in, do you then come back at them about 
that and ••• 

KL: Well, to an insufficient degree. Again teachers 
carping and wingeing, that if you have got 30 
people and work to give back, to give everybody 
half a minute is a quarter of an hour gone. 

R: I would have thought it was very difficult to do. 
KL: It is, it's near impossible, even in the sixth form 

it's becoming near impossible. 
R: Yes because the size of the sixth form, in the 

Sociology group is [quite big]. 
KL That's right. So no, we don't feedback in 

sufficient quantity at all. 
(Interview) 

Here KL identifies the number of pupils in the class as a key constraint on 

his teaching of the IH course (and the A level Sociology course as well). 

This factor was also mentioned when he was asked if he would teach the IH 

course differently if it were just a GCE course. 

\ 



- 170 -

KL: Yes it would be considerably more - there would be 
considerably more by way of discussion. In terms 
of written work there would also probably be less 
of it, but it would be more demanding. Fewer 
pieces but much harder, and I would spend a lot 
more time discussing. The basic problem is a lot 
of the work the kids still aren't interested in 
[discussion], for good or bad reasons, and I'm 
assuming that if I had a group consisting of 
entirely the more able, it would be easier to hold 
a discussion. Whether that is true or not - it 
also needs qualifying, your question, by saying, if 
you were teaching just GCE and if you were teaching 
a group of 15 or if you were teaching a group of 
25, because to me that is the key thing. Its not 
the ability of the kids, the numbers in the room. 
I would teach the CSE differently as well if I was 
just teaching that, and if I only had 10 kids. 
Again it would all - it would be project work that 
I would be doing. But I simply cannot manage that. 
I cannot manage the classroom in that way with 30 
kids. There is just no room ( ••• ). If every child 
had a chance to speak, they might get 30 seconds 
each in an hour, so its some kind of discussion 
isn't it? So I know the solution is to get them 
working in small groups and so on. But again it 
all comes back to the management of the groups. 

(Interview) 

KL also identifies pupil attitudes as a key factor shaping his 

teaching, in particular reducing the amount of discussion: 

KL: The discussion lessons are always the ones where 
they say, "Oh really boring, didn't do anything 
today did we?" 

R: That seems to be a very general. 
KL: Consumer satisfaction demands maximum bulk of 

written work with the maximum quantity of colour. 
R: Are there particular kinds of written work that 

they like? 
KL: Yes, they like short answer questions, especially 

if they have seen a video, they love having - maybe 
having 10 questions. Projects are very unpopular, 
they don't like doing projects. Yes, I think the 
short answer question is probably the most 
successful. 

R: And what is it about short answer questions rather 
than projects, is it just that they're support ••• 

KL: Instant gratification I think, by the end of the 
session or by the end of the next session, "I've 
done it, what do I do now?" And they can see it 
building up into their folder. 
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R: Does it make any difference what type 9f questions 
they are? ( ••• ) Does· it make a differei'i-c·~··whether 
they are knowledge type questions as opposed to 
interpretation of evidence? 

KL: It depends. I think as a matter oL.principle, it's 
difficult to say that one kind of w~rk is better. 
It's more a question of which kids you are talking 
about. I mean obviously the straight knowledge 
kind of stuff works much better with the less able. 
The more able just get bored, so with them you have 
got to try and structure it so that you have got 
three or four punchy difficult questions at the 
end. And you just say "Well everybody has got to 
have done as far as question eight, if you have got 
the time do the others", and of course the bright 
ones do the first eight questions in ten minutes. 

(Interview) 

KL repeated the same argument• about how the preferences of pupils 

shaped his teaching on other occasions: 

KL: You can't aim at the low ability students all the 
time otherwise the ones who are only in for that 
session suffer. 

R: What are you going to do next session? 
KL: They'll be doing writing most of the lesson. I'm 

not going to give up yet though. I'll start off by 
trying to continue discussion of the pros and cons 
of apartheid, though all the ones with opinions 
worth hearing won't be there. Most of them would 
be quite happy with a little worksheet. 

(Fieldnotes) 

KL regarded class discussion as a major, if not the main, component of 

the teacher's role. Talking about teaching based on workcards or 

worksheets such as SMILE, the Mathematics scheme, he commented: "You don't 

have to be a teacher to do that, you might as well be a clerk" 

(Fieldnotes). Similarly, KL's response to a suggestion that graded 

worksheets for different ability levels were necessary for mixed ability 

teaching also drew on this notion of the proper nature of teaching: 
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It's alright you theoreticians talking about graded 
worksheets for different levels of ability, you 
don't realise what a burden that would place on us, 
our course is so flexible. In any case it'd turn 
you into a clerk hopping from one [pupil) to the 
other. 

(Fieldnotes) 

When asked to compare his teaching on the IH course with his Lower 

Sixth Sociology course, KL commented. 

KL: Well its obviously, there is much less ( ••• ) 
teaching from the front [on the IH course). There 
is a lot more of the kids getting on and doing 
their own thing although its still very much 
constrained. I mean I still set the agenda, that 
is not just for my own classroom, the agenda is set 
by us [i.e. the department staff). We have done 
that largely because we were nervous and wary of 
the '0' level, being a new one. And in the future, 
again, I think one of the things that has got to 
happen is that people start doing their own thing 
much more. Some teachers already do go ahead and 
virtually plan their own course within the overall 
framework. But others just stick to a much more 
rigid structure and that is a reflection of all 
kinds of things: the teachers, their confidence, 
their competence and all kinds of things. 

R: When you say you were nervous or wary of the '0' 
level, what exactly was it that you were ••• ? 

KL: The administrative complexities of it on the 
surface seemed to be quite amazing. And with the 
record of failure in terms of public exams we were 
determined that we weren't going to make rods for 
our own backs. 

(Interview) 

KL did not regard the JMB Integrated Humanities syllabus as a 

constraint however: 

KL: You can teach just about what you like. 
R: Aren't the JMB criteria strict then? 
KL: Oh yes, well you saw them, well knowledge isn't but 

there are problems with some of the more specific 
ones. Ways of presenting arguments for example. 

R: Have you ever had problems over the criteria? 
KL: No. 

(Fieldnotes) 

On another occasion KL elaborated on the flexibility of the course and how 

the Department was not exploiting it fully: 
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R: One of the differences which struck me'~•:be'tween a 
conventional exam course and [Integrated 
Humanities) is in terms of the pressure, you don't 
seem to have to - you never seem to have to ,, 
pressure them. 

KL: No. 
R: quite as much as you would ••• 
KL: That's right you don't, like that girl Zoe the one 

who didn't - the one who stayed behind yesterday 
afternoon after school. She hadn't done any work 
last year to speak of, she'd done some scrotty 
things. Normally she would be in schtuck now but 
she's able to negotiate a new start. In fact, 
though I wouldn't say it to them, (,,,) they could 
do the whole course if they started in January and 
get it all out of the way. They would be doing 
different things of course but that- that's its 
flexibility. 

R: Yes. 
KL: That's where I would be spending my time instead of 

farting around with this Expressive Arts and things 
like that. That's what I would be doing in terms 
of what we did in the Department, you'd be offering 
them or you'd be working at finding different ways 
of offering them a choice of doing a project on I 
dun no ••• 

R: Something they wanted to do. 
KL: Lianne wanted- [ ••• ) -desperately wanted to do 

poverty in nineteenth century Britain. Now there's 
no reason why she shouldn't. And you can do it. 
There's plenty more of them would have ideas, 
except we're offering this thing at half cock. 

(Fieldnotes) 

The only respect in which KL seemed to regard the JMB syllabus and 

regulations as a constraint was in relation to the number of pieces of 

course work that had to be submitted: 

KL: I ( ••• ) think that the course work can tend to 
become and has tended to become too much of an end 
in itself. We do far too much of it, it tends to
instead of - I said in a recent letter of 
application instead of being a liberating 
experience people tend to actually become even more 
constrained by 'got to get the folders in'. 

R: And you actually do more course work than you would 
need to do for the JMB do you? 
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KL: Just about. In theory the JMB says you can do five 
pieces of work but I happen to know a school, a 
colleague is the head of Humanities, that having 
produced something like nine pieces of work last 
year, they were duly summoned to Manchester and he 
had his grades put down by two. Not because they 
hadn't done enough it was said, but because what he 
had done wasn't sufficiently heavy. So I wouldn't 
want to go below about 18 - 20 pieces of work. 

(Interview) 

KL also felt that the course work assessment might reinforce differentation 

of pupils within classes: 

R: Is there any difference between a largely course 
work based and an exam [course], presumably there 
is, in terms of predictability of results? 

KL: Oh yes. I mean I could tell you next year's exam 
results now virtually. I certainly wouldn't be 
more than half a grade out, either way. 

R: What difference does that make to you? 
KL: I think ••• that is a difficult one, I wonder if it 

does make a difference? I think it might even make 
it worse at sort of informally streaming the 
classes. I think its very hard once you build up 
your conception that the kid is CSE Three to 
actually start thinking in terms of a B '0' level. 
Yes. Your informal streaming becomes more formal 
than it might otherwise be. 

(Interview) 

However KL was in no doubt that the IH course gave teachers more 

opportunity to concentrate on the interpretaton of evidence and the 

development of critical thinking than traditional examination courses in 

Humanities: 

KL: I guess you could do it [interpretation of 
evidence] as an activity in [examination courses]. 
But whether you could do it on such interesting 
topics or in the way you wanted not so much in the 
way but in the time that you wanted to do it. No, 
you wouldn't do it with a traditional exam. I mean 
that was the real problem that we were being forced 
to do things we didn't want to do. This lets us. 

R: I'm thinking that is interesting in the case of 
Schools Council History because that was very much 
supposed to be designed to encourage critical 
response to evidence and all the rest of it. 
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i • 
KL: I think the principle was well accepted it was just 

that the evidence was too difficult. And it was 
produced by academics and teachers who clearly were 
not terribly in touch with your ordinary kind of 
comprehensive school. I guess it would have been 
okay if we had streamed or something like that and 
taught a hand-picked group of 20. But as that 
wasn't what we were doing, it became useless. 

(Interview) 

It seems clear from what he said, in a variety of contexts, that KL is 

committed to the goal of encouraging the type of critical thinking that is 

emphasized in the JMB Integrated Humanities syllabus, and that he thinks 

that that goal is achieved reasonably successfully by the course at Second 

School. Indeed, he feels that what is most required to improve the course 

would be to increase the stress on the transmission and retention of 

information. 

At the same time KL recognises that the teachers' attempts to develop 

critical thinking are limited by a number of constraints. However, he does 

not see these as emanating from the JMB, except perhaps in terms of an 

informal requirement about the number of course work assignments to be 

entered. Rather, KL points to the attitudes of the lower ability pupils, 

the sheer number of pupils, and the instability of the course and of the 

teaching team in recent years. He feels that these have restricted the 

extent to which he and others have been able to use class discussion to 

develop pupils' understanding and awareness. 
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Results 

Proportion of Pupil Talk: The proportions of pupil talk for the three 

courses taught by KL are as follows: 

Table KL1 

4th Year IH 

5th Year IH 

L6 Sociology 

Table KL2 

4th Year IH 

5th Year IH 

L6 Sociology 

Table KL3 

4th Year IH 

5th Year.IH 

L6 Sociology 

Overall Proportion of Public Talk Allocated 
to Pupils in KL's Lessons 

Number 
of Lessons 

Amount of 
Public Talk 
(in minutes) 

Overall 
Proportion of 
of Pupil Talk 
(%) 

12 87 24.7 

16 62 19.8 

4 90 22.7 

Mean and Median Proportion of Public Talk 
Allocated to Pupils in KL's Lessons 

Number of Mean Standard Median 
Lessons Proportion Deviation Proportion 

of Pupil (n) of Pupil 
Talk per Talk per 
Lesson Lesson 

12 13.6 14.65 8.5 

16 15.4 9.69 15.3 

4 23.1 5.11 23.1 

Mean and Median Proportions of Public Talk 
Allocated to Pupils per Thousand Seconds 
of Public Talk in KL's Courses 

Number of Mean Standard Median 
1000 Proportion Deviation Proportion 
Second of Pupil (n) of Pupil 
Periods Talk per Talk per 

Thousand Lesson 
Seconds 

5 25.4 11.44 26.7 

3 18.4 6.84 15.7 

5 22.2 8.12 24.5 

Inter
Quartile 
Range 

27.20 

18.05 

10.22 

Inter-
Quartile 
Range 

24.49 

16.08 

15.41 
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Overall and per thousand seconds of public talk, fourth year IH shows the 

highest score and fifth year IH the lowest, with Lower Sixth Sociology 

between the two. (The ordering is different for the scores per lesson but 

this simply reflects the effects of different amounts of written work in 

courses.) The differences are small. The correlation ratio between the 

fourth and fifth year course scores is 0.10, that between fifth year IH and 

Lower Sixth Sociology is 0.05 and that between Lower Sixth and fourth and 

fifth year IH combined is even closer to 0. 

Number of Pupil Contributions: Tables KL4 and KL5 give the number of pupil 

contributions per lesson and per thousand seconds of public talk for KL's: 

courses. 

Table KL4 Number of Pupil Contributions per Lesson 
on KL's Courses 

Number Total Mean Standard Median Inter-
of Number of Number Deviation per quartile 
Lessons Contri- per Lesson (n) Lesson Range 

but ions 

4th Year IH 12 276 23.00 30.5 10.0 24.50 

5th Year IH 16 247 15.44 13.3 ll. 5 23.50 

L6 Sociology 4 262 65.50 5.5 65.5 11.00 

Table KL5 Number of Pupil Contributions per Thousand 
Seconds of Public Talk for KL's Courses 

Number of Mean no. Standard Median No. Inter-
1000 sec. per 1000 Deviation per 1000 quartile 
Periods Seconds (n) Seconds Range 

4th Year IH 5 53.6 17.67 59.0 38.50 

5th Year IH 3 62.0 15.12 63.0 37.00 

L6 Sociology 5 48.2 14.90 48.0 38.00 
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Lower Sixth Sociology shows a much greater frequency of contributions per I 
lesson. However, when we control for different amounts of public talk 

I between lessons, both fourth and fifth year IH show higher scores than 

Lower Sixth Sociology. Once again, though, the correlation is weak. The I 
correlation ratio for fourth and fifth year courses compared with the Lower 

Sixth is 0.12 (for the fifth compared with the Lower Sixth it is 0.22). I 
Length of Pupil Contributions: Tables KL6, KL7 and KL8 compare the mean I 
and median length of pupil contributions on KL's courses: I 
Table KL6 Overall Mean and Median Length of Pupils' 

Contributions on KL's Courses I 
Number of Overall Standard Overall Inter-
Cont- Mean Deviation Median Quartile I 
ributions (n) Range 

4th Year IH 276 4.7 5.14 2.6 3.92 I 
5th Year IH 247 3.0 5.55 2.4 1. 98 

L6 Sociology 262 4.7 4.22 3.3 4.34 I 
Table KL7 Mean and Median Length of Pupil's Contributions I 

per lesson for KL's Courses 

Number Mean Standard Median Inter-
of of Deviation of quartile I 
Lessons Means (n) Medians Range 

4th Year IH 12 3.0 1.42 2.1 1.28 I 
5th Year IH 16 2.42 0.82 2.0 0.60 

L6 Sociology 4 4.7 0.35 3.3 0.44 I 
I 
I 
I 
I 



I 
I 
I 
I 
I 
I 
I 
I 
I 
I 
I 
I 
I 
I 
I 
I 
I 
I 
I 
I 

Table KL8 

4th Year IH 

5th Year IH 

L6 Sociology 
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Mean and Median Length of Pupils' 
Contributions per Thousand Seconds 
of Public Talk on KL's Courses 

Number of 
Thousand 
Second 
Periods 

5 

3 

5 

Mean of 
Thousand 
Second 
Period 
Means 

4.6 

2.9 

4.5 

Standard 
Deviation 
(n) 

1.14 

0.42 

0.52 

1 .... , ... 

Median of 
Thousand 
Second 
Period 
Medians 

2.7 

2.1 

3.1 

Inter
Quartile 
Range 

0.58 

1.17 

0.60 

On all measures except the mean of thousand second period means, Lower 

Sixth Sociology has the longest average length of contributions, and fifth 

year Integrated Humanities has the shortest. The difference between these 

two courses is large, the correlation ratio is 0.69. However, the 

correlation ratio between fourth and fifth year courses together and the 

Lower Sixth course is 0.06. 

Summary 

The differences between the courses taught by KL on these quantitative 

measures show no clear overall trend. Fourth Year IH has the highest 

proportion of pupil talk, overall and per thousand seconds, Fifth Year IH 

has the highest mean number of pupil contributions per thousand seconds, 

while Lower Sixth Sociology and Fourth Yeah IH differ from the other 

course average length of pupil contribution overall. However, all these 

differences are relatively small and the correlations weak, with the 

exception of that between Fifth Year IH and Lower Sixth Sociology on length 

of contribution, where there is a high score. 
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Teacher 7 MN 

Courses and Classes Observed 

We observed MN teaching Fifth Year IH and Fifth Year Geography. 

5th Year IH: MN shared the teaching of his Fifth Year Integrated 

Humanities group with another teacher, taking alternate lessons. Seven 

double lessons were observed during which time the class were covering the 

mass media, the local community, and industry modules. There were 25 

pupils in the class, 16 boys and nine girls, though in one lesson the 

number was as low as 17. MN's lessons were divided unequally between 

public discussion led by him during which pupils listened and answered 

questions without taking notes (18%, 92 minutes) and individual written 

work when the teacher went round helping individuals and sometimes engaged 

in casual conversation with individuals and groups. 

The pupils completed the course in 1984. 

5th Year Geography: Geography was an option for which pupils were 

extracted out of Integrated Humanities lessons for two double periods per 

week (i.e. four lessons). There were two Geography groups within the 

school, one taught by MN, the other by OP. MN reported that his Geography 

group contained high ability pupils and during the period of observation 

three pupils were eliminated from the group because he decided they were 

not capable of Geography 'O' level. 

During the period of observation (seven double lessons over five weeks) 

the pupils were covering different areas of the British Isles and some 
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mapwork exercises. There were 19 pupils, 10 boys and nine girls. On 

average 38% (197 minutes) of each lesson was taken up with public 

discussion led by MN (pupils did not generally take notes unless directed 

to do so), the other main form of pedagogy was individual written work. 

Homework was regularly set and marked. 

These pupils completed the course in 1984. 

Perceptions of the Courses 

MN had taught at Second School for seven years, teaching Geography, 

Social Studies and Environmental Studies courses. During the period of the 

fieldwork, he was teaching on the Integrated Humanities course, Fifth Year 

'0' level Geography and 'A' level Geography, as well as acting as a Head of 

House. 

When asked what his main aim in teaching Integrated Humanities was, he 

replied: 

MN: Good question. I don't know if you've got a main 
aim - I think - yes you probably have. I think I 
would like the kids at the end of the two year 
period of study to actually emerge at the end of it 
with a much greater knowledge and understanding of 
the way in which our society works. And I think 
when we first ran the course we made mistakes in 
the content that we used and I think that we often 
over-emphasised the content rather than the method, 
rather than the process. And I think particularly 
with a subject like Humanities the thought process, 
the method, getting kids to actually think, getting 
kids to form opinions and to form values I think 
that for me is the most important part of the 
course. And actuallly challenging many of the 
assumptions that they make. And you can think of 
all sorts of topics that are covered in the course 
which do precisely that: nuclear warfare's an 
obvious one but I would also talk about developing 
world, apartheid, the work that we do there, 
employment, trade unions. 

(Interview) 
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Asked what the main problems were in getting pupils to think about issues 

he commented: 

MN: Fears, attitudes I think, parents and the media. I 
don't know whether that's the right order of 
priority but those are the three things that stand 
out and I think you can go some way if you are a 
reasonably skilful classroom practitioner in - I 
don't want to say breaking down the influence but 
in actually modifying the influence of the peer 
group within the classroom in terms of actually 
letting or encouraging people to express their own 
point of view and to - sensibly, without shouting 
at each other, talking things over. And you can do 
that to a certain extent with I think the impact of 
parents, though you obviously have to be careful 
here. I think you have to take, if you are dealing 
with a controversial issue like nuclear warfare, I 
think that you have to take a neutral standpoint 
certainly to begin with. I usually only declare my 
own point of view at the end of the piece of work 
or if the kids specifically ask me. On an area 
like that which is controversial, which does arouse 
parents' feelings, the same as does trade unionism, 
as does the attitude towards immigration and 
apartheid and so on and so forth. I think the 
developing world, I take a very much more, I don't 
know, antagonistic point of view because the facts 
there seem to me to be least or less controversial. 
It seems to be, to me anyway, to be common sense 
that what we are doing there and the way in which 
we are trying to educate the children is correct. 
I for one am not prepared to actually defend many 
of the immoral, what shall we say, traits of our 
national heritage. It sounds a bit convoluted, but 
that is the way I feel. I think the hardest thing 
of all there to combat is the influence of the 
media. And we run a media course, we look at the 
mass media, we look at the way in which the mass 
media tries to manipulate people's thinking, 
people's opinions. We look at ownership, we look 
at control, we look at various sectional interests 
that operate within that. But it's - I think it's 
frightening the extent to which people form their 
opinions based on what they read in the newspaper, 
based on what they hear coming out of a TV set. 
When you actually ask a fourth year group how many 
of them read a national newspaper and about 20 of 
the 30 hands go up. Of that 20 you ask them to 
( ••• ) nominate the newspaper they read most often, 
18 out of the 20 say The Sun. Then you get a 
realistic picture I think of the sort of 
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information they are getting about current affairs, 
and what is going on in the world. I wouldn't say 
that I'm a Sun basher but I do try and point out 
that there are other newspapers that are available, 
there are other points of view. 

(Interview) 

There seem to be two goals for MN, then, in teaching Integrated 

Humanities. The overriding aim is to encourage pupils to think about 

social issues, to work out opinions for themselves rather than simply 

accepting those of other people, and at the same time to respect other 

people's opinions. This is very much in line with the aims and objectives 

of the JMB syllabus. At the same time, it is clear that MN is also 

interested, to some degree, in providing facts and arguments which change 

pupils' opinions. He sees the other influences on pupils' opinions as 

mostly pushing in a particular direction and that his role is to counter 

that direction of influence. Certainly, that seems to be his view in 

relation to issues surrounding the Third World. 

When asked whether his teaching varied between Integrated Humanities 

and Geography, MN was in no doubt: 

MN: The style that I use certainly does because I think 
if only for the simple reason that the Geography, 
by definition, certainly in the last three years 
has been an '0' level option, for want of a better 
phrase. It is the only other subject that the 
Department has offered and we've therefore taught 
largely kids in the top of the ability range. I 
would say the top 30%. So you can certainly adapt 
your style to a more -well whichever way you want, 
didactic method. I think you can afford to be more 
flexible, you don't have to think as hard. 

R: What of the Geography you mean? 
MN: Yeh I mean you can get away, if getting away is the 

right phrase, but you can actually do more things 
without ( ••• ). Whereas with the Integrated 
Humanities, ( ••• )because you are teaching mixed 
ability, because of the nature of the content, 
because of the fact that we are writing our own 
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syllabus and because of the fact that we can do 
what we want and there is no effective syllabus to 
be covered in the sense of getting from A to Z, you 
can, given - you have to work a lot harder. The 
end result I think is it's a lot more satisfactory. 
The primary difference I suppose is the ability 
range that you are covering. For Geography you 
don't have kids with reading ages of nine, 10 and 
11. 

R: So are you saying that - on Geography you would say 
your style is more didactic? 

MN: Yeh I would say that it was more structured. 
Probably more teacher-orientated rather than child
orientated yes, that wouldn't be unfair. We also 
use textbooks as well which makes a significant 
difference; not for all parts of the course but 
for the fifth year. The fourth year part was 
always, was exclusively taught using a syllabus 
that we produced ourselves, and some of the fifth 
year stuff was as well. And we supplemented that 
with text books and again that makes a difference 
because again you, you expect kids to ferret out 
information for themselves, you can set work based 
on the text if you so desire. But in essence its a 
different teaching style altogether. 

(Interview) 

For MN, then, the fact that Geography has been taught only to the top end 

of the ability range has resulted in a more didactic style of teaching 
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because these pupils can cope with that style. On the other hand, teaching II 
on the IH course, because it catered for the full ability range, could not 

take a didactic form. However, MN also felt that the nature of the demands 

of the AEB Geography examination was an important factor shaping his 

teaching on that course: 

R: And is that [difference in teaching style] to do 
with the fact that [the Geography course] leads to 
an exam at the end or is that ••• 

MN: Yes I think you are always conscious of the fact 
that at the end of the day this particular board, 
the result is based on three examination papers, no 
course work, no practical work. There was scope 
for field work [but that] was difficult to actually 
work into the exam format. The whole thing was 
geared ( ••• )entirely to an exam so if you think 
about the way in which you taught, particularly 
when you taught your revision one would spend a 
fair proportion of the time ( ••• ) teaching 
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[examination] technique. If you look at one of 
those papers the map work paper its~then really a 
question of actually getting kids to produce the 
goods in 45 minutes flat. Having taught the thing 
now for about ten years in one form or another 
there is no doubt in my mind that all kids can pass 
'O' level map work, but not all kids can pass 'O' 
level map work in 45 minutes and that is a problem. 
That is a real problem because you are actually 
teaching kids to work quickly under pressure and 
that is the hardest problem of all I think to get 
across particularly where they are running 
alongside other courses where time is not of the 
essence, where they are being course work assessed, 
where they might have very few formal examinations. 
That might be a factor that I think contributed to, 
generally speaking, the low pass rates that we 
have had in Geography. One of the factors anyway. 

R: Over and above technique, what would you say that 
the Geography exam demands of pupils? 

MN: Good memory unfortunately. I mean we had a Mode 
three CSE Geography which was not based on the 
amount of information that you could store, which 
was based on data response, which was based on 
problem solving and whilst '0' level is moving very 
slowly in that direction - they introduced a 
multiple choice paper which helped - the third 
paper the Europe and the World is by and large a 
matter of how much you can remember rather than how 
you actually use the information available to 
answer a particular problem. That I think would be 
the most significant difference. So yes there is a 
fair bit of regurgitation particularly on the paper 
three. 

(Interview) 

MN seemed to have mixed feelings about the two courses. On the one 

hand, he was clearly committed to the aims of the Integrated Humanities 

course and disliked the emphasis placed on memorizing by the Geography 

syllabus. At the same time, he regarded Integrated Humanities as: 

a necessary evil. (Relevance) is a bit of a 
dirty word. It's better for them [the pupils]. 
We've put in a lot of effort to make it relevant. 
They still complain about it of course. 

(Fieldnotes) 

Moreover, it was quite clear from his comments in the staffroom and to the 

researcher that he preferred teaching his Geography class: 
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[MN to R after a Geography Lesson) 
MN: Did you enjoy that? 
R: Yeh, a bit different to the other group [Integrated 

Humanities). 
MN: Oh yeh. Mind you, you have to watch some of them, 

some of the boys, a bit too bubbly. 
R: Yeh but mostly about the material, no messing 

about. 
MN: Oh yeh, I enjoy teaching them, give you a zap. You 

have to work your balls off with 5K [Integrated 
Humanities class). 

(Fieldnotes) 

[Staffroom: MN, LW (Head of Department) and R 
talking before a Geography lesson) 

MN: What's next? Oh a bit on the chemical industry, 
the Multinationals. 

LW: Oh you've got your nice little Geography group. 
MN: Yeh, highlight of the week, it really is. 
JL: I'll bet, I wish I had it. 

(Fieldnotes) 

It seems likely that it was the chance to teach his own subject and to 
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teach a high ability group which explains MN's preference here. At the end I 
of the year, though, MN commented: 

Results 

That's [Geography) finished now, no more. I'm not 
sorry actually. It's only right we're teaching 
core [i.e. Integrated Humanities), we should teach 
core, that's what the school wants. 

(Fieldnotes) 

Proportion of Pupil Talk: The proportion of public classroom talk 

allocated to pupils on MN's courses are given in Tables MN1, MN2 and MN3: 

Table MN1 Overall Proportion of Public Talk Allocated 
to Pupils in MN's Lessons 

Number of Amount of Overall 
Lessons Public Proportion 

Talk (in of Pupil 
Minutes) Talk (%) 

5th Year IH 14 92 15.3 

5th Year Geog 14 197 17.5 
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Table MN2 

5th Year IH 

5th Year Geog 

Table MN3 

5th Year IH 

5th Year Geog 
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Mean and Median Proportions of Public Talk 
Allocated to Pupils in MN's Lessons 

Number of Mean Standard Median 
Lessons Proportion Deviation Proportion 

of Pupil (n) of Pupil 
Talk per Talk per 
Lesson Lesson 

14 9.2 7.14 6.2 

14 17.0 2.69 16.4 

Mean and Median Proportions of Public Talk 
Allocated to Pupils per Thousand Seconds 
of Public Talk in MN's Courses 

Number of Mean Standard Median 
Thousand Proportion Deviation Proportion 
Second of Pupil (n) of Pupil 
Periods Talk per Talk per 

Thousand Lesson 
Seconds 

5 16.0 3.09 16.1 

11 17.6 6.43 19.0 

Inter-
Quartile 
Range 

13.71 

5.94 

Inter-
Quartile 
Range 

6.72 

9.43 

There is a small difference between the two courses here representing a 

weak correlation (correlation ratio= 0.02), with Geography showing the 

higher score. 

Number of Pupil Contributions: Tables MN4 and MN5 give the mean and median 

number of pupil contributions per lesson and per thousand seconds of public 

talk for MN's courses. 



Table MN4 

Sth Year IH 

5th Year 
Geog 

Table MNS 

5th Year IH 

- 188 -

Number of Pupil Contributions per Lesson 
on MN's Courses 

Number Total 
of Number of 

Mean 
Number 

Lessons Contri- per Lesson 

Standard 
Deviation 
(n) 

Median 
per 
Lesson 

butions 

14 300 42.9 46.84 16.0 

14 681 97.3 35.53 98.0 

Number of Pupil Contributions per Thousand 
Seconds of Public Talk on MN's Courses 

Number of Mean per Standard Median per 
Thousand Thousand Deviation Thousand 
Second Seconds (n) Seconds 
Periods 

5 56.8 11.21 59.0 

5th Year Geog 11 57.9 19.03 62.0 

Inter
Quartile 
Range 

88.00 

47.00 

Inter-
quartile 
Range 

22.50 

38.00 

While there is a large difference between the courses in numbers of 

contributions per lesson, once we have controlled for written work this 

difference largely disappears. The correlation ratio is very close to 0, 

(less than 0.01). 

Length of Pupils' Contributions 

Tables MN6, MN7 and MN8 compare the mean and median length of pupils' 

contributions for the two courses. 
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Table MN6 Overall Mean and Median Length of Pupils' 
Contributions for MN's Courses 

Number of Overall Standard Overall Inter-
Contri- Mean Deviation Median Quartile 
but ions (n) Range 

5th Year IH 300 2.8 2.2 2.2 1. 8 

5th Year Geog 681 3.0 2.6 2.2 2.2 

Table MN7 Mean and Median Length of Pupils' Contributions 
per Lesson for MN's Courses 

Number Mean of Standard Median of Inter-
of Lesson Deviation Lesson Quartile 
Lessons Means (n) Medians Range 

5th Year IH 14 2.6 0.6 2.1 1.1 

5th Year Geog 14 3.0 0.4 2.2 0.2 

Table MN8 Mean and Median Length of Pupils' 

Contributions per Thousand Seconds 
of Public Talk on MN's Courses 

Number of Mean of Standard Median of Inter-
Thousand Thousand Deviation of Thousand Quartile 
Second Second (n) Second Range 
Periods Period Period 

Means Medians 

5th Year IH 5 2.8 0.2 1.9 0.3 

5th Year Geog 11 3.0 0.4 2.2 0.5 

Geography has a slightly larger mean and median length of pupil 

contribution than IH, but the difference is small. The correlation ratio 

is 0.06. 
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Summary 

The differences between these two courses in terms of number and length 

of pupil contributions are very small. There is a slightly larger 

difference between them as regards proportion of pupil talk, with Geography 

having the higher score. Even here, though, the correlation is weak. 

Teacher 8 OP 

Courses and Classes Observed 

We observed OP teaching Fifth Year IH and Fifth Year Geography. 

Fifth Year IH: Seven double periods (14 lessons) of this course were 

observed spread over a month. During this time the class were working on 

mass media and local community study modules. There were 24 pupils in the 

class, 12 boys and 12 girls. 11% (57 minutes) of lesson time was occupied 

by public classroom talk. 

These pupils completed the course in 1984. 

Fifth Year Geography: During the period of observation (three double 

periods, i.e. six lessons over three weeks), there were: two map work 

exercises, involving class discussion and written work; class discussion of 

a multiple choice exam paper; and pupil written work on a multiple choice 

paper under exam conditions. Each of these activities took up a double 

I 
I 
I 
I 
I 
I 
I 
I 
I 
I 
I 
I 
I 
I 
I 
I 
I 
I 
I 
I 



I 
I 
I 
I 
I 
I 
I 
I 
I 
I 
I 
I 
I 
I 
I 
I 
I 
I 
I 
I 

- 191 -

period. Overall 30% (68 minutes) of lesson time was given over to public 

talk. There were 12 pupils, five boys and seven girls, in the class. 

Unlike MN's Geography class pupils seemed to be admitted and retained in 

the class on other grounds than just an assessment of their ability to do 

the course: 

R: They seem a mixed group. 
OP: Well, perhaps the problem is I've been persuaded to 

keep people in the group who've basically no chance 
whatsoever of getting an 'O' level Geography as a 
kind of chance to give the rest of the [IH) groups 
a breather. I mean Freddie and Guy, Malcolm's 
quite bright, but a lot of them are naughty boys 
who do an awful lot of talking and things and I'm 
taking them out [of IH) and it's giving the others 
a chance to get on. I mean I'd have actually sent 
Freddie and Guy back to Integrated Humanities and 
Malcolm last year for lack of work but, you know. 

Later in the year Freddie was, in fact, dropped from the Geography group. 

These pupils completed the course in 1984. 

Perceptions of the Courses 

OP had been at Second School for five years. She was a Geography 

graduate who had taught for a couple of years without a teaching 

qualification before having a family and had done a PGCE course before 

returning to teaching. She came to Second School after a year at another 

local school which she found "stuffy" and resistant to change; and where 

the head of department, though less qualified than she was, ''kept all the 

'A' level work for himself" (Interview). Her reasons for her move were 

that she wanted to teach "Geography of the type I'd looked at on my PGCE" 

and without having to spend time chasing pupils over "petty regulations 

about dress". She came to Second School to teach Geography but ended up 
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teaching on the Environmental (i.e. Social) Studies course, a subject about 

which she knew "absolutely nothing" (Interview). Later she moved even 

further away from simply being a Geography teacher by being appointed Head 

of House, a post in which she continued during the time of the research. 

She described her main aim in teaching the Integrated Humanities course 

as follows: 

OP: I think my main aim is really to give a bit of an 
understanding of the world we live in really in all 
sorts of ways, the local area, how that has come 
about, what rights you have got, what 
responsibilities you have got in the local area, 
in the country as a whole and then a little bit - I 
mean I don't think we do very much, but I think we 
do enough about the rest of the world, about the 
events in the rest of the world and how they 
impinge on us; and what sort of responsibilities 
we've got in the rest of the world. And that I 
think covers things from nuclear war right through 
to the developing world and so forth. But its kind 
of citizenship I think is the stuff I kind of aim 
for. Understanding, I want them, at the end of the 
course, if nothing else, to be able to read a 
newspaper and understand what is going on rather 
than, you know, the sort of ludicrously closed 
viewpoint a lot of pupils have. I want them to 
feel confident too about making opinions and 
judgements on big issues and voicing those opinions 
coherently. Now that might be a bit ambitious 
because in fact a lot of them don't reach that sort 
of level. But I think that would be it, to 
understand, and to be able to express opinions, to 
make opinions, make judgements. 

R: So in terms of you know [JMB criteria] ( ••• ). 
OP: Yes well I think [recall of knowledge] is part of 

it. I mean I think you can't understand unless you 
have some knowledge. And I don't think you can 
make judgements unless you have got some knowledge. 
So yes, there is - I think that's at the bottom of 
it, passing on knowledge. But I think it's only a 
small part of that particular course. 

R: It's outbalanced by ••• 
OP: Its using that knowledge to make opinions, to make 

judgements. I suspect some of the judgements the 
kids end up with are my judgements, that they 
parrot. 

(Interview) 
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She thinks the Integrated Humanities course "worked out very well ••• I 

like doing it" (Interview). However, she feels that she tends to place too 

much emphasis on course work and that the pupils pick this up, only being 

prepared to do work if it is course work: 

To actually just take something we enjoy and like 
and follow it right through and take as long as we 
like, is probably possible, but I'm too nervous to 
risk it. Maybe it's possible. I think LT (another 
teacher in the Humanities department) certainly 
wanders off the syllabus a lot more than I dare do, 
and yet gets everything done that needs to be done. 
But again I think if we'd had a bit of stability 
and run the course steadily I'd have acquired this 
confidence. But I haven't really because each year 
it's something new. And basically I'm a 
Geography/Geology graduate and to me this is Social 
Studies, or Sociology. And I don't really feel 
that secure with a topic until I've taught it the 
second time around. 

(Interview) 

There were some other constraints which OP felt prevented her from 

exploiting the flexibility within the syllabus, in particular her role as a 

Head of House: 

I just haven't, I mean - to be absolutely honest I 
haven't spent anything like the time I should have 
done on preparing lessons or on marking. And I 
haven't felt proud of the work I've done in the 
classroom at all. And I strongly suspect that 
there are Scale One teachers on their probationary 
year who are doing a better job than I am in the 
classroom because for one thing they are - they 
don't have 27 people come in and ask them to come 
and deal with a crisis. Nor are they given the 
nastiest toughest groups all the time because they 
are tough and they can deal with it ••• But I mean 
my kids seem to struggle through and get good exam 
results so somewhere I must be doing it alright. 
But I am never able - quite able to put my finger 
on it. 

(Interview) 
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I'd like to feel that I could say when the kids get 
stuck into something, say right, well we are not 
going to go on to the new topic next week, we'll 
just carry on with this because you are obviously 
enjoying it. Or I could, say, take them out more 
than I do. Now, it's all logistics. I can't take 
them out because I'm a Head of House and I'm on 
[duty] and I've got to be here and that kind of 
thing. 

(Interview) 

She also found the administrative arrangements for the viewing of videos a 

hindrance: 

Equally you can't follow through because next 
week's topic has to be started because of the 
booking for seeing the various crucial videos. So 
if I left it another couple of weeks I get all out 
of synch with the person I'm paired with for 
watching the videos. It's all that kind of thing. 

(Interview) 

Asked if she thought the JMB or SREB syllabuses were a constraint, she 

replied: 

I think there is more flexibility in the syllabus 
than I realized to begin with. I think looking at 
it next year if I was here next year [she is 
leaving for a post elsewhere] I would not bother 
quite so much. I think I'd be more inclined to 
make time to get the videos copied say, so that I'm 
not tied to that kind of schedule perhaps. And 
then to follow things that interested me and the 
kids more. 

(Interview) 

OP felt that she taught differently on the Integrated Humanities and 

Geography courses: 

I'm a traditional teacher. I like to do a chalk 
and talk kind of thing and I like people to take 
notes and to learn things and then to practise 
exam-type questions and that kind of thing. 
Compared to a lot of the teachers here I suppose 
that makes me very formal. Compared to the way I 
taught at [previous school] or the way the rest 
taught at [previous school] I was actually very 
relaxed because the kids could sort of yell out 
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questions. We could discuss things. They could 
lounge at the desks and that sort of thing. I 
didn't sort of check every little note they had 
written to make sure it was alright. I didn't 
dictate notes I expected them to be able to make 
their own. That kind of thing. So I suppose the 
Geography that we do and the syllabus that we have, 
it lends itself to that kind of teaching whereas I 
don't think the Integrated Humanities one does at 
all, because it's not fact-based, whereas the 
Geography thing is. I actually like fact-based 
things. I like things, 'this is the way a volcano 
works or it doesn't', you know, it's not open to 
debate really, or not at that level anyway. Whereas 
an awful lot of what we do in Integrated Humanities 
is opinion and I mean I think in lots of ways and 
for lots of kids that's nice. But an awful lot of 
them really don't have any opinions on anything, 
don't really want to make opinions and just want to 
plod through and get an exam and would actually 
prefer you, - they keep saying 'Yes, but what is 
the answer?' - and don't really want to have to say 
what they think about anything in particular. I 
can find that hard going with some kids, whereas 
it's easier, I find it easier to teach the 
Geography. 

R: When you say it's fact-based do you also mean that 
basically you have to provide them with the 
information about say how a volcano works, there is 
no way in which they can work it out or ••• 

OP: Ehm, yes I mean given the syllabus we've got, given 
the kind of time we've got to get it done in. 
Given the kinds of text books we've got. I'm well 
aware that if I had more time and given some of the 
work I've done in Lower School over the last year, 
what I'd actually like to do is get them to work it 
out for themselves. I did the farm game for 
example with kids down in [Lower] School and then 
we looked at what we grow where and why we grow it 
and what about rotating crops and that kind of 
thing. I'm well aware that it's perfectly possible 
not to be a - you know a feeder of facts but that 
is the way - I actually enjoy doing it and I think 
that kids in the Upper School, it's a pleasant 
change for them. And a lot of the kids seem to 
enjoy Geography more than any of their other 
subjects just because they know what they have got 
to do and it's straight-forward. But I know- I 
realise that you don't have to teach Geography that 
way. But yes, that is the way I do it. 

(Interview) 
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In another context, in the staffroom, talking to MN and KL, OP made the 

same point about the fact-based character of the course, though this time 

she used this to explain why she was having trouble with some of the 

pupils. Having reported she has already put two of the pupils on detention 

she remarks: "The trouble is it's learning facts, remembering facts, it's a 

different style to everything else they do." (Fieldnotes). 

Summary 

OP is clearly committed to the goals of the Integrated Humanities 
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course. However, she seems to place much more emphasis on the transmission I 
of knowledge in the course than some of her colleagues, even though it is 

less fact-based than the Geography course. She portrays herself as 

basically a Geography teacher and as a traditional teacher who likes 

teaching facts. And for this reason she finds it easier to teach the 

Geography course. From her perspective, her teaching on the IH course is 

seriously constrained by her duties as Head of House, by the attitudes of 

some pupils, but not by examination board syllabi and regulations. 
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Results 

Proportion of Pupil Talk: Tables OP1, OP2 and OP3 show the proportion of 

pupil talk for the two courses which OP teaches: 

Table OP1 Overall Proportions of Public Talk Allocated 
to Pupils in OP's Lessons 

Amount of Overall Number 
of 
Lessons 

Public Proportion 
Talk (in of Pupil 
Minutes) Talk (%) 

5th Year IH 14 57 6.9 

5th Year Geog 6 68 15.2 

Table OP2 Mean and Median Proportions of Public Talk 
Allocated to Pupils in OP's Courses 

Number Mean Standard Median 
of Proportion Deviation Proportion 
Lessons of Pupil (n) of Pupil 

Talk per Talk per 
Lesson Lesson 

5th Year IH 14 5.9 3.48 4.8 

5th Year Geog 6 12.6 3.90 10.4 

Table OP3 Mean and Median Proportions of Public Talk 
Allocated to Pupils per Thousand Seconds 
of Public Talk in OP's Courses 

Number of Mean Standard Median 
Thousand Proportion Deviation Proportion 
Second of Pupil (n) of Pupil 
Periods Talk per Talk per 

Thousand Thousand 
Seconds Seconds 

5th Year IH 3 6.3 2.00 6.0 

5th Year Geog 4 15.2 3.27 15.6 

Inter
Quartile 
Range 

3.48 

8.76 

Inter
Quartile 
Range 

4.88 

5.44 
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In each case, Geography shows over twice the proportion of pupil talk 

compared with Integrated Humanities. The correlation ratio here is 0.71. 

It should be noted, though, that the samples, of lessons in Geography, and 

of total amount of public talk in both courses, are rather small. 

Number of Pupil Contributions: Tables OP4 and OP5 give the number of pupil 

contributions per lesson and per thousand seconds for OP's courses: 

Table OP4 Number of Pupil Contributions per Lesson 
on OP's Courses 

Number Total Mean Standard 
of Number of per Deviation 
Lessons Pupil Lesson (n) 

Contri-
but ions 

Median 
per 
Lesson 

5th Year IH 14 106 7.6 10.59 2.0 

5th Year 
Geog 6 229 38.2 32.08 17.0 

Table OP5 

5th Year IH 

5th Year Geog 

The difference 

two courses is 

However, it is 

Number of Pupil Contributions per Thousand 
Seconds of Public Talk on OP's Courses 

Number of Mean per Standard Median per 
Thousand Thousand Deviation Thousand 
Second Seconds (n) Seconds 
Periods 

3 30.00 7.79 31.0 

4 56.20 7.79 55.5 

in mean and median number of pupil contributions 

reduced when measured per 1000 seconds of public 

still fairly substantial. The correlation ratio 

Inter-
quartile 
Range 

7.50 

69.50 

Inter-
quartile 
Range 

19.00 

14.50 

between 

talk. 

is 0.74. 

the 
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Length of Pupils' Contributions: Tables OP6, OP7 and OP8 show the mean and 

median lengths of pupils' contributions for the two courses: 

Table OP6 Overall Mean and Median Length of Pupils' 
Contributions on OP's Courses 

Number of Overall Standards Overall Inter-
Cont- Mean Deviation Median Quartile 
ributions (n) Range 

5th Year IH 106 2.2 2.08 1.9 1.20 

5th Year Geog 229 2.7 1.96 2.1 1.80 

Table OP7 Mean and Median Length of Pupils' Contributions 
per Lesson on OP's Courses 

Number Mean Standard Median of Inter-
of of Deviation Lesson Quartile 
Lessons Lesson (n) Medians Range 

Means 

5th Year IH 14 1.9 0.66 1.5 0.43 

5th Year Geog 6 2.4 0.37 1.9 0.48 

Table OP8 Mean and Median Length of Pupils' 
Contributions per Thousand Seconds 
of Public Talk on OP's Courses 

Number of Mean of Standard Median of Inter-
Thousand Thousand Deviation Thousand Quartile 
Second Second (n) Second Range 
Periods Period Period 

Means Medians 

5th Year IH 3 2.1 0.14 1.7 0.51 

5th Year Geog 4 2.7 0.39 2.1 0.62 

Geography shows the longest average pupil contribution. The correlation 

ratio is 0.50. 
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Summary 

There is a large difference in overall proportion of pupil talk and in 

frequency of pupil contributions between these two courses with Geography 

showing the higher scores in both cases. The correlation ratios are 

relatively high, as is that between the courses for mean length of pupil 

contribution. However, the samples of public talk for each course are 

rather small and so these results must be treated with particular caution. 
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THIRD SCHOOL 

Third School is an 11 - 16 co-educational comprehensive school, a 

purpose-built community centre sited in a suburb of a large industrial 

town. Apart from the normal school activities the centre provides the 

facilities for numerous community-based activities and evening classes. 

The school itself, however, is run quite separately from these community 

facilities. 

There are 60 teaching staff and 1082 pupils. Pupils in years one, two 

and three remain in the same mixed ability teaching groups for all their 

subjects. In years four and five a core plus option system operates in 

which English, Mathematics and Games form the 'core' and all other subjects 

are organised into option columns. 

Schools Council History has been taught in the school since the project 

first began in 1973. The early take-up of the course suggests that the 

Schools Council approach was welcomed by staff members and there were many 

indications to suggest that this positive attitude towards it was also held 

by the present History teachers. One indication of these teachers' 

commitment to the course was provided by the CSE SCP Moderator who 

identified Third School as "a very good History school", which embodies 

"good practice" and which "always has a lot of good CSE entries" 

(Fieldnotes). 

There were four full-time History teachers in the department. Apart 

from one double lesson observing the head of department, we spent all the 

remaining time in the school was with QR, during which his second, third, 

fourth and fifth year classes were observed. 
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Courses and Classes Observed 

Second Year: A total of six lessons were observed (350 minutes) of two 

different groups. Group One had 28 pupils (15 boys and 13 girls) and Group 

Two had 27 pupils (12 boys and 15 girls). When observation began the 

pupils were working on the Middle Ages. The particular lessons we observed 

were concerned with Edward II and Robert the Bruce. During the fieldwork 

the pupils went on a field trip to London and, on their return to school, 

one double lesson was used to discuss what they had seen and learnt. The 

final double lesson of the period of observation was taken up with the end 

of term exam. 

(146 minutes) 

Of the six lessons observed, approximately 42% of the time 

was allocated to public talk. 

During these lessons many pupils would raise their hand in response to 

a question and generally QR would give an opportunity to speak to all the 

pupils who had their hands raised. 

Third Year: A total of five lessons (280 minutes) were observed with one 

group of third year pupils. There were 29 pupils in the class, of which 15 

were boys and 14 were girls. Of these lessons, about 24% (68 minutes) of 

the time was allocated to public talk. The third year syllabus focused on 

twentieth century History. When the fieldwork began, the class was 

beginning a new module on politics. The lessons involved some written work 

and some class discussion (question and answer). The first lesson was 
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about politics in very general .ter;ms and subsequent lessons looked at 
I ~.· 

" different political systems, beginning with communism; Two film strips 

were shown, one on riots and the other on terrorism. During the fieldwork 

the pupils had their end of term exam which was based on historical sources 

and not on the substantive content of the lessons. 

Fourth Year: Six double lessons (420 minutes) were observed, all of which 

were concerned with the History Around Us element of the course. In three 

of the lessons pupils worked individually on their own projects, three 

lessons were spent examining sources on the local town as part of a 

structured assessment, and one lesson was taken up with discussing what 

pupils had seen and learnt from a field trip. The emphasis on private 

written work in these lessons is reflected in the fact tht only 17% (70 

minutes) of the six double lessons was allocated to public talk. The 

pupils completed this course in 1985. 

Fifth Year: Two fifth year groups were observed, each for four double 

lessons (280 minutes observation of each group). There were 20 pupils in 

Band A (five girls and 15 boys) and 21 pupils in Band B (10 girls and 11 

boys). When observation began Band A were coming to the end of the section 

of work on the American West and Band B were approximately two-thirds 

through the medicine course. Of these eight double lessons (560 minutes), 

approximately 35% (199 minutes) was allocated to public talk. The pupils 

finished the course in 1984. 

QR enjoyed teaching the American West module but felt that it was the 

least substantial of the 'Study in Depth' modules: 
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We have a term or about twelve weeks to do the 
American West course and, quite frankly, I could do 
it in-about half the time ••• the rest is really 
just padding. 

(Fieldnotes) 

The Medicine module is the only one studied in the school which 

contains some contemporary work. Partly because of this QR believed that it 

was a "wonderful course". However, he did have some reservations: "the 

primary and secondary sources should really be distinguished much better in 

the text" and "there is an awful lot to get through which means that we 

don't probably do justice to some parts of the course ••• I just do a week 

on Pasteur then press on, that sort of thing" (Interview). 

Perception of the Courses 

QR appeared to be very much in favour of the philosophy underpinning 

the Schools Council Project. When asked for his thoughts about the course 

his immediate response was: 

I like the Project various aspects I am not 
happy about but I mean overall I like the Project. 
I like the materials, I like the attention, I like 
the emphasis. 

(Interview) 

More than this, though, QR believed that the Schools Council Project was a 

necessary development, one which secured the place of History in the school 

curriculum: 

Had History not put its house in order about 15 
years ago, then I really think History would have 
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disappeared from a great number of schools as a I 
separate examination subject • 
. · (Interview) ' 

The disintegration of History as a school subject was averted, QR told us, I 
I 

because the Schools Council course "justifies itself" and as such warrants 
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a place on the school timetable.·,t;·.The course justifies itself because it 

does not simply pass on a dormant body of knowledge but trains pupils in 

the techniques of the historian: 

History is an activity, it's not just learning a 
bunch of facts; historians perform certain tasks 
and these tasks can be performed by pupils in the 
school. And so what we are doing is teaching the 
children how to study History rather than teaching 
them what other people have studied and they are 
engaged in the process themselves. 

(Interview) 

The analogy he presented summarises his perspective on the philosophy of 

the Schools Council course clearly: 

And it's just the same as you wouldn't teach pupils 
football by sitting down saying, this is what 
footballers do. You take them out on the field and 
they kick a football about. They would be 
footballers. And its the same with the School 
Council approach, the emphasis is on the method and 
I think it is important that pupils are involved in 
the method, otherwise all the knowledge is 
second-hand. 

(Interview) 

Moreover, he was convinced that this approach to teaching History was an 

aid to improved pupil motivation, especially in the fifth year. 

Fifth years get very demotivated but we have a lot 
less problems with kids in terms of demotivation 
and behaviour than most subjects in the school. 

(Interview) 

One reason for this lack of demotivation is that both teachers and pupils 

are fully aware of why a particular topic is being studied: 

The pupils and the teachers are very conscious of 
exactly what you are doing and why ••• I think it 
is very important that you say to them: the aim of 
this study is that you should do the following 
things. 

(Interview) 

QR believed that the Schools Council Project had had an important influence 

on the teaching of History in secondary schools: 
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I think other courses have moved towards the 
Schools Council. First of all the sort of first, 
second and third year because probably they were 
the easiest to change. But I think more recently, 
from what I've seen of other examination 
syllabuses, they've moved closer to the Schools 
Council approach. There's much more emphasis on 
skill-based work. 

Apart from the impact of the Project on the teaching of historical 

skills, QR also perceived changes in the form of assessment on other 

courses: 

Even in the sort of 'A' level papers now there is a 
move towards a methods paper, and/or, a document 
question exam rather than the traditional four 
essays in three hours. 
, (Interview) 

Thus he believed the Schools Council approach was important as much for its 

general influence as for the actual project itself. 

A final feature of QR's perception of the philosophy of the course is 

that he regarded the course as one which meshed sympathetically with his 

own goals in teaching, which he described in the following way: 

When I was teaching 'A' level, the first lesson I 
had [I told the pupils] that I had three goals 
[ ••• ] and I said I would attach equal weight to 
each of them. The first was that, the first one 
was obviously that they should complete the course 
and get the qualification. The second one was that 
they should enjoy the course. And the third one 
was that I wanted them to be aware of what History 
was and to be a competent historian. Now I would 
say the same thing, I would have the same 
objectives for any kid that I taught. 

(Interview) 

All this suggests that QR was a teacher who was generally supportive of 

the project. The skill-based approach to History teaching enshrined in the 

History 13-16 course was one which corresponded to his own goals in 
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teaching and, at the same time, .,provided for him a Ju;stifiction for the 

place of History in the school curriculum. Another aspect of QR's 

perception of the Schools Council course was in r~lation to the pattern of 

assessment, that is the regime of written examination and assessed course 

wor~. QR fully supported this mixed foim of assessment. For example during 

a staffroom conversation he pointed to the existence of coursework as a 

"major feature" of the course, saying that the coursework "gives you an 

idea of how well they think and act like historians" (Fieldnotes). He also 

thought that the distribution of marks between coursework and written 

examinations (40%/60%) was satisfactory: 

I think is is about right. I mean you could make 
it 50% but [ ••• ]making i!t SO%·rather than 40% I 
don't think you'd really change the result. 

(Interview) 

However, although his perspective on the coursework-examination split 

seemed to be fairly consistent, he was critical of the.balance between 

examination papers. At present there is a 50:50 split between the 

coursework paper ('Medicine') and the 'Unseen' paper (i.e. both papers 

accounted for 30% of the final assessment), and QR felt that a different 

split would be better: 

I would like to see, personally, 40/40/20, 20% on 
the 'Unseen' paper, 40% on the course paper and 40% 
on the coursework. 

(Interview) 

On another occasion QR said that he would prefer the 'Unseen' paper to be 

based on course material: 

At the moment it is a bit of a lottery and I just 
think that if they are more familiar with the 
material they would do better. 

(Fieldnotes) 
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This is an interesting comment because Paper Two (the 'Unseen' paper) is an 

assessment of acquired historical skills and we might have expected QR, 

judging by his earlier comments, to have favoured this type of assessment. 

The examination results for GCE '0' level at Third School were as follows: 

GCE (% pass} N 

A B c D E u 

1983 5 5 35 15 40 0 20 

1984 0 5 50 17 28 0 18 

National (%) 8.3 24.7 37.4 17.8 10 1.8 18014 

1985 6 44 38 12 0 0 16 

National (%) 8.7 30.1 32.5 15.3 8.7 4.7 13003 

The 1985 result was clearly very good: the national pass rate at '0' level 

was 71.3% (Grades A, B and C) and Third School's pass rate was 88.0%. 

Another facet of QR's perception of the Schools Council 13-16 History 

project was his attitude towards the first part of this course, 'What is 

History?' designed for third year pupils. Though QR was very much in 

favour of the Project in years four and five, this was not the case in year 

three: 

I don't really like the third year course [ ••• ] 
because it's too bitty, its all over the place. 

(Interview) 
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Because of this view of the 'What is History' course, Third School had 

written their own third year syllabus based on twentieth century History. 

The second year course was designed as an "introduction to History' 

(Interview), with the explicit intention of "getting them interested in the 

subject [ ••• ) getting some basic historical concepts like evidence, bias 

and so on." (Interview). He believed that the course was "really very 

successful" (Interview). 

In summary, then, despite some minor qualifications, in a variety of 

contexts and on a number of different occasions QR indicated that he was 

attracted to the Schools Council course, and that he thought the 

skill-based, evidence approach to teaching the subject was essential in all 

year groups. 

Results 

Proportion of Pupil Talk: The overall proportions of pupil talk in the 

courses taught by QR were as follows: 

Table QR1 Overall Proportion of Public Talk Allocated 
to Pupils in QR's Courses 

Number Amount Overall 
of of Public Proportion 
Lessons Talk of Pupil 

(in mins.) Talk (%) 

2nd Year History 10 146 18.3 

3rd Year History 6 68 8.9 

4th Year SCP 12 70 9.2 

5th Year SCP 16 199 8.7 
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There is a large difference between 2nd year on the one hand and third, 

fourth and fifth years on the other. The mean and median scores for the 

proportion of pupil talk per lesson and per thousand seconds are displayed 

in Tables QR2 and QR3. 

Table QR2 Mean and Median Proportions of Public Talk 
Allocated to Pupils in QR's Lessons 

Number Mean Standard Median Inter-
of Proportion Deviation Proportion Quartile 
Lessons of Pupil (n) of Pupil Range 

Talk per Talk per 
Lesson Lesson 

2nd Year History 10 18.3 5.17 20.1 11.62 

3rd Year History 6 6.9 3.25 9.1 7.04 

4th Year SCP 12 7.4 3.55 5.7 6.96 

5th Year SCP 16 9.1 3.13 8.4 3.08 

Table QR3 Mean and Median Proportions of Public Talk 
Allocated to Pupils per Thousand Seconds 
of Public Talk for QR's Courses 

Number Mean Standard Median Inter-
of Proportion Deviation Proportion Quartile 
Thousand of Pupil (n) of Pupil Range 
Second Talk per Talk per 
Periods Thousand Lesson 

Seconds 

2nd Year History 8 19.2 4.25 19.6 7.49 

3rd Year History 4 9.1 4.93 10.1 6.70 

4th Year SCP 4 9.3 1. 71 9.6 3.24 

5th Year SCP 11 8.2 2.65 7.7 3.22 

·I 
1 
·.1 

t 
I 
I 
'I 
II 

' I 
I 
I 
I 
I 
I 
I' 
I: 
II 



'I 
I: 
J; 

1 
'-

J, 
I 

I 
I 

I 
I 

. '. ',';t~ '\ '" ' 

- 211 -

\·~ .... ~, •l;. ~ 
The pattern here is the same as that for the overall proportion of 

pupil talk. In each case, the second year course shows the highest score 

with little difference between the third, fourth and fifth year courses. 

The correlation ratio between the second year course and the other courses 

is 0.65. The correlation ratio between the second year and the fifth year 

is also high, 0.72. Between the second year and third year the correlation 

ratio is 0.53 (between the third year and fifth year is 0.01). 

Number of Pupil Contributions 

Table QR4 Number of Pupil Contributions Per Lesson 
on QR's Courses 

Number Number Mean Standard Median Inter-
of of Number of Deviation Number Quartile 
Contri- Lessons Contri- (n) of Range 
but ions but ions Contri-

but ions 

2nd Year 
History 492 10 49.2 24.29 59.0 46.00 

3rd Year 
History 119 6 19.8 14.27 26.0 32.50 

4th Year 
SCP 250 12 20.8 21.18 s.o 15.00 

5th Year 
SCP 348 16 21.8 3.42 21.5 7.00 



Table QR5 

2nd Year History 

3rd Year History 

4th Year SCP 

5th Year SCP 
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Number of Pupil Contributions per Thousand 
Seconds of Public Talk on QR's Courses 

Number Mean Standard Median 
of Number Deviation Number 
Thousand per (n) per 
Second Thousand Thousand 

Seconds Seconds 

8 57.5 12.56 55.0 

4 29.8 17.28 30.5 

4 30.2 7.19 31.5 

11 27.5 8.96 26.0 

Inter
Quartile 
Range 

26.00 

48.00 

20.00 

19.00 

Calculating the number of pupil contributions per thousand seconds rather 

than per lesson reduces intra-course variation for the second, third and 

fourth year courses, though it actually increases it for the fifth year 

course. However, the second year course retains the highest score and 

there is little difference between the scores for the other courses. The 

correlation ratio between the second year scores and those for the other 

three courses is 0.57 (that between second and fifth year course is 0.66). 

Length of Pupil Contributions: Tables QR6, QR7 and QR8 compare the mean 

and median length of pupil contributions on QR's courses. 

Table QR6 Overall Mean and Median Length of Pupil's 
Contributions on QR's Courses 

Number Overall Standard Overall Inter-
of Mean Deviation Median Quartile 
Contri- (n) Range 
but ions 

2nd Year History 492 3.4 2.86 2.3 2.64 

3rd Year History 119 3.1 1.95 2.4 2.57 

4th Year SCP 125 3.1 2.46 2.3 2.14 

5th Year SCP 348 3.0 2.54 2.0 2.28 
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Table QR7 Mean and Median Length of Pupil's Contributions 
per Lesson on QR's Courses 

Number Mean of Standard Median of Inter-
of Lesson Deviation Lesson Quartile 
Lessons Means (n) Median Range 

2nd Year History 10 3.5 0.32 2.3 0.47 

3rd Year History 6 3.6 0.71 2.6 1.00 

4th Year SCP 12 3.0 1.35 2.3 1.09 

5th Year SCP 16 3.0 0.57 2.0 0.54 

Table QR8 Mean and Median Length of Pupils' 
Contributions per Thousand Seconds 
of Public Talk on QR's Courses 

Number Mean of Standard Median of Inter-
of Thousand Deviation Thousand Quartile 
Thousand Second (n) Second Range 
Second Period Period 

Means Medians 

2nd Year History 8 3.4 0.46 2.3 0.45 

3rd Year History 4 3.1 0.51 2.6 0.75 

4th Year SCP 4 3.2 0.83 2.3 0.68 

5th Year SCP 11 3.1 0.87 2.0 0. 54 

Once again the second year course has the highest scores. However, he 

correlation ratio between the second year course and the third, fourth and 

fifth year courses is much lower than before (0.02) as is that between the 

second year and the third year (0.08). The correlation ratio between the 

third year course and the fifth year courses is less than 0.01. (Between 

the second year and fifth year it is 0.03). 
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Summary 

For proportion of pupil talk and number of contributions, there appears 

to be a consistent pattern in these results with the second year course 

showing much higher scores than the other courses. The correlation ratios 

here are relatively high. The pattern is more complex for length of pupil 

contributions with the second year course having the highest score for 

overall mean length, but both the third year and fourth year courses have 

higher median length contributions. Here, though, the correlations are 

very weak. 
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FOURTH SCHOOL 

Fourth School is a grammar school located in a small town in a 

predominantly rural area. It takes pupils who have passed the 11+ 

examination from a wide catchment area. There.are 63 staff and 960 pupils. 

Pupils are organised into mixed ability forms in each of the 7 year groups. 

Staff act as form tutors as well as belonging to subject departments. 

The school is very strongly committed to high academic achievement and 

good examination results. Virtually all pupils are entered for '0' levels. 

The atmosphere in the staffroom reflects this academic orientation. The 

teachers report spending a considerable amount of their time marking and 

see this as a very important element of their work: 

[Staffroom Discussion] 
T1: Are we unusual in marking books in this school? 

Pupils who come from elsewhere don't seem to have 
had their books marked. 

T2: Any school where work is to be given some kind of 
academic rating uses a lot of marking and testing. 

[Teacher talking to R in the staffroom] 
T: That's the thing about working in a selective 

school, there's so much marking. 15-16 hours a 
week and that's a conservative estimate. 

(Fieldnotes) 

One teacher, talking to the researcher, but in the presence of some 

colleagues, described the school as an "exam factory". There was certainly 

considerable concern about the preparation of pupils for examinations, 

increasingly so as the time of the examination approached. During the 

period of the fieldwork the following staffroom exchange was not atypical 

[Staffroom discussion] 
T1: There's only eight or nine days left [to the 

examination] 
T2: Frightening, isn't it. 
T1: Frightening's not the word, terrifying. 

(Fieldnotes) 
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The History department includes four teachers, though two teach only 

half a History timetable. In years one, two and three all pupils are 

required to take History, but in the fourth and fifth years History is one 

of several options from which pupils choose. Those who opt for History are 

allocated either to the Oxford Modern World course or to the Schools 

Council History course. Our research focused upon the Schools Council 

course which was taught by the head of the department (ST) and one other 

teacher. We focused exclusively on ST, observing his fourth and fifth year 

classes, along with smaller samples of his teaching on Third and Lower 

Sixth courses as a basis for comparison. 

We approached ST to negotiate access after a meeting for History 

teachers about Schools Council History organised by the local History 

adviser, at which he was an invited speaker. Besides observing his 

teaching, we talked with him informally on numerous occasions and carried 

out two interviews. 

ST had been at Fourth School throughout his teaching career (12 years). 

He had become head of the History department some seven years earlier. He 

was very committed to the school and its emphasis upon academic success; 

though he felt that the school ought to enter pupils who were not suitable 

for '0' levels for CSEs, something the Head had ruled out as inappropriate 

for a grammar school. 
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Courses and Classes Observed 
;?-~ : .. 

Third Year: We observed five lessons of ST teaching third year. There 

were 31 pupils in the class, 15 boys and 16 girls. The lessons were 

devoted to the study of England at the time of Henry VIII. Around 37% (74 

minutes) of lesson time was taken up with public talk. Pupils raised their 

hands to answer questions though occasionally answerers were nominated in 

the question. Pupils did not generally take notes. 

Fourth Year: At Fourth School, Schools Council History is taught in the 

following sequence: 

4th Year Study in Development: Medicine Through Time 

Modern World Study: The Rise of Communist China 

5th Year History Around Us: Local Study 

Enquiry in Depth: Britain 1815-51 

We have data on seven double lessons in the fourth year, covering Modern 

China plus review of an essay from Medicine through Time. There were 29 

pupils (20 girls and nine boys) in these lessons. ST describes the group 

as ''quite able'', only two or three being 'weak'. In the final interview he 

says: 

Some of them are quite good. They are probably the 
best group that I've had. I think they will do 
quite well next year. The boy at the front is 
exceptional, but there are some good girls. And 
even the weaker ones participate; like Kevin at the 
back, he's not bright but he has a go, you know, 
and they are a nice group. 
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34% (192 minutes) of lesson time was occupied by public talk, most of the 

rest by written work. The public talk was usually either a preparation for 

written work or a review of such work. 

When observation began, the class were roughly four weeks into the 

China course. This section of the Course is assessed entirely in terms of 

course work. Pupils have to do four assignments, of which ST chooses two 

for assessment. ST describes the aims of the assessment as "evaluation of 

evidence and studying History over time". When asked in an interview 

whether he tends to structure his teaching around the assignments, he said 

I think I do, yes. I don't think I've become 
obsessed with assignments, but I think I'm sort of 
gearing my approach to them. 

In the first lesson pupils were set a piece of written work which 

involve the analysis of a collection of brief documentary extracts, and 

this work was completed in later lessons, in between other activities. 

Most of the written work in the remainder of the lessons consisted of 

taking notes. Towards the end of the fieldwork the pupils faced their 

first assignment, and in the final lesson observed the teacher reviewed 

this work. 

Pupils raised their hands to offer answers to questions, though 

occasionally answerers were nominated in the course of questions. Pupils 

took notes continually. 

These pupils completed the course in 1985. 
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Fifth Year: In the fifth year class, there were 18 pupils (15 girls and 

three boys). When observation began the pupils were in the midst of their 

work on Britain 1815-51, a section of the course which is assessed by 

examination. Around 39% (93 minutes) of lesson time was allocated to 

public talk, most of the remainder to individual written work. Pupils took 

notes most of the time the teacher was talking. 

These pupils completed the course in 1984. 

Lower Sixth: We observed two Lower Sixth groups, one of five pupils (two 

girls and three boys), the other of 13 pupils (nine girls and three boys). 

Both groups were studying the same course: the AEB 'A' Level History 

syllabus. However, ST shared the teaching of each group with the other 

full-time member of the History department. With the first group, ST 

taught the British History component of the course while his colleague 

taught the European component. With the second group the two teachers 

reversed roles. 

Four lessons were observed with the first group (spread over two 

weeks). Five lessons were observed of the second group (spread over seven 

weeks). All the lessons took place in a classroom which was smaller than 

others in the school, where seats were arranged around a large central 

table. Virtually the whole of the lessons in both groups were taken up 

with class discussion led by the teacher - the teacher talking and asking 

questions (68%, 243 minutes). For the most part pupils took the initiative 

in answering questions, though occasionally they were nominated. During 
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the lessons most of the pupils wrote notes in their folders, sometimes 

looking back over earlier notes to find answers to the teacher's questions. 

These pupils completed their 'A' level course in 1985. 

Perceptions of the Courses 

ST outlined his approach to History teaching in an interview towards 

the end of the fieldwork as follows: 

R: This is the most general question. What - how do 
you see your aims in teaching a course like Schools 
Council History? (pause). That's something you 
could spend the next half hour ••• 

ST: It's one which you're sort of asked so many times 
and you still hesitate. It's a very very difficult 
thing. It was interesting because I went to the 
meetings organised by the Historical Association. 
Keith Joseph spoke at one of them in London. It is 
interesting because there is a movement afoot, 
certainly proposed by Keith Joseph and others to, 
you know, emphasise things such as citizenship and 
democracy and the English constitution that - one 
becomes ·sort of much more insular in a sense. I 
mean not to the exclusion of you know colonial 
History or foreign History or whatever, but there 
certainly seems to be a movement towards that. I 
think there is an element of that, yes I think that 
is important. But I think the skills and the 
analysis of evidence and, whatever syllabus your 
covering, I think the skills are very very 
important. 

At the meeting of teachers interested in the Schools Council Project 

(organised by the LEA History Advisor) ST began his talk with this piece of 

autobiograpy: 

I have taught the Schools Council Course for five 
years. Before that I used the Social and Economic 
History syllabus. I was lecturing, they were 
regurgitating. They had no satisfaction and I 
certainly didn't. 

(Fieldnotes) 
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He repeated this account in an initial interview. When asked why he had 
-~~: ~.,_,.;;~ 

decided to change to Schools Council he replied: 

Because I couldn't get enthusiastic,about it (the 
Social and Economic course) and I felt it got 
through to the pupils. There was too much learning 
and regurgitation. 

On these accounts it seems likely that a belief that Schools Council 

represents a better way of teaching History than the available 

alternatives, rather than for example any expectation that it would improve 

examination results, underlay ST's decision to adopt the Schools Council 

course. Certainly, he was quite emphatic that the course was not easy on 

teachers or pupils, and stated publicly at the meeting that his examination 

results had not improved since he adopted it. The difference was that "the 

children have enjoyed it and I have (too)" (Fieldnotes). In an interview 

towards the end of the fieldwork, ST reflected upon why more History 

teachers haven't switched to the Schools Council course: 

ST: I think History teaching is moving that way 
[towards an evidence-based approach). It's going 
to take a lot longer, I mean there's still a lot of 
resistance to the - in the idea of evidence-based 
questions, a lot of traditional sort of selective 
schools are rather reluctant to introduce - (I 
wonder what it is) I don't know, I can't honestly 
understand it. I went - three successive years I 
went to meetings and had a conscience about my 
reluctance to introduce it, you know, I felt that I 
ought to and why wasn't I doing something? It was 
only my - a fear of what it might involve. It was 
a belief in what it was trying to do but a fear of 
how much work was involved. I think that really is 
the main reason, I don't know perhaps~ being 
unfair. Perhaps there are people who feel that the 
Schools Council is not History teaching and would 
argue that case. But I think with many it's a 
fear. Even (at that the Schools Council History 
meeting) there were certainly-there were people who 
wanted to. 

R: I'm not sure that the meeting actually reassured 
them. 

ST: (Laughing) No. 
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R: It is difficult, I mean making what is a fairly 
major change, there is an element of risk ( •••• ) 
both in terms of work and I suppose also in terms 
of pupils' exam results. 

ST: Yes I think that latter point is important because 
y'know - there are examples of where people change 
courses and change boards because of disappointment 
with examination results in a sense that this 
particular course will provide greater success. 
And it doesn't do that, it's an extremely difficult 
project I think you have to make people aware of 
that. 

In short, then, ST places great emphasis on the skills involved in 

interpreting evidence as an element of History teaching and this seems to 

have been the major reason for his changing to the Schools Council course. 

He regards the analysis of evidence as a central element of that course, 

this being required not just by the course work and unseen exam paper but 

also by Paper One: 

R: Something we were talking about a minute ago about 
the difference between Paper One and Paper Two. It 
strikes me that different kinds of skills are 
involved in those two papers and I was wondering 
how you try and prepare pupils for both of those? 

ST: I think certainly some of the skills are similar. 
For example, in Paper One you have evidence-based 
questions on both Medicine and Britain 1815-51, so 
it's not a contrasting paper in that sense. I 
think with Paper One the difficulty is doing enough 
justice to the essay questions, I find that's my 
problem. I've perhaps moved too far to the 
evidence-based questions and I concentrate on those 
to the detriment I think of their essay writing and 
I would say my groups write weaker essays than they 
did when I followed the traditional course. I 
don't spend as much time as I ought to really. 

(Interview) 

From this comment it seems that ST may actually give greater weight to 

evidence-based questions even than the Schools Council Project Team 

themselves. This impression is reinforced by ST's criticism of both the 

China and Medicine components of the course for involving too many facts: 
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China is the most .. difficult part to teach. There 
P-:.-o~ i''?PF,..,., 

ate problems learning the names, there· 'a're so many 
biographies in the book, they get lost in a welter 
of facts. 

(Fieldnotes) 

The criticism there [as regards the Medicine books) 
is that there is a welter of facts and even though 
they [the Schools Council Project Team) try to move 
away from that they've been sucked into that a 
little and even in the China book it's much too 
detailed, detailed biographies. 

(Interview) 

It should be noted, though, that despite this strong commitment to 

evidence-based teaching ST does not simply dismiss the skills of 

memorising, note-taking and essay writings: 

They (the pupils) tend to neglect even the need to 
apply themselves to the learning, to the recall, 
that sort of discipline where if you have an exam 
where you have to write five questions in two and a 
half hours, they know that they have got to sit 
down and learn all the facts and regurgitate them. 
I mean I said before I dislike that but 
nevertheless it does impart some disciplines which 
perhaps shouldn't be neglected, but I think perhaps 
aren't given sufficient emphasis. And I'm aware of 
that in my teaching at the end of two years, in the 
final weeks I spend more time on essays, I feel 
that I have got to try and improve their 
organisation. 

(Interview) 

When asked whether he felt that his teaching had changed since 

switching to the Schools Council course, ST was in no doubt: 

Oh yes a big change. I get them to do more work on 
their own and then ask them about it. I'm not a 
good storyteller, some teachers are. 

(Interview) 

However, he also reported that he found it difficult to make the questions 

he set for written work require more interpretation of evidence than recall 

of facts, though he added "but it's improving all the time" (Interview). 
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In the interviews ST recounted how the Department had changed the third 

year course towards a more evid~nce-based approach and several times he 

expressed his desire for an A level course along the same lines. For 

example: 

I'm still looking for an 'A' level like the Schools 
Council course, we're still stuck with a three hour 
essay paper at 'A' level. 

(Interview) 

It seems fairly clear, then, that ST is strongly committed to the 

evidence-based approach to the teaching of History in general, and to the 

Schools Council course in particular. We can get some sense of how 

successful he has been in teaching the course from the examination results 

for the previous 4 years: 

Percentage Passes at each grade for Schools Council History 

A B c D E u 

1981 Fourth School 11.1 (3) 14.8 (4) 40.7 (11) 25.9 (7) 7.4 (2) 0 

1982 Fourth School 0 (O) 33.3 (6) 44.4 (8) 5.6 (1) 16.7 (3) 0 

1983 Fourth School 31.1 (1) 21.9 (7) 34.4 (11) 18.8 (6) 15.6 (5) 6.1(2) 

1984 Fourth School 17.6 (6) 26.5 (9) 35.3 (12) 17.6 (6) 2.9 (1) 0 (O) 

lqi't National 8.3 24.7 37.4 17.8 10 1.8 

[Figures in brackets are the actual numbers of candidates] 

If we take A, B and C grades as representing a pass, as is conventional, 

the yearly pass rates are 67%, 78%, 59%' and 79%, compared with 70% at the 

national level in 1984. 
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Results ,• ' 

Proportion of Pupil Talk: The proportions of pupil talk in the different 

courses taught by ST were as follows: 

Table ST1 Overall Proportion of Public Talk 
Allocatedto Pupils in ST's Lesson 

Number Amount Overall 
of of Public Proportion 
Lessons Talk of Pupil 

(in minutes) Talk 

3rd Year 5 74 13.3 

4th Year SCP 14 192 12.9 

5th Year SCP 6 93 11.6 

L6 History 9 243 14.9 

Table ST2 Mean and Median Proportions of Public Talk 
Allocated to Pupils in ST's Lessons 

Number Mean Standard Median 
of Proportion Deviation Proportion 
Lessons of Pupil (n) of Pupil 

Talk per Talk per 
Lesson Lesson 

3rd Year 5 10.9 5.73 12.1 

4th Year SCP 14 12.5 7.15 9.9 

5th Year SCP 6 9.5 5.24 8.7 

L6 History 9 14.7 4.26 14.9 

Inter
Quartile 
Range 

9.42 

16.10 

11.66 

5.94 
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Table ST3 Mean and Median Proportions of Public Talk 
Allocated to Pupils per Thousand Seconds 
of Public Talk in ST's Courses 

Number Mean Standard Median Inter-
of Proportion Deviation Proportion Quartile 
Thousand of Pupil (n) of Pupil Range 
Second Talk per Talk per 
Periods Thousand Lesson 

Seconds 

3rd Year 4 12.6 2.60 11.6 4.10 

4th Year SCP 11 12.5 7.10 11. 1 8.18 

5th Year SCP 5 10.9 5.05 10.7 10.26 

L6 His tor~ 14 15.2 4.85 13.7 9.61 

There is very little difference between third and fourth years, fifth year 

shows a lower score, Lower Sixth a higher one. The correlation ratio 

between third/fourth/fifth and Lower Sixth is 0.07 and between the Lower 

Sixth and the fifth year is 0.12. It should be noted that the size of the 

lesson samples for third year and fifth year are rather small, especially 

given the high levels of inter-lesson variation. 

Number of Pupil Contributions: Tables ST4 and ST5 show the number of 

pupils' contributions per lesson and per thousand seconds on ST's courses: 

Table ST4 Number of Pupil Contributions per Lesson 
on ST's Courses 

Number Total Mean Standard Median Inter-
of Number Number Deviation per Quartile 
Lessons of Pupil per (n) Lesson Range 

Contri- Lesson 
but ions 

3rd Year 5 131 24.8 14.96 24.0 17.00 

4th Year SCP 14 232 33.1 18.74 40.0 35.00 

5th Year SCP 6 117 17.2 13.43 12.2 9.50 

L6 History 9 387 37.0 23.36 32.0 23.50 
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Table ST5 Number of Pupil Contributions per Thousand 
Seconds of Public Talk on ST's Courses 

Number of Mean per Standard ~Median per 
Thousand Thousand Deviation Thousand 
Second Seconds (n) Seconds 
Periods 

3rd Year 4 27.2 6.65 26.5 

4th Year SCP 11 20.2 7.26 19.0 

5th Year SCP 5 17.3 7.16 18.5 

L6 History 14 21.5 9.33 22.5 

Taking the number of contributions per thousand seconds, the 

Inter-
Quartile 
Range 

18.00 

12.00 

8.00 

12.00 

third year 

course has the highest score, fourth and Lower Sixth courses coming next, 

and fifth year retaining the lowest score. However, the correlation ratio 

for third year compared to the other courses is only 0.01 and for third 

year compared to the next highest course, Lower Sixth, is less than 0.01. 

Length of Pupil Contributions: Tables ST6, ST7 and ST8 compare the mean 

and median length of pupils' contributions across ST's courses: 

Table ST6 Overall Mean and Median Length of Pupils' 
Contributions for ST's Courses 

Number Overall Standard Overall Inter-
of Mean Deviation Median Quartile 
Contri- (n) Range 
but ions 

3rd Year 131 4.5 3.36 3.6 3.91 

4th Year SCP 232 6.4 5.33 5.3 5.74 

5th Year SCP 117 5.6 4.42 4.1 5.30 

L6 History 387 5.6 4.92 3.7 5.48 
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Table ST7 Mean and Median Length of Pupil Contributions 
per Lesson on ST's Courses 

Number Mean Standard Median Inter-
of of Deviation of Quartile 
Lessons Lesson (n) Lesson Range 

Means Medians 

3rd Year 5 3.6 1.85 3.6 0.99 

4th Year SCP 14 6.5 2.04 5.2 4.06 

5th Year SCP 6 5.0 2.44 3.5 4.15 

L6 History 9 5.9 1.00 3.9 1.69 

Table ST8 Mean and Median Length of Pupils' 
Contrbutions per Thousand Seconds 
of Public Talk on ST's Courses 

Number Mean of Standard Median of Inter-
of Thousand Deviation Thousand Quartile 
Thousand Second (n) Second Range 
Second Period Period 
Periods Means Medians 

3rd Year 4 4.7 0.57 3.9 1.23 

4th Year SCP 11 6.1 2.34 5.4 2.03 

5th Year SCP 5 5.4 1.97 4.2 3.19 

L6 History 14 5.9 1.60 3.9 3.79 

There seems to be a clear pattern here, the fourth year course having the 

longest pupil contributions, third year the shortest. However, the 

differences are not large. (The correlation ratio between fourth year and 

the other courses is 0.02). 
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Summary 

The picture is mixed here, with Lower Sixth showing the highest 

proportions of pupil talk, third year the highest level of pupil 

contributions and fourth year SCP the longest pupil contributions. 

However, all the differences are small,,showing weak correlations. 
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FIFTH SCHOOL 

Fifth School is a medium sized co-educational comprehensive 

school with approximately 700 pupils and 50 staff. The school 

is sited on the outskirts of a small market town and was opened 

in 1979. Field work was conducted in the school for half a term 

beginning January 1986. There is a full range of age groups in 

the school though the sixth form is small. Sixth form teaching 

was in fact shared across a number of schools in the town as 

part of an educational policy to cope with falling rolls. 

The curriculum at Fifth School was in a state of flux. At the 

time of the research, there was a fairly traditional option 

pattern with English and Mathematics in the 'common core' and 

all other subjects placed in option columns. However, by 

September 1986 Science and Integrated Humanities also became 

part of the common core, though some option choice is still 

available in these areas so that pupils can select individual 

Science or Humanities subjects 

The Humanities department consisted of six full-time teachers. 

In the lower school (years 1 - 3) History and Geography had been 

integrated and though RE was taught as a separate subject it was 

expected that this too would integrate with History and 

Geography to provide a fully integrated Humanities core. The 

courses in years 2 and 3 had not been taught before, indeed some 
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units were still to be written at the time of the'fieldwork. 

This meant that there was a g~6a deal of 'discover:Y'' involved in 

teaching the courses: there was no tried and tested formula for 

success. 

In the fourth and fifth year each subject (History, Geography 

and RE) offered examination courses at '0' level and CSE. These 

are summarised in Table 1: 

Table 1: Humanities Examination Courses at Fifth School 

SUBJECT 

HISTORY 

GEOGRAPHY 

RE 

COURSES 

Schools Council 13-16 History Project 
Joint '0' level and CSE (MEG 16+) 

British & European Geography '0' Level (Cambridge) 
British Geography CSE (EMREB Mode 1) 

Religious Studies '0' level (JMB) 
Religious Studies CSE (EMREB Mode 3) 

However, the plans for 'core' status for Humanities required an 

integrated course and the Department was considering either MEG 

Integrated Humanities (based largely on the Leicestershire 

scheme for Integrated Humanities) or NEA Integrated Humanities 

(formerly JMB Integrated Humanities). A number of 'local' 

factors (influence of advisors, policy of other schools in the 

area) made the outcome of the decision-making uncertain and at 

the time of the research a course had not been selected, though 

the option favoured by department staff was NEA Integrated 

Humanities. (Subsequently, the decision was made in favour of 
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the NEA scheme, which was introduced in the department in 

September 1986.) Of the six Humanities teachers, we focussed 

only on one: the Head of History. 

Teacher 11: UV 

UV had been at Fifth School since 1982 when he was appointed as 

Head of History. UV was a late entrant into the teaching 

profession, having previously been a manager in the private 

sector. He had one other teaching post before Fifth School. 

The Courses and Classes Observed 

JMB Integrated Humanities '0' Level: The data from this course 

were collected from five double lessons (a single lesson was 35 

minutes) with a one-year sixth form group. There were five 

pupils in the class, 4 boys and 1 girl. As might be expected, 

there were no discipline problems and UV appeared to have a very 

relaxed relationship with the pupils. Of the total time 

available in these lessons (350 minutes), public talk amounted 

to approximately 57% (199 minutes). 

This course was provided for pupils who were re-taking CSE and 

'0' level examinations to have the opportunity of taking an 

additional '0' level. The course was taught in one year by two 

teachers. We collected data only on UV's teaching. 
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Four of the lessons observed focussed on the topic of the mass 

media, and one lesson was a discussion of the pupils' work on a 

survey of racial attitudes in the school. 

Schools Council 13-16 History Project: The data for this course 

were collected from 8 double lessons with one 5th year group. 

There were 29 pupils in the class, 12 boys and 17 girls. This 

was a mixed ability group, most pupils were entered for the 

joint GCE/CSE 16+ examination, the majority of whom were 

considered to be CSE standard. A small number of pupils were 

not entered for the examination. Of the total time available in 

these lessons (560 minutes) public talk amounted to 

approximately 51% (285 minutes). 

The lessons observed were all concerned with the Elizabethan 

England topic, in particular the sections on the theatre and 

seamen. As well as class discussion on these topics, pupils 

also did written work and began the second of their course work 

assignments on Elizabethan England. Two films were shown, one 

on each of the topics. 

Third Year Humanities: We observed seven of UV's third year 

lessons, three single and two double. There were 28 pupils in 

the class, 13 boys and 15 girls. Of the seven lessons observed 

(total time 245 minutes), public talk accounted for 48% (130 

minutes). 
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The third year course was undergoing a process of change. UV 

covered mainly geographical topics in the first term which were 

part of the agreed syllabus and in the second term he introduced 

to his own group some historical work on the problems of 

evidence which were not. Later the whole course would be 

re-written, with greater emphasis on broader Humanities issues. 

During the period of observation, UV used two case studies from 

the 'What is History?' Schools Council course, Death of the 

Princes and Voyages of Discovery to illustrate some of the 

problems of historical evidence. 

Second Year Humiu1ities: We observed 3 single and 4 double lessons of UV's second 

year Humanities class. There were 29 pupils, 14 boys and 15 

girls. Of the total time available in these lessons (385 

minutes) approximately 38% (148 minutes) was allocated to public 

talk. 

The lessons observed involved work from a new 'Developing World' 

course, and pupils worked from booklets produced by staff at 

Fifth School. 

First Year Humanities: A total of l!ixteen lessons (six double and 

four single lessons) were observed from this course. UV's class 

had 26 pupils, 13 boys and 13 girls. The ten lessons provided a 

maximum of 560 minutes, of which approximately 76% (423 minutes) 

was allocated to public teacher and pupil talk. 
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,, 

The first year course was entitled 'Food and Survival' and when 

observation began the pupils were working through a module on 

'Survival in a Cold Climate' which used Eskimo life as a case 

study~ Later in the observation period the class moved on to 

work on another module, 'Man's Big Step', which was concerned 

with how people became farmers, the first step towards 

civilisation. Teaching was largely discursive, there was little 

written work in class time (there was written work for 

homework). UV also used group work and game simulations with 

the pupils. 

UV's Perceptions of the Courses 

UV had taught Schools Council History for one and a half years: 

the fifth year group that we observed were the first pupils in 

the school to be entered for SCP History. Previously Social and 

Economic History had been taught. An important reason for 

making the change related to the form of assessment: 

It's wrong to 'experiment' with childrens' education 
simply for the sake of experimenting, and the only reason 
I don't find it a problem in this case is that the 
Schools Council course has a very high pass rate, there 
is a 75% pass rate compared to 55% in most '0' levels. I 
find '0' level history exams a 'joke', so I really think 
it is quid pro quo that if you're going to pass 20% more 
than you would otherwise do then it is alright to 
'experiment'. 

(in conversation, 5th SCP) 

The Schools Council Project, then, was regarded by UV as a 

course in which pupils were more likely to pass. However, 

though this was an important consideration in his decision to 
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opt for SCP, there were others which were equally important: 

One of the reasons I persist with Schools Council is that 
it allows me to teach in the way that I want to teach, I 
can do more or less what I want, I can still experiment 
and still get them through (the exam) 

(fieldnotes) 

From one point of view, then, SCP represented a legitimate route 

to accreditation for pupils whilst at the same time the course 

enabled UV to teach in ways which he found more satisfying than 

teaching on Social and Economic courses. 

This was also his attitude towards the JMB Integrated Humanities 

course. 

The JMB course is a Mode 2 course of considerable flexibility. 

And the following interview extract illustrates both the nature 

of this flexibility and UV's enthusiasm for the course: 

UV: The beauty of the course is that it leaves the 
teachers with a hell of a lot of freedom as to the way they 
teach it, its quite possible to, well it seems to be 
quite possible, to quite easily fulfil whatever the 
requirements of the syllabus are. The rules and regs are 
so flexible that you can get away with almost anything, 
which makes it sound like licence to do anything, which 
it is, so I do. 

JS: So there are these 10 units 

UV: There are 10 units from which you have to pick 5. 
Now, you either pick five areas from the prescribed 
topics, or you can pick 4 of them and submit your own 
one, but I found that what you can do within the modules 
is so flexible that the need to design your own unit is 
not there. For example, last year I did 'war' and the 
syllabus was concerned really with why wars happen, 
which is extremely erudite for the sort of people we're 
putting through it. What I ended up doing was to get my 
candidates to look through newspapers, looking for 
reports of current war situations and how wars were 
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reported, and to get them to do a bit of history of wars, 
and a bit of geography of those particular wars. Various 
people did the Iraqi/Iran thing and really speaking what 
they did was not how wars started, it wasn't even a study 
of how wars were reported, although one girl did quite a 
good study on, she decided she was going to do the IRA, 
and she did a study of how the Brighton bombing was 
covered in the news, but even that was a long way away 
from what it appears in the syllabus. 

JS: They accepted it all the same. 

UV: They accepted it, yes. 

Moreover, not only was UV attracted to the flexibility of the 

course design, but also to the flexibility of teaching styles 

which the course allowed: 

UV: The thing I like about the course, and this is why, 
you know, I don't like to be too unkind about it, is that 
it does give you an awful lot of scope to try things out, 
for example I don't give any of my people written tests 
or anything like that. I try to explore different ways 
of teaching and assessing it and I think it pays off 
which is why I should temper my cynicism about this 
particular course. (interview) 

UV was cynical about the value of all externally assessed 

courses, and JMB Integrated Humanities was no exception. For 

example, in the following extract UV reports the experience of 

the Board's moderation exercise on his marking of coursework: 

UV: You also have to send in the complete work of one 
person, which I suspect they just pick out with a pin, 
and the one they picked out was a lad that did virtually 
nothing, and out of 150 (the total marks available for 
all course work) I ended up giving him something like 35 
out of 150 and, on the basis of what I marked and 
submitted to the Board, they upped his marks. Quite 
frankly, I was dumbfounded. As it happens only 3, I 
think, only 3 out of 6 actually passed but that was 
largely because the other 3 didn't submit a full quota of 
work, had they completed it at their own incompetent 
level they'd have all passed and I find that 
unbelievable. But given the context and given my 
cynicism about exams generally, then I think oh, what the 
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hell, I mean these are kids that have come voluntarily, 
they've shown the right attitude, so why shouldn't they 
be awarded a prize at the end of the year? (interview) 

His concluding remark that pupil attitude was important was 

elaborated later in the interview. Courses like JMB Integrated 

Humanities were good, UV believed, because their flexibility 

allowed teachers to assess qualities other than strictly 

academic ones: 

UV: So I think to a certain extent people will get 
through on my part of the course on attitude, and I think 
that's right. You see there's no means in the present 
exam structure to measure things like perseverance and 
growth of maturity and things like that, these are too 
subjective for most people, for most exam boards, but I 
think measuring some sort of growth in children is what 
assessment is supposed to do, so I like the JMB 
Integrated Humanities •••• The kids in this school have a 
strictly utilitarian attitude, providing the-y get their 
'0' level pass they don't give a damn really what they're 
doing, which is fine. 

In the Lower School, History and Geography had been abandoned 

and a new Humanities course had been established. UV's 

perception of the new Humanities course in years 1, 2 & 3 was 

generally very favourable. He did not object to the shift away 

from the traditional subject boundaries. Indeed, he did not see 

this as an important issue. For him subjects were simply 

vehicles to explore, and develop, pupil learning: 

UV: I'm not particularly interested in teaching history 
for its own sake, or teaching humanities for its own 
sake, what I'm concerned with, the attraction for me is 
where history and humanities are useful vehicles to 
explore ways pupils learn, I suppose I'm a closet 
psychologist, if you like, though I dislike intensely 
much of academic psychology, but I am interested in 
learning, how do people learn? And history, I suppose, 
has become a convenient peg on which to hang that 
interest. When I started out, I came into teaching as a 
'genuine' sort of teacher of history, or thought I was 
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o4 

going to be one, but the more I got into it the more I 
realised how, to a large extent, most of the things we do 
in terms of transmitting knowledge, are largely 
irrelevant, so I've become more concerned in processes 
than products and I find history and humanities are quite 
a convenient way to explore the learning process. (interview) 

The department was also considering introducing JMB Integrated 

Humanities in years 4 and 5. From September 1986 Humanities was 

to be part of the 'common core' and the department had to select 

an appropriate 16+ examination course. UV was very influential 

in these deliberations through his experience of JMB Integrated 

Humanities. The choice was between the MEG Integrated 

Humanities and NEA Integrated Humanities: 

There are a lot of problems over the Midland Exam Group's 
Integrated Humanities course. It started off life as the 
Leicestershire pilot scheme for integrated humanities, 
and there are lots of people in (this county) that don't 
like it for the wrong reasons. They don't like it 
because it doesn't have a big enough final exam component 
whereas my attitude would be that the 20% they've got in 
it is too much and I would rather stick with either the 
new, Northern Exam Association scheme, which is very 
largely the JMB carried on, or with the Southern Exam 
Group's course, which has a similar no exam thing at the 
end. You see, the Leicestershire pilot scheme had an 
oral component and I can see there are practical reasons 
for not doing it but with something like the Northern 
Exam, there is sufficient flexibility that if you wanted 
to have an oral component just in one of the modules, you 
could build it in there. (interview) 

The advantage and attraction of the NEA (JMB) scheme was that 

the flexibility would allow UV to continue his work on pupil 

learning processes, started in the Lower School, into the fourth 

and fifth year: 
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Which is why I'm interested in schemes like the JMB 
Integrated Humanities because quite frankly it allows me 
to experiment. I suppose it's sacrilege to talk about 
experimenting with kids' education but I feel I can do 
that within the Integrated Humanities thing, and still, 
ensure the kids get their bits of paper at the end Milch 
is, as I've said before, ~11 most of them worry about. 

(interview) 

History, to UV, was a useful vehicle to pursue his educational 

interests but it was not an end itself. UV did not perceive the 

arrival of core Integrated Humanities in the 4th and 5th year as 

a threat to his teaching (as other History teachers have, see 

for example Boddington, 1976; Shemilt, 1980). He believed that 

the forms of teaching and learning that he considered important, 

and could practise in the lower school, were as easy, if not 

easier, to implement in an Integrated Humanities course as they 

were on SCP History. 

Results 

Proportion of Pupil Talk: The overall proportion of pupil talk 

on UV's courses are displayed in Table UV1. 
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Table UVl: Overall Proportion of Public Talk Allocated to Pupils 
in UV's lessons -,·;. Jt,li·t 

Number Amount Overall 
of Public Proportion 
Lessons Talk (in of Pupil 

minutes) Talk (%) 

1st Year 16 341 25.9 
Humanities 

2nd Year 11 120 17.3 
Humanities 

3rd Year 7 129 9.5 
Humanities 

5th Year 16 267 9.3 
SCP 

16 Int. 10 171 13.2 
Humanities 

Here the first year course, in particular, stands out as having 

a very high proportion of pupil talk, though the second year and 

the lower sixth courses are considerably higher than the third 

and fifth year courses. 

Tables UV2 and UV3 show the proportion of talk per lesson and 

per 1000 second period. 



Table UV2: 

1st Year 
Humanities 

2nd Year 
Humanities 

3rd Year 
Humanities 

5th Year 
SCP 

L6 Int. 
Humanities 

Table-UV3: 

1st Year 
Humanities 

2nd Year 
Humanities 

3rd Year 
Humanities 

5th Year 
SCP 

L6 Int. 
Humanities 
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Mean and Median Proportions of Public Talk Allocated to 
Pupils in UV's lessons. 

Number 
of 
Lessons 

16 

11 

7 

16 

10 

Mean 
Proportion 
of Pupil 
Talk per 
Lesson 

24.8 

16.2 

8.9 

8.8 

16.4 

Standard 
Deviation 
(n) 

7.53 

4.75 

4.18 

5.70 

9.32 

Median 
Proportion 
of Pupil 
Talk per 
Lesson 

27.9 

15.8 

6.4 

9.0 

14.8 

Inter
Quartile 
Range 

9.85 

9.84 

6.28 

11.02 

20.64 

Mean and Median Proportions of Public Talk Allocated to 
Pupils per Thousand Seconds of Public Talk on UV's courses 

Number 
of 1000 
Second 
Periods 

20 

7 

7 

16 

10 

Mean 
Proportion 
of Pupil 
Talk per 
1000 sees. 

26.2 

17.2 

9.7 

9.3 

13.3 

Standard 
Deviation 
(n) 

8.06 

3.19 

5.80 

7.34 

10.54 

Median 
Proportion 
of Pupil 
Talk per 
1000 sees. 

28.0 

17.2 

9.3 

6.7 

11.3 

Inter
Quartile 
Range 

11.74 

3.38 

11.02 

11.28 

19.71 
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The first year course clearly shows the highest score, and the 

second year course the next highest. The lower sixth course 

comes next, with the third and fifth year courses staying in the 

same pattern as in Table UVl, except for the median proportion of 

pupil talk per lesson where the fifth year scores higher than 

the third year. The correlation ratio between the first year 

and the fifth year courses is 0.54, and between the second year 

and fifth year the correlation is 0.25. 

Number of Pupil Contributions: The number of pupil contributions 

on UV's courses are shown in Table UV4. 

Table UV4: 

1st Year 
Humanities 

2nd Year 
Humanities. 

3rd Year 
Humanities 

5th Year 
SCP 

L6 Int. 
Humanities 

Number of Pupil Contributions Per Lesson on 
UV's courses. 

Number 
of 
Contri
butions 

1060 

297 

181 

340 

187 

Mean 
Number of 
Contri
butions 
Lesson 

66.2 

38.0 

25.9 

21.2 

18.7 

Standard 
Deviation 
(n) 

25.32 

24.18 

21.43 

15.80 

14.01 

Median 
Number of 
Contri
butions 
per Lesson 

68.5 

34.0 

14.0 

14.5 

14.0 

Inter
Quartile 
Range 

24 

15 

14 

29 

27 
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Once again the first year clearly has the highest number of 

pupil contributions per lesson. The second year course has a 

higher number than the third, fifth and lower sixth courses, all 

of which have very close median scores, though the mean score 

finds the lower sixth as the lowest scoring course. 

Table UVS displays the number of pupil contributions when 

calculated in terms of a standard unit of public talk: 

Taole-uvs: Number of Pupil Contributions Per Thousand Seconds 
of Public Talk in UV's Courses. 

Number Mean Standard Median Inter-
of 1000 Number per Deviation Number per Quartile 
Seconds 1000 (n) 1000 Range 

Seconds Seconds 

1st Year 20 52.8 10.55 55.0 21.50 
Humanities 

2nd Year 7 41.3 15.63 34.0 29 
Humanities 

3rd Year 7 23.1 13.22 22.0 22 
Humanities 

5th Year 16 21.3 14.80 16.5 20 
SCP 

16 Int. 10 18.2 11.33 15.5 25.50 
Humanities 

The first year course still has the highest number of pupil 

contributions, though now the second year course is much closer 

to it. Once again the third and fifth year courses show very 

similar scores, and the lower sixth course has the lowest number 

of contributions. The correlation ratio between first year and 
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fifth year is 0.61, and betwe~n•second year and fifth year it is 

0.27. 

Length of Pupil Contributions: The mean and median lengths of 

pupil contributions are displayed in tables UV6, UV7 and UV8. 

Table UV6: 

1st Year 
Humanities 

2nd Year 
Humanities 

3rd Year 
Humanities 

5th Year 
SCP 

L6 Int. 
Humanities 

Overall Mean and Median Length of Pupil's 
Contributions on UV's courses. 

Number 
of 
Contri
butions 

1060 

297 

181 

340 

187 

Overall 
Mean 

s.o 

4.2 

4.1 

4.4 

9.5 

Standard 
Deviation 
(n) 

5.01 

4.33 

3.32 

4.19 

19.05 

Overall 
Median 

3.4 

2.8 

3.1 

3.0 

4.5 

Inter
Quartile 
Range 

3.97 

3.32 

3.43 

3.41 

7.03 
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Table UV7: Mean and Median Length of Pupil's Contributions I 

Per Lesson on UV's courses. 

Number Mean Standard Median Inter- I of of Lesson Deviation of Lesson Quartile 
Lessons Means (n) Medians Range 

1st Year 16 5.0 1.29 3.6 1.29 I 
Humanities 

2nd Year ll 5.1 2.25 4.8 4.04 I Humanities 

3rd Year 7 3.9 0.65 3.2 0.32 I Humanities 

5th Year 16 4.5 1.04 3.1 1.17 I SCP 

L6 Int. 10 7.4 4.02 3.4 4.44 

I Humanities 

I 
Table UV8: Mean and Median Length of Pupil's Contributions per -Thousand Seconds of Public Talk on UV's courses. 

Number Mean of Standard Median of Inter-

I of 1000 1000 Deviation 1000 Quartile 
Lessons Second (n) Second Range 

Period Period 
Means Means I 

1st Year 20 5.0 1. 59 3.3 1.32 
Humanities 

I 2nd Year 7 4.8 2.18 2.7 2.36 
Humanities 

I 3rd Year 7 4.4 0.94 2.9 0.56 
Humanities 

5th Year 16 4.0 1.22 2.8 0.91 :f 
SCP 

L6 Int. 10 7.0 3.75 3.8 5.42 I Humanities 
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Calculating the length of pupil contributions per 1000 seconds 

of public talk reduces the difference between, and changes the 

ordering of, the courses. The lower sixth course has the 

longest pupil contributions, first, second, third and fifth year 

courses following in that order. The correlation ratio between 

the first year course and the fifth year course is only 0.11 and 

between the second and third year courses the correlation ratio 

is 0.05. The correlation ratio between first year and lower 

sixth is also low, 0.12. 

Summary 

For proportion of pupil talk and number of contributions, there 

appears to be a consistent pattern in these results with the 

first year course having a much higher score than the other 

courses. The pattern for length of pupil contributions is 

slightly different with the lower sixth course having the 

highest score for length of contribution, though the ordering 

for the other courses remains as before with the first year 

showing a higher score than the second, third or fifth year 

courses. 
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CONCLUSION 

In this chapter we have presented data relating to eleven 

teachers relevant to our theoretical model. Much of 

this has been of a qualitative and descriptive kind, documenting 

the emphasis on examination success to be found in the schools, 

and the perceptions of courses and pupils of the teachers whose 

lessons we observed. However, we have also provided 

quantitative data about the amount of teacher and pupil talk, 

and the number and length of pupils' contributions to public 

talk in lessons. In the next chapter we shall summarise the 

results for all the teachers and outline some conclusions which 

might be drawn from these findings. 
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CHAPTER 5 

SUMMARY AND CONCLUSION 

In this research we have been investigating the claim that public 

examinations encourage secondary school teachers to engage in high levels 

of transmission teaching. As we saw in Chapter 1, examinations have been 

at the centre of educational debate for over a hundred years, and claims 

about their effects on teaching have been fiercely contested. There has, 

however, been very little research in this area. What work there has been 

has faced a number of serious, but by no means unique, problems: in 

particular the task of developing valid procedures for measuring variations 

in teaching, gaining representative samples of teachers' behaviour, and 

controlling extraneous variables. We have tackled these problems, with 

what success we leave the reader to judge. 

The first task we set ourselves was to construct an explicit theory 

outlining how pressure on schools for 'good examination results' might lead 

to teachers engaging in increased levels of lecturing, note-giving, etc. 

As we explained in Chapter 3 we were able only to begin the process of 

testing this theory in our empirical work, and we chose to investigate in 

particular whether there was any difference in the level of transmission 

teaching between examination courses and those relying upon a high level of 

course work assessment. We also decided to compare courses having any kind 

of qualification-dispensing assessment with those not having such 

assessment. In order to make these comparisons, we relied upon a single 

set of interrelated measures of transmission teaching: the proportion of 

public classroom talk allocated to pupils, and the number and length of 

pupil contributions to such talk. 
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SUMMARY OF RESULTS 

In Chapter 4 we provided data relevant to a number of areas of our 

theoretical model (see Figure 5.1). We focussed in particular on the 

question of whether variations in the level of transmission teaching, using 

our measures, are to be found between courses having different types of 

assessment regime and between courses with and those without qualification 

dispensing assessment. We also provided background information about the 

emphasis given to good examination results by the schools and teachers we 

studied, and about the teachers' attitudes towards and experience of the 

different courses and pupils which they taught. 

We were able to compare a range of different courses falling into each of 

our three categories: examination only, course work assessment with/without 

an examination, no qualification-related assessment. Our data covers five 

schools, four comprehensives and one grammar school. For two of the 

comprehensives and for the grammar school there was some evidence to 

suggest that a considerable emphasis was placed upon the pursuit of 

examination success at the school level and this included Second School 

which had a 'progressive' reputation among its own teachers and in the 

local community. Among the teachers studied, there was varying emphasis on 

the importance of examination success; though not surprisingly all seemed 

to attach some weight to it. 

However, our assessment of the level of emphasis on the pursuit of 

examination success by schools and teachers was impressionistic, we did not 

attempt to scale this factor, since our main concern was with measuring the 

level of transmission teaching on the three different types of course. 

I 
I 
I 
I 
I 
I 
I 
I 
I 
I 
I 
I 
I 
I 
I 
I 
I 
I 
I 
I 



I 
I 
I 
I 
I 
I 
I 
I 
I 
I 
I 
I 
I 
I 
I 
I 
I 
I 
I 
I 

Figure 5.1 An Outline of the Completed Model 

EXTERNAL Credentials are Parental Aspirations 
PROCESSES Required for for Children to Obtain 

High Status, High High Status, High 
Income Jobs Income Jobs 

J 

Parents Use of Schools' Examination Results 
as a means of Assessing their Children's 
Chances of Gaining Credentials at that School 

~ "' Parental Choice of Parental Pressure on the 
School with the School their Children attend 
Highest Exam to Maximise Exam Results 
Results 

I 
~ 

INTERNAL Lack of Clear Need for a Pursuit of 'Good' 
PROCESSES Indicators of Basis for the ~ Exam Results by 

Achievement of Assessment of Head teacher 
Educational Goals Teachers' 
Available to ~ Performance 

~ ·~ 

' if Displacement of Goals in Favour of 
1--

Emphasis on Coverage 
the Pursuit of Examination Success of Syllabus, Recall 

of Information and 
Classroom Control 

"' "' Lack of Clear Need for a Head's Control Teachers' 
Indicators of Basis for of Promotion Desire for 
Achievement of the and of Promotion 
Educational Assessment Allocation of and/or 
Goals on the of Own Resources Resources 
Part of teachers Performance 

I J. 
¥ ' v ' 

, 
Displacement of Goals in Favour Pursu1t of 'Good' Exam Results 
of the Pursuit of Exam Success by Teachers in the School 

"' \~ 

Teachers' Desire Head's Control 
for Promotion of Resources 

/' & Resources 
I 

' ll ' v -v 
Displacement of Pursuit of Exam Increased Emphasis G1ven 
Success in Favour of Coverage, ~ by teachers to Coverage, 
Recall and Control Recall and Control 

' v 
Increased Ratio of Teacher to Pupil talk, Increased Ratio 
of Closed to Open Questio~s, etc. 
i.e. increase in TRANSMISSION TEACHING 
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Our main task in this section, then, is to summarise the evidence about 

patterns of variation in transmission teaching between courses. We will 

look first at differences between teaching on examination courses and on 

courses involving other forms of assessment. 

Examination Only versus Other Assessed Courses 

Table 5.1 summarises the relevant data regarding proportion of pupil talk 

for each teacher: 

TABLE 5.1 Proportion of Pupil Talk for Examination Only and 
Other Assessed Courses 

EXAMINATION ONLY OTHER ASSESSED COURSES 
COURSES 

Number Amount of Overall Number Amount of Overall 
of Public Proportion of Public Proportion 
Lessons Talk (mins) of Pupil Lessons Talk of Pupil 

Talk (%) (mins) Talk (%) 

TEACHER 

AB 9 130 2 38 495 3 

KL 4 90 23 28 149 22 

MN 14 197 18 14 92 15 

OP 6 68 15 14 57 7 

ST 9 243 15 20 291 12 

In only three cases (MN, OP, and ST) are there clear differences between 

these two types of course. Correlation ratios are as follows: 

AB CR 0.06 
KL CR 0 
MN CR 0.02 
OP CR 0.71 
ST CR 0.11 
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The correlations are, with one exception, weak, and, apart from the case of 
l·h<· ;r-. 

AB, the differences are in the opposite direction to that predicted by our 

theory: the examination courses show a lower level of transmission teaching 

on this measure than do the other-assessed courses. 

If we use a slightly different way of assessing the strength of the 

correlation, the point biserial correlation coefficient, we obtain the 

following scores: 

AB PBCC 

KL PBCC 

MN PBCC 

0.25 

0.03 

0.11 

OP PBCC 0.84 

ST PBCC 0.26 

Once again the correlations for all but OP appear to be weak, and the size 

of our samples of OP's teaching are too small to place any reliance upon 

this single correlation. 

Of course, our category 'other assessed courses' involves considerable 

internal variation, with the Schools Council History GCE and CSE courses 

having a balance of marks for examination work and course work of 60/40, 

while the JMB Integrated Humanities GCE course is assessed entirely on the 

basis of course work (the Integrated Humanities CSE has a 40/50 balance, 

with 10% for oral work. However, the examination is internally set and 

marked by the teachers and demands very little memorisation on the part of 

pupils). It could be that no difference would be found between Schools 
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Council History courses and ordinary examination courses because the shift II 
in balance is not great enough. However, it is, in fact, one of the 

teachers teaching the Schools Council course (AB) who shows a higher score 

for 'other assessed', though the difference is very small, while the 

teachers on the Integrated Humanities course consistently show higher 

levels of pupil talk in their traditional examination courses than in their 

coursework assessed course. There is no support here for the argument that 

examinations as compared with other forms of assessment produce lower 

levels of pupil talk. This is confirmed by the summary tables for number 

and length of pupil contributions. 

TABLE 5.2 Number of Pupil Contributions per Lesson for Examination 
Only and Other Assessed Courses 

EXAM ONLY OTHER ASSESSED CORRE- POINT 
COURSES COURSES LATION BISERIAL 

RATIOS CORRELATION 
COEFFICIENT 

Overall Mean Overall Mean 
Number of per Number of per 
Contri- thousand Contri- Thousand 
but ions Seconds but ions Seconds 

TEACHER 

AB 50 6.6 52 6.3 0.05 0.23 

KL 262 48.2 523 57.8 0.06 0.25 

MN 681 57.9 300 56.8 o.oo 0.00 

OP 229 56.3 106 30.0 0.74 0.86 

ST 387 21.5 349 18.8 0.31 0.37 
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TABLE 5.3 Length of Pupil Contributions per Thousand Second for 
Examination Only and Other Assessed Courses 

EXAM ONLY OTHER ASSESSED CORKE- POINT 
COURSES COURSES LATION BISERIAL 

RATIO CORRELATION 
COEFFICIENT 

Overall Mean Overall Mean 
Number of length per Number of length ret 
Contri- thousand Contri- Thousand 
but ions Seconds but ions Seconds 

TEACHER 

AB so 2.1 52 2.2 o.o1 0.11 

KL 262 4.5 523 3.8 o.o6 0.24 

MN 681 3.0 300 2.8 o.o6 0.26 

OP 229 2.7 106 2.1 o.so 0. 71 

ST 387 5.9 349 5.7 o.oo 0.02 

Assessed Versus Non-Assessed Courses 

Whilst the differences between examination and other-assessed courses 

appear to be small, we might expect to find differences between Assessed 

courses (that is Examination courses and coursework courses) and 

Non-Assessed courses (i.e. 1st, 2nd, 3rd, 4th year non-assessed). If we 

aggregate scores for each of these types of course we obtain the following 

comparison for the proportion of classroom talk allocated to pupils: 
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TABLE 5.4 Proportion of Pupil Talk for Assessed 
and Non-Assessed Courses 

ASSESSED COURSES NON-ASSESSED COURSES 

Number Amount of Overall Number Amount of Overall 
of Public Proportion of Public Proportion 
Lessons Talk of Pupil Lessons Talk of Pupil 

(minutes) Talk (%) (minutes) Talk (%) 

TEACHER 

AB 47 625 2 16 248 5 

EF 6 81 7 6 81 10 

GH 3 69 2 3 59 14 

IJ 64 1189 5 47 973 11 

QR 28 269 9 16 214 14 

ST 29 534 13 5 77 13 

uv 26 438 11 34 590 18 

For all but one teacher (ST) there is a clear difference in the overall 

proportion of pupil talk between Assessed and Non-Assessed courses. 

However, the correlation ratios are, with one exception, low: 

AB CR 0.29 

EF CR o.oo 

GH CR 0.81 

IJ CR 0.12 

QR CR 0.37 

ST CR 0.01 

uv CR 0.02 
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Once again, we must be cautious when interpreting this data. The high 

correlation ratio for GH cannot be relied upon since the sample of public 
' 

talk there is very small. Of course, the low correlation ratios for some 

of the other teachers (especially EF and ST) could also be a feature of 

small samples. However, the low correlation ratio for AB, IJ, and UV for 

whom we have fairly large lesson samples, does suggest that in aggregate 

terms there does not seem to be strong evidence for a difference in the 

proportion of public talk allocated to pupils between Assessed and 

Non-Assessed courses. 

However, if we also calculate the point biserial correlation coefficient 

(PBCC) for the same comparisons, we obtain the following scores: 

AB PBCC 0.54 

EF PBCC 0.01 

GH PBCC 0.90 

IJ PBCC 0.35 

QR PBCC 0.61 

ST PBCC 0.09 

uv PBCC 0.47 

This offers a more mixed picture with four of the correlations (AB, GH, QR 

and UV) apparently quite strong. And if one looks at comparisons between 

particular courses there are some strong correlations there too. For 

example, the correlation ratio for QR's second year and fifth year history 

is 0.72, that for IJ's fourth year RE and PR courses is 0.56 and that for 

UV's first year and fifth year history is 0.54. And the point biserial 

correlation coefficient for these comparisons are even higher: 0.85 and 

0.67 respectively. However, if we examine all the correlations between 

Assessed and Non-Assessed for each teacher we find that most of these are 

weak: 



-258-

TABLE 5. 5 Correlation Ratios for Non-Assessed and Assessed Courses: 
Proportion of Pupil Talk 

Teacher Courses Correlation 
Ratio 

AB 2nd: 5 S+E 0.34 
2nd: 4 SCP 0.25 
2nd: 5 SCP 0.26 

EF 3rd: 4 S+E o.oo 

GH 3rd: 4 CSE 0.81 

IJ 2nd: 4RE 0.19 
2nd: L6 PHIL 0.02 

3rd: 4RE o.os 
3rd: L6 PHIL o.oo 

4PR: 4RE 0.56 
4PR: L6 PHIL 0.32 

QR 2nd: 4 SCP 0.68 
2nd: 5 SCP o. 72 

3rd: 4 SCP o.oo 
3rd: 5 SCP 0.01 

ST 3rd: 4 SCP o.oo 
3rd: 5 SCP 0.02 
3rd: L6 HIST 0.10 

uv 1st: 5 SCP o. 54 
1st: L6 IH 0.31 

2nd: 5 SCP 0.25 
2nd: L6 IH o.os 

3rd: 5 SCP o.oo 
3rd: L6 IH 0.04 
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Point Biserial Correlation Coefficients for Non-Assessed 
and Assessed Courses: Proportion of Rlpil Talk 

Teacher Courses Point Biserial 
Coefficient 

AB 2nd: 5 S+E 0.58 
2nd: 4 SCP 0.50 
2nd: 5 SCP 0.51 

EF 3rd: 4 S+E 0.01 

GH 3rd: 4 CSE 0.90 

IJ 2nd: 4RE 0.35 
2nd: L6 PHIL 0.12 

3rd: 4RE 0.23 
3rd: L6 PHIL 0.03 

4PR: 4RE 0.67 
4PR: L6 PHIL 0.56 

QR 2nd: 4 SCP 0.79 
2nd: 5 SCP 0.85 

3rd: 4 SCP 0.03 
3rd: 5 SCP 0.12 

ST 3rd: 4 SCP 0.05 
3rd: 5 SCP 0.12 
3rd: L6 HIST 0.31 

uv 1st: 5 SCP 0.74 
1st: L6 IH 0.56 

2nd: 5 SCP 0.50 
2nd: L6 IH 0.22 

3rd: 5 SCP 0.02 
3rd: L6 IH 0.20 
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Only a small proportion (21%) of the correlation ratios beween Assessed and 

Non-Assessed courses show a correlation ratio higher than 0.40. The point 

biserial coefficient produced higher scores, but even here less than half 

of the correlations are strong. 

The pattern of differences between Assessed and Non-Assessed courses is a 

complicated one, then, and is not easy to interpret. Certainly in some 
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cases there does appear to be a correlation between the presence of II 
qualification-dispensing assessment and the proportion of pupil talk. But 

for the most part the correlation is weak. It is not possible at present 

to come to any sound decision on the basis of these data about whether and 

under what conditions, qualification dispensing assessment does affect the 

proportion of pupil talk in class discussion, though there are hints that 

it might. 

Much the same conclusion must be drawn for number of pupil contributions: 
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TABLE 5.7 Number of Contributions per Thousand Seconds 
for Assessed and Non-Assessed Courses 

ASSESSED COURSES NON-ASSESSED COURSES 

Number Overall Mean Number Overall Mean 
of 1000 Number of Number of 1000 Number Number 
Second Contri- per 1000 Second Contri- per 1000 
Periods butions Seconds Periods but ions Seconds 

TEACHER 

AB 35 343 8.1 14 269 18.6 

EF 4 128 21.3 4 162 27.0 

GH 4 49 12.2 3 llS 38.0 

IJ 86 1533 17.3 56 1898 32.2 

QR 15 598 28.9 12 611 43.6 

ST 30 701 23.4 5 131 26.2 

uv 26 527 20.3 34 1507 44.3 

(* PBCC Point Biserial Correlation Coefficient) 

CORREL 
-AT ION 
RATIOS 

0.24 

o.oo 

0.71 

0.12 

0.32 

0.01 

0.37 

The pattern for length of pupil contributions shows weak correlations on 

both measures, apart from the case of GH ( tc.\,le. S, '3): 

PBCC* 

0.49 

0.06 

0.84 

0.32 

0.57 

0.10 

0.61 
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TABLE 5.8 Length of Contributions per Thousand Seconds 

for Assessed and Non-Assessed Courses 

ASSESSED COURSES NON-ASSESSED COURSES CORREL PBCC* 
-AT ION 
RATIOS 

Number Overall Mean of Number Overall Mean of 
of 1000 Number of 1000 of 1000 Number 1000 
Second Contri- Second Second Contri- Second 
Periods but ions Means Periods but ions Means 

TEACHER 

AB 35 343 2.2 14 269 2.8 0.06 0.24 

EF 4 128 2.7 4 162 2.7 o.oo 0.01 

GH 4 49 1.6 3 114 4.3 0.64 0.80 

IJ 86 1533 2.7 56 1898 3.5 0.03 0.20 

QR 15 598 3.2 12 611 3.2 o.oo 0.08 

ST 30 701 5.9 5 131 4.7 0.05 0.22 

uv 26 527 5.2 34 1507 4.9 0.00 0.07 

(*PBCC = Point Biserial Correlation Coefficient) 

If we look at the correlations between individual Assessed and Non-Assessed 

courses for each teacher (table 5.9), we find that L~e results for number of 

contributions is similar to those for proportion of pupil talk. Those for 

length of pupil contributions show only one strong correlation. 
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Correlation Ratios for Non-Assessed and Assessed Courses: 
Number and Length of Pupil Contributions 

Correlation 
Ratios: 

Teacher Courses Number Length 

AB 2nd: 5 S+E 0.33 0.12 
2nd: 4 SCP 0.17 0.06 
2nd: 5 SCP 0.33 0.13 

EF 3rd: 4 S+E 0.00 0.00 

GH 3rd: 4 CSE 0.71 o. 64 

IJ 2nd: 4RE 0.03 0.19 
2nd: L6 Phil o.oo 0.07 

3rd: 4RE 0.01 0.16 
3rd: L6 Phil o.oo 0.00 

4PR: 4RE 0.40 0.20 
4PR: L6 Phil 0.37 o.oo 

QR 2nd: 4 SCP 0.57 0.01 
2nd: 5 SCP 0.66 0.03 

3rd: 4 SCP 0.00 0.02 
3rd: 5 SCP 0.01 o.oo 

ST 3rd: 4 SCP 0.13 0.10 
3rd: 5 SCP 0.17 0.06 
3rd: L6 HIST o.oo 0.13 

uv 1st: 5 SCP 0.78 0.33 
1st: L6 IH 0.83 0.35 

2nd: 5 SCP 0.52 0.23 
2nd: L6 IH 0.65 0.32 

3rd: 5 SCP 0.06 0.16 
3rd: L6 IH 0.20 0.40 
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TABLE 5.10 Point Biserial Correlation Coefficients for Non-Assessed 
and Assessed Courses: Number and Length of Pupil Contributions 

Point Biserial 
Coefficients: 

Teacher Courses Number Length 

AB 2nd: 5 S+E 0.58 0.35 
2nd: 4 SCP 0.41 0.24 
2nd: 5 SCP 0.57 0.36 

EF 3rd: 4 S+E 0.06 0.01 

GH 3rd: 4 CSE 0.84 0.80 

IJ 2nd: 4RE 0.09 0.39 
2nd: L6 PHIL 0.03 0.26 

3rd: 4RE 0.09 0.40 
3rd: L6 PHIL 0.04 0.05 

4PR: 4RE 0.63 0.38 
4PR: L6 PHIL 0.61 0.04 

QR 2nd: 4 SCP 0.75 0.09 
2nd: 5 SCP 0.81 0.17 

3rd: 4 SCP 0.02 0.13 
3rd: 5 SCP 0.08 0.02 

ST 3rd: 4 SCP 0.36 0.31 
3rd: 5 SCP 0.41 0.24 
3rd: L6 HIST 0.05 0.36 

uv 1st: 5 SCP 0.61 0.11 
1st: L6 IH 0.70 0.12 

2nd: 5 SCP 0.27 0.05 
2nd: L6 IH 0.42 0.07 

3rd: 5 SCP 0.00 0.03 
3rd: L6 IH 0.04 0.16 
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DISCUSSION 

Our results suggest quite strongly that examination courses do not exhibit 

higher levels of transmission teaching than courses which involve course 

work assessment. The findings are less clear-cut when we compare courses 

leading to and those not leading to qualifications. While for all but one 

of the teachers we studied, the Non-Assessed courses showed higher 

proportions of pupil talk and more pupil contributions than the Assessed 

courses, there was conflicting evidence about the strength of this 

relationship: the correlation ratios, in all but one case (GH- Table 5.4), 

did not suggest a strong relationship whilst the point biserial correlation 

coefficient suggested that a correlation was to be found in rather more, 

though still a minority of, cases (table 5.6). 

There are, of course, a number of respects in which our findings, and our 

interpretations of them, might be challenged. First, there is the question 

of measurement. As regards the independent variables (Examination I 

Non-Examination courses; Assessed I Non-Assessed courses) classification of 

courses is unlikely to be a major source of error. There is only one 

serious issue here, it seems to us. This arises from the fact that all but 

one of our Non-Assessed courses were effectively pre-assessment courses 

taking place in the 1st, 2nd or 3rd year of secondary school. While they 

did not themselves lead to qualification-dispensing assessment, for many 

pupils they did lead to other courses which were Assessed. Given this, we 

might expect a backwash effect, with teachers using a higher level of 

transmission teaching on them than might otherwise be expected, in 
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preparation for the subsequent Assessed course. And, indeed, there is some 

evidence for such a backwash effect in that differences between 4th/5th and 

3rd year courses are in general much smaller than those between 4th/5th and 

1st year or 2nd year courses. The argument might be, then, that if one 

were to compare Assessed with truly Non-Assessed courses, striking 

differences would be found. The comparison between IJ's teaching on the 

4th year RE course and the 4th year Non-Assessed (Personal Relations) 

course does provide some evidence for this interpretation. However, even 

then the correlation ratio is only 0.55 for proportion of pupil talk and 

0.58 for number of pupil contributions (0.67 and 0.63 respectively, using 

the point biserial coefficient). Clearly, this invites further 

investigation. 

Our measurement of transmission teaching is much more questionable. As we 

explained in Chapter 3 we abandoned an initial attempt to use a range of 

indicators, including the frequency of different types of task, because of 

severe difficulties in finding rigorous ways of measuring them. We decided 

to concentrate upon a small set of interrelated indicators which did look 

like good measures of transmission teaching and which could be measured 

reasonably accurately. While inter- and intra-coder agreement was much 

higher on these measures than the others, the question of whether these 

measures capture variation in the level of transmission teaching remains 

open. Relying upon one set of interrelated measures rules out the 

possibility of assessing the measurements produced against scores for the 

same courses on other indicators, which is the main strategy for assessing 

construct validity. 
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Another measurement problem arises from our concentration upon public, 

classroom talk. Transmission teaching need not rely upon lecturing,,it 

could take the form of large amounts of written work involving the copying 

out of material from text books or other sources. It is quite conceivable 

that this might occur even while pupils are allocated a relatively large 

proportion of what public classroom talk does occur. In order to take 

account of this we would need to find a way of classifying types of written 

work and measuring their frequency and/or duration. 

A problem that we noted earlier is the size of our samples of the teachers' 

behaviour. While in some cases (and in particular IJ) these are quite 

large, in others they are relatively small. Given the levels of 

intra-teacher variation, results based on small samples could be 

misleading. Future work will need to ensure large samples. 

Another sampling problem concerns the relatively small number of teachers 

whose classroom behaviour we have studied. While eleven teachers is a 

relatively large sample in ethnographic terms, it is not as large as we 

would have liked. Moreover, when it comes to comparing Examination versus 

Non-Examination and Assessed versus Non-Assessed courses, the number of 

teachers is down to 5 and 7 respectively. It may be that our findings 

arise from an unrepresentative set of teachers. While we did intentionally 

select teachers from a range of very different types of school, there can 

be no guarantee that the teachers we studied were representative of all 

teachers in respects relevant to our theory. 
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Over and above measurement and sampling issues, there are other research 

design questions. In order to make the research practicable, we focused 

I 
I 
I 

upon Humanities lessons. It might be argued that results obtained for this II 
area of the curriculum are not generalisable to other areas. Of course, we 

might claim in response that it is in Humanities that one would most expect 

to find a large contribution to classroom discussion by pupils, in the 

absence of examination pressure. Clearly, this issue cannot be resolved 

other than by research on other areas of the curriculum. 

Even within the sphere of Humanities teaching, we have also been unable to 

control other factors which might well have an impact upon the level of 

transmission teaching, such as class size, pupil motivation and the social 

class backgrounds of pupils. Differences between courses could be 

produced, or counterbalanced, by variations in these factors. Future 

research will need to investigate the effects of these factors and control 

for them where necessary. 

A more general question that might be raised is whether a comparison of 

Examination versus Non-Examination, or Assessed versus Non-Assessed, 

courses running simultaneously is an effective test of the claim that 

examinations produce transmission teaching. It might be argued that the 

effect of examinations would be felt throughout a school involved in 

qualification-dispensing assessment, not just on those courses which lead 

to Examinations or Assessment of other kinds. (Though we might argue that 

even if this were true there would still be differences in level of 

transmission teaching between courses near to and those further away from 

the point of assessment.) To investigate this issue we would need to 
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• 
compare teaching before and after the introduction or withdrawal of 

Examinations from a school or an education system. This would certainly be 

worth studying but it was not possible for us. 

There are, then, some serious problems with our research and associated 

doubts about the validity of the findings. Certainly, we should not want 

to make any very strong claims about the effects of examinations, or of 

qualification-dispensing assessment generally, upon teaching on the basis 

of our data. Our work does nonetheless raise questions about what seems to 

be quite an orthodoxy among educational commentators, and to a lesser 

extent among teachers, that the reason why much secondary school teaching 

still takes the form of transmission of informatio~ despite many attempts 

to change it, can be blamed upon the examination system. It is certainly a 

striking feature of virtually all the courses we studied that the level of 

teacher talk is high, generally much higher than the two-thirds level 

claimed by Flanders (Flanders 1970; Scarth and Hammersley 1986c). However, 

on the basis of the, admittedly limited, evidence arising from our research 

it seems unlikely that examinations alone, or indeed assessment generally, 

produce this; it seems that other factors are involved. If so, this raises 

doubts about the likely success of attempts to reform pedagogy simply by 

changing Assessment procedures, such as the forthcoming reform of 16+ 

examinations, the GCSE. 
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APPENDIX A 

THE COURSES STUDIED 

In this appendix we shall provide background information about the courses 

on which we have collected data. We shall look first and briefly at the 

examination courses, then in much more detail at assessed courses not 

relying exclusively upon examinations, and then finally at non-assessed 

courses. 

EXAMINATION COURSES 

Geography, '0' level: 

Sociology, 'A' level: 

History, 'A' level: 

Social and Economic History, 'O' level: 

Religious Education, '0' level: 

Associated Examining Board 

Associated Examining Board 

Associated Examining Board 

University of Oxford Delegacy 
of Local Examinations 

University of London Schools 
Examinations Board 

Philosophy and Biblical Studies, 'A' level: University of London School 
Examinations Board 

Little information is necessary about these courses. They are all assessed 

exclusively by written examination occurring at the end of the course. 

They do, of course, vary somewhat in the nature of the examination. For 

example, the Oxford Social and Economic History course requires pupils to 

write three essays. AEB Geography, on the other hand, has three papers: 

one focusing on map work which involves relatively short answers to problem 

solving questions; a multiple choice paper; and a paper requiring essay 

answers. However, for our purposes, they all fall squarely into the 

category of examination courses. 
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OTHER-ASSESSED COURSES 

There are two courses in this category, each with a GCE and CSE version: 

Integrated Humanities (Joint Matriculation Board 'O' level, Southern 

Regional Examination Board CSE), and Schools Council History Project 

(Southern Universities Joint Board '0' level, and Southern Regional 

Examination Board CSE). 

Integrated Humanities: The JMB Integrated Humanities syllabus (IH) was 

first published in 1976, piloted in a few schools in 1977 and 1978 and 

became generally available in 1979. The number of candidates entered for 

this course has increased rapidly each year since then. 

Year No. of Candidates 

1977 10 

1978 129 

1979 1320 

1980 1907 

1981 2508 

1982 3470 

1983 3948 

1984 4619 

1985 5136 

Table A.l. 

Percentage Increase on 
Previous Year 

- ) 
) 

- ) 

44% 

32% 

38% 

14% 

17% 

11% 

- pilot years 

(Source: JMB Annual Reports 1977 - 1985, Table 5) 
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The origins of this syllabus lay in the JMB's desire to reduce the expense 

and complication of administering multiple Mode II and Mode III syllabuses 

in the area of Integrated Humanities and Social Studies (Turner 1983). The 

new syllabus was produced by a working party which included teachers from 

six schools which had Mode III schemes in Integrated Humanities or Social 

Studies, or who were in the process of submitting such schemes to the JMB. 

The Working Party set itself the task of producing: 

a syllabus which would be acceptable to the 
existing Mode III centres. Certain principles were 
therefore uppermost in the minds of the group: 
there should be flexibility of content, the 
syllabus should be compatible with parallel Mode 
III CSE syllabuses taught to mixed ability groups, 
and the syllabus should integrate the subject areas 
of History, Geography and Social Studies. 

(Turner 1983: 67) 

The JMB Integrated Humanities syllabus, then, was strongly influenced by 

the attitudes of teachers committed to the notion of Integrated Humanities, 

attitudes structured, according to Turner, by progressivism on the one hand 

and the curriculum reform movement on the other. Turner portrays earlier 

Integrated Humanities courses as having a number of emphases, including the 

following: 

Social awareness and empathy 
The courses aim to develop social awareness in 
students. This is taken to mean more than the 
learning of facts about social institutions and 
processes and involves students in acquiring a more 
critical consciousness about their society and the 
wider world in which the taken-for-granted 
assumptions and existing social structures are open 
to question. There is also a strong attempt to 
elicit an empathic response from students. In the 
most general sense, it is part of the aims of these 
courses that students should be encouraged to care 
about the work itself that they are doing and about 
its subject matter. 
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Resource-based learning 
The courses utilise a variety of resources in a 
variety of different media rather than a single or 
dominant class textbook for the course or subject. 
The resources may be provided in the classroom by 
the teacher or may be available through a central 
resource-centre. The emphasis is upon teaching the 
students to find, retrieve and utilise resources 
independently. And such work is often seen as part 
of an enquiry or problem-solving process. 

Skills and Confidence 
There is an emphasis upon imparting to each student 
a set of learning skills (i.e. how to find out what 
they want to know) and the confidence and ability 
to pursue independent study. 

Open-endedness 
The emphasis upon thematic resource-based enquiry 
as an approach to learning implies that the answers 
to which students come and their approach to study 
may be divergent rather than convergent and that 
there is room for a variety of solutions and 
perspectives to problems and issues being studied. 

Teacher as enabler 
The teacher is seen as less the purveyor of 
knowledge: the expert who transmits the skills and 
concepts to the naive student, but rather the 
enabler: the person who through interaction with 
the student, advises and directs the learner 
through his own chosen path. Teaching and learning 
comes to be seen as more of a conversation between 
teachers and learner and their role-relationship to 
be egalitarian rather than authoritarian. 

School-based/teacher-controlled assessment 
The course is likely to have a considerable element 
of teacher-controlled assessment in the sense that 
the various means of assessing the attainment of 
students in the subject (terminal examination 
papers, projects, tests, coursework assignments 
etc.) are likely to be devised and supervised by 
the teachers of the course itself. External 
validation for CSE and GCE certificates is carried 
out for the various examination boards by visiting 
moderators or assessors who impose the Board's 
standard or by a process of consortium-based 
moderation. This approach is much more common with 
CSE than with GCE courses. 
(Turner 1983) 
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The syllabus produced by the working party was unusual in the freedom it I 
gave to teachers in the selection of content. There is no body of material 

which all centres must cover. The syllabus presents ten topics and any I 
candidate's work must cover five topics, though one of these can be a topic 

I of the school's or candidate's own choice. While the syllabus sketches in 

the content of these ten topics, it is made clear that this detail is not I 
binding but is only provided ''as guidance to centres as to the potential 

scope of each section" (JMB 1982: 125). Furthermore, the syllabus stresses II 
many times that the goal is to offer "flexibility to centres and individual 

pupils to select topics and to approach topics in a variety of ways" (JMB 

1982: 120). 

Even more unusual for a GCE course is the control which the syllabus 

gives teachers over mode of assessment. There is no externally set 

examination paper, and indeed no requirement that there be an examination: 

For assessment purposes teachers may wish to make 
use of project work, work done as classroom or 
homework exercises, discussion situations, 
'examinations' designed and conducted by the centre 
on the course of study on the particular topic, or 
a combination of any of these techniques. 

(JMB 1982: 120) 

The only constraint on assessment built into the syllabus is that certain 

qualities on the part of pupils be assessed, a range of appropriate 

weightings being given for each: 

For each of the five topics studied the candidate 
is to be assessed on a scale of marks from 0 to 30, 
thus giving a possible maximum of 150 marks for the 
whole subject. The overall maximum of 150 marks is 
to be made up of marks awarded for the following 
four qualities (1, 2A, 2B and 2C) to be used as the 
operational divisions of assessment within the 
ranges of marks shown below 
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Qualities 

1 Knowledge 
2A Ability to locate 

select evidence 
and 

2B Interpretation of 
evidence and evaluation 

Range of total 
marks available 
55-75 marks 

20-30 marks 

of argument 25-45 marks 
2C Presentation of 

explanations, ideas 
and/or arguments 20-30 marks 

The marks awarded under each quality (1-2C) may 
vary from topic to topic although it is expected 
that, in most cases, the teacher will take the 
opportunity to make assessments of each quality in 
each topic. The sum of the possible total marks 
for each quality over the whole course must fall 
within the ranges specified above. The procedure 
will result in each candidate being awarded marks 
for each topic out of a maximum of 30 (that total 
consisting of marks awarded under all or some of 
the four qualities (1, 2A, 2B and 2C) giving an 
overall total mark out of 150. It is not necessary 
that each quality be assessed in each topic. 

(JMB 1982: 121) 

The syllabus specifies the qualities on which pupils are to be assessed 

as follows: 

I 

II 

Knowledge 
Knowledge of the terminology involved in the study 
of the topic. 
Knowledge of the main generalisations made and 
concepts used in the study of the topic. 
Knowledge of the specific examples on which the 
generalisations and concepts are based. 
Knowledge of the sources of information which are 
available and of the methodology of investigation 
and the criteria for evaluation of evidence used in 
the study of the topic. 

Comprehension and application 
(a) Ability to locate and select evidence. 
This quality involves the extent to which the 
candidate is able to obtain and select evidence 
appropriate to the study of a particular topic or 
problem. It may involve the use of reference 
skills, the independent pursuit of information, the 
selection of relevant materials from sources 
provided by the teacher. 
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(b) Interpretation of evidence and evaluation of 
argument. 
This quality involves the extent to which the 
candidate demonstrates the ability to use 
information presented in writing and in the form of 
statistics and diagrams. It may involve 

(i) the ability to understand and interpret 
information; 

(ii) the ability to evaluate the extent to which 
information, argument and propositions might 
be biased because of selectivity and mode of 
presentation; 

(iii) the ability to recognise the extent to which 
value judgements are involved in a 
proposition or selection of information; 

(iv) the ability to assess the relevance of 
information to the particular problem or 
topic. 

(c) Presentation of explanations, ideas and/or 
arguments. 
This quality involves the extent to which the 
candidate demonstrates the ability to present 
organised explanations, ideas, arguments and 
propositions in a clear, relevant and logical form 
using the most appropriate means of communication. 

(JMB 1982: 120-1) 

Assessment tasks are devised by the teachers teaching the course and 

they are also marked by these teachers. In the moderation exercise, all 

teachers who mark assessment tasks on the course are required to mark a 

common sample of work from the previous year as part of a standardization 

exercise. The teachers' marking of their own pupils' work is then 

adjusted, where necessary, according to their relative standard of marking 

compared to other teachers in other centres. In addition each centre must 

send: 

i Ten pieces of its own candidates' work (each piece 
from a different candidate and representative of 
that particular candidate's overall standard) 
representing the centre's entry as a whole i.e. 
sampling the range of grades which the centre has 
regarded as appropriate for its candidates ••• 
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The complete assessed work of one of its candidates 
The candidate will be selected by the JMB 

(JMB 198,.f;; 123) ;tl<·••t 

While this procedure may allow a reasonable monitoring and correction of 

standards, it seems most unlikely that it would allow the Board to check 

coverage of the qualities. Judgement of tasks in terms of the qualities 

they involve must be extraordinarily difficult in the absence of detailed 

information about how they were introduced, which materials pupils were 

provided with etc. If this argument is correct, the JMB Integrated 

Humanities syllabus places little constraint on teachers assessment 

strategies. As Turner (1983: 72) comments: 

It (seems) to offer the opportunity for teachers to 
teach a skills-based, open-ended and enquiry method 
which (is) not going to be constrained by1the 
demands of the public examination system. 

As such it represents a useful' comparison with more traditional Humanities 

courses for the purposes of assessment of our theory. 

The Schools Council 'History 13-16' Project was established in 1972, 

introduced to 64 trial schools in 1973 and became more widespread after 

1978. Since then, the numbers of candidates entered for this course has 

increased rapidly: 

Table A2 

Year 

1976 
1977 
1978 
1979 
1980 
1981 
1982 
1984 
1985 

Number of 
Candidates 

1228 
1592 
2992 
7000 
n/a 
n/a 

14600 
18014 
13003 

Percentage Percentage of 
Increase on all History 
Previous Year Courses 

0.82% 
30% 1.11% 
88% 2.21% 

134% 5.16% 

11.02% 
23% 

-38% 

(Source: University of Cambridge Local Examinations Syndicate, personal 
communication 1985 and DES Statistics in Education 1977-85) 
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The origins of this project lie in two quite different, but related 

sources. On the one hand, the Project was a response to the apparent 

opportunities offered by the new History movement (Ballard, 1970; Rogers, 

1978) and on the other hand it was set up to meet the perceived challenge 

to the place of History in the school curriculum from the growth of 

integrated and social science subjects (Price, 1968; Brown and Daniels, 

1983; Shemilt, 1980). The shape and nature of the Project were largely 

determined by the terms of reference laid down by the History Subject 

Committee of the Schools Council: 

(a) to examine the role of History in an era of 
curriculum change; 

(b) to revitalize History teaching in schools by giving 
institutional support; 

(c) to encourage pupil participation in learning; 
(d) to investigate ways of assessing understanding 

rather than rote-learning in public examinations. 
(Shemilt, 1980: 1) 

The Project team questioned the sort of historical knowledge which should 

be taught in schools. For the Project team the crucial component of 

History was not chronology but the nature of historical enquiry itself: 

At the secondary level, this involves, first, 
introducing pupils to the historian's methods, 
asking 'How do we know?', evaluating evidence and 
using it to establish 'facts' and arbitrate amongst 
competing 'explanations', second, it involves 
adolescents learning something of the logic of 
History and the meaning of such key ideas as 
'change', 'development', 'cause and effect' and so 
on; finally, it involves introducing pupils to some 
of the various approaches to History - the line of 
development, the depth study, contemporary History 
and local History. 

(Shemilt, 1980: 4) 

This 'form of knowledge' approach provides a unifying framework for the 

course as a whole. The full three year course comprises five independent 

elements which fall into two parts. The first is 'What is History?', 

taught in year three as a precursor to the second part, the four remaining 

sections which together constitute the 'O' level and CSE examination 

courses: 
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1. 'What is History.~' ,., .. ,,,, 
This third year course introduces History·as a 
'form of knowledge' having its own logic, methods 
and perspectives, and is intended to serve as a 
model for enquiry-based, problem-solying pedagogy. 
It presents History as a humane study concerned 
with people, their actions and perceptions of 
events (their 'sufferings' in the most catholic 
sense of the term). 
The pupil is introduced to the idea of 
reconstructing from evidence, to the reality of 
different sorts of evidence which have to be used 
in different ways and from which different sorts of 
things can be adduced, and to the problems of 
reconstruction in the face of biased, incomplete 
and contradictory evidence. Finally, the What is 
History? course addresses the question of 
historical explanation in the form of causal 
analysis and the delineation of motives. 

2. 'History Around Us' 
(Fieldwork on a selected topic) 
This segment aims to stimulate history-related 
leisure activities by fostering interest in and 
knowledge about the visible remains of the past. 
Fieldwork is also intended to afford pupils 
practice in handling and correlating evidence of 
various kinds, in reconstructing daily life and 
physical settings, and in explaining change and 
particular departures from general archetypes and 
trends. 

3. Enquiry in Depth 
(One topic drawn from Britain 1815-51, The American 
West or Elizabethan England.) 
The depth study is designed to increase pupils' 
self-knowledge and awareness of what it means to be 
human by concentrating attention upon the ideas and 
beliefs, values and attitudes, of people of a 
different time and place. This segment also aims 
to reinforce a student's understanding of the 
nature of historical enquiry by requiring him to 
empathize with the ideas and motives of his 
predecessors, and to reconstruct frames of 
reference within which those ideas and motives can 
seem both rational and justifiable. Insofar as 
'empathetic reconstruction' complements 
'experimental re-enactment' in Natural Science, it 
is integral to the philosophy of each and every 
course segment, but only in the depth study does it 
receive a summative emphasis. Additionally, the 
Enquiry in Depth raises questions about the use and 
interpretation of evidence, the significance of 
human action and motivation, and the meaning of 
'causation' and 'necessity' in History. 
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4. Modern World Studies 
(One of The Rise of Communist China, The Move to 
European Unity, The Arab-Israeli Conflict or The 
Irish Question.) 
This part of the course attempts to forge a 
connection between past and present by 
demonstrating that the burning issues and problems 
of the contemporary world cannot be understood in 
ignorance of their antecedents. Children are also 
brought face-to-face with the complexity of 
causation, are required to use and analyse 
available evidence, and are asked to base 
judgements upon an empathetic evaluation of 
different points of view. 

5. Study in Development 
(History of Medicine) 
Knowledge of the past, the Project argues, will not 
on its own facilitate the understanding of the 
present. Of at least equal and perhaps greater 
importance is the apprehension of specialist 
concepts used to explain connections subsisting 
amongst events and to relate past and present 
meaningfully without falling into naive historicism 
or mechanical determinism. For this reason, the 
Project team considers as essential, in fitting 
adolescents for life in the contemporary world, a 
study focussing upon change and continuity, 
development and progress, causation and necessity, 
the intended and unintended consequences of human 
action, over a long time span. As with all other 
course segments, students are also required to 
evaluate evidence and empathize with their 
forebears. 

(Shemilt, 1980: 5-6) 

From the outset of the Course, the team members were keen that the Project 

should not ossify the very development that was being fostered. The line 

between promoting curriculum development on the one hand and supporting 

teachers on the other is an exceedingly fine one and Shemilt, a member of 

the team and the author of the Evaluation, suggests that in their efforts 

to avoid over-specification the Project team may have ''erred in making the 

course so flexible and open-ended as to overeach the capabilities of many 

teachers" (Shemilt 1980: 6). The course is sufficiently flexible to 

"accomodate a range of teacher preferences" and it is open-ended "in 

advancing no exclusive definition of the nature of historical enquiry" 

(Shemilt, 1980: 6-7) 
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One aspect of this flexibility is that the Project team eschew 

instructional objectives in favour of a series of .9oncepts crucial to 

historical enquiry. The most important of these are the concepts of 

'evidence', 'empathetic reconstruction,' 'motivation', 'causation', 

'change', 'continuity', 'the connectedness of past and present' and the 

idea of history as 'explanation-seeking'. The intention was that the 

assessment process would be used to monitor these concepts and update them 

when and where necessary. By way of illustration of the standards that are 

expected, Shemilt suggests that the average Grade 1 CSE should have some 

grasp of most of the following propositions: 

the mainspring of history is human action 
we can try to put ourselves in the place of people 
in the past (reciprocation of position and 
perspectives) 
progress is not assured just because things change 
causal factors work in concert not singly 
to explain something causally is not equivalent to 
saying it was inevitable 
evidence is not to be read in the same way as 
secondary narrative 
historical explanation usually amounts to a 
'reduction of uncertainty', rarely to an impeccable 
solution 
explanation in History is not quite the same thing 
as explanation in Maths or Natural Science. 

(Shemilt, 1980: 7-8) 

Arising out of this approach to teaching history, the Project team 

introduced two significant changes to the traditional assessment pattern on 

history courses. First, coursework was to be a significant component (40%) 

of the overall assessment and second, a terminal assessment of skills 

specifically relating to the use of evidence was introduced which accounted 

for 30% of the overall assessment. These two methods of assessment, it was 

hoped, would both enable the mastery of project skills to be tested and to 

take account of candidates' work at different stages throughout the course. 
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The outcome of these decisions obviously affected the weighting given to 

the terminal examination of the taught syllabus (30%) which Macintosh 

(1979: 22) feels is "disproportionately low ••• particularly when one 

considers the time likely to be devoted to it in class." Nevertheless, the 

Project's assessment pattern represents an attempt to test mastery of the 

Project's aims rather than the candidates' ability to memorise taught 

facts. 

The overall assessment pattern may be summarised as follows: 
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COURSE SEGMENT 

STUDY IN 
DEVELOPMENT 

ENQUIRY IN DEPTH 

MODERN WORLD 
STUDY 

ASSESSMENT 
OBJECTIVE 

Anachronism 
Change 
Continuity 
Development 
Progress 
Causation 
Contingency and 
Necessity 

Complexity of relations 
linking people and 
events. 
Analysis of causation 
and motivation. 
Ability to identify 
with people in the past. 
Empathetic 
reconstruction of 
situations, values and 
beliefs, different 
from today's. 

Connectedness of past 
and present. 
Causal complexity of 
contemporary events. 
Value of historical 
perspective upon 
contemporary events. 

Site description 
Relation of site to 
historical context. 

HISTORY AROUND US Correlation of 
documentary and 
artefact evidence. 
Imaginative 
reconstruction of life 
at a site. 

WHOLE SYLLABUS 
Understanding evidence. 
Evaluating evidence 
(Bias, gaps etc.). 
Making inferences from 
evidence. 
Synthesis. 

ASSESSMENT 
MODE 

2 hour 
Context 
Paper 
(Paper 1) 

2 Hour 
Context 
Paper 
(Paper 2) 

Course-work 

Course-work 

Course-work 

% 
ASSESSMENT 

10% 

10% 

20% 

90 minutes 30% 
Methods Paper 

1 
The Study in Development originally carried 10% of the total assessment. 
This was changed in 1979. 

2 
Until 1979, two Modern World Studies were required, One was assessed on 
the 2 hour context paper and the second by course-work. Both carried 
10% of the total assessment. 
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In both examination papers the emphasis was on testing acquired skills 

rather than memory, a point stressed by the CSE Chief Examiner, Southern 

Regional Examination Board, in several Reports: 

The third essay question in Section B was an 
unsuccessful experiment which was designed to 
improve the quality of the analysis by reducing the 
dependence on factual recall. 
(Summer 1979) 

In evaluating the response of candidates to this 
paper (Paper 1), examiners were more concerned to 
discover and reward quality of thought rather than 
to weigh the answer on a quantitative basis. Brief 
answers which revealed a high level of conceptual 
ability, an understanding of historical skills and 
a capacity to see beyond the obvious were 
generously rewarded. 
(Summer 1980) 

More disturbing still was the growing habit of 
memorising a list of factors which inhibited change 
and then applying them to any historical problem 
regardless of the context of the period. 
(Summer 1982) 

Candidates were assessed for their grasp of the 
concepts central to the Project as well as for 
their ability to use their knowledge to illustate 
this understanding: those, therefore, who gave 
lengthy analyses with no detail would not have 
scored any more highly than those who told all 
which they had remembered but showed no grasp of 
the relevant concept. 
(Summer 1983) 

Moreover the Chief Examiner was quite explicit that traditional examination 

techniques, for example carefully preparing answers in readiness for 

'spotted' questions, were inappropriate: 

The most worrying feature of this was the role of 
the teacher in certain centres. The similarity of 
the essays provided within these centres strongly 
suggested that the candidates entered the 
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.. 
examination with carefully rehearsed' essays in 
readiness for spotted questions. This practice 
placed the candidates at a considerable 
disadvantage, partly because, if the topic did 
occur they failed to adapt the prepared essay to 
the needs of the actual question, and the 
stereotyped irrelevant answers therefore were 
assessed accordingly. The situation deteriorated 
still further if the spotted question did not 
appear on the paper, because candidates still 
insisted on producing their prepared answers! An 
essay on the impact of war on medicine did not 
provide an adequate answer to medical changes 
during the last century. Mary Queen of Scots was 
not the only person involved in conspiracy and 
rebellion against Elizabeth. The Mormons were not 
the only people in conflict in the American West, 
and Custer did not merit the detailed treatment 
provided by certain candidates. This ill-advised 
approach obviously stemmed from a study of previous 
papers, despite the fact that one has attempted -
not always successfully - to search for different 
ways of testing the candidates' knowledge and 
understanding of change in medicine and of the 
various features of their chosen specialist depth 
study. 
(Summer 1982) 

Together these examination papers account for 60% of the final assessment. 

The remaining 40% of the course evaluation is coursework. Both GCE and CSE 

requirements are the same: 
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Southern Universities' Joint Board for School Examinations 

O.L. HISTORY (SCHOOLS COUNCIL) 

Guide for Assessment of Course Work, 1984 

(1) Course work marks are to be awarded by the teacher solely for 
assignments which conform to the following table. 

UNIT ASSIGNMENTS LENGTH IN WORDS MARKS 

Modern World Study Either 1 or 2 1250 to 2000 20 

Enquiry in Depth Either 1 or 2 1250 to 2000 20 

History Around Us Either 2 or 3 2000 to 3000 40 

TOTAL BETWEEN 4 & 7 MAXIMUM: 6000 80 

General Objectives [which may be satisfied by work related 
three units mentioned in table (1)]. 

(1) Evaluation and interpretation of sources. 

% ASSESSMENT 

10% 

10% 

20% 

40% 

to any of the 

(2) Empathetic reconstruction of the ways of thinking and feeling of a 
people of a different time or place. 

(3) Analysis of causation and motivation. 

Objectives specifically related to particular units 

(4) Interpretation of current situation in the context of past events. 
(Modern World Study) 

(5) Personal investigation and description of a site. (History Around Us) 

(6) Relation of a site to its historical context. (History Around Us). 

(7) Analysis of the role of the individual in history. (Depth Study) 

Other Objectives 

The teacher may award 5 - 15 marks for other objectives provided these are 
..::c:.::o..::n:.::s..::io.:_:s..::t..::e:.::n~t~..;;w..::i:.::t:.::h:.-,..:t:.:ch:.::e:.-,.;.P..:r-=o:.lj-=e:.::c:.::t:.-,--"P:..:ch:.::i:..::l:..::o:.::s:.::o:.!p:..:ch:.Ly • Teachers in doubt about 
additional objectives should write to the Project for advice. 
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COURSE WORK REGULATIONS 

(1) Length 
Although variation in the number of words used for each unit is allowed, 
the total of all coursework must not exceed 6,000 words, and a total of 
4,500 words would be quite sufficient. Maps, diagrams or other graphic 
items need not be counted in the word totals, though they may, where they 
contribute to the appropriate objective, be included in the assessment. 

(2) Assignments 
An assignment is any piece of work which has a unity of theme or of 
objective, although it may have sub-sections which deal with different 
areas or serve different objectives. For example, a Diary on a Current 
Issue, which might collect together news on a single topic, could contain 
comments which might serve any of objectives (1), (3) or (4) or an 
additional objective 'The Relation of a Current Issue to its wider global 
setting'. The assignment, therefore, could be marked under several of 
these headings. Alternatively, an assignment might be aimed at a single 
objective. In the case of objective (1), for instance, a variety of 
different kinds of evidence could be evaluated and interpreted and their 
relative value to the historian could be considered. In this case, the 
work might well have been written at different times and it could be 
assessed continuously or upon completion. If a submitted assignment is an 
extract from a larger piece of work, this must be clearly indicated. 

At least one assignment, which can be from any unit, must be completed in 
class, but not necessarily under examination conditions. When this work 
is sent for moderation, the time allowed and the amount of reference 
available should be briefly indicated. This is intended to give the 
moderator a quick first check if he feels that a candidate may have had 
unfair help with course work. It is not intended that teachers should in 
any way refrain from advising and helping in all proper ways. 

All course work must be the candidate's own work. Quotations should be 
properly marked and their source clearly indicated. A candidate must not 
be allowed to alter a piece of course work in any way after the teacher 
has marked it and indicated errors or omissions. However, if a candidate 
is anxious to do poor work again, it is quite in order for him to complete 
another different assignment of a similar type. 

The moderator may ask to see other assignments completed by the candidate, 
in addition to those assessed and sent for moderation. His purpose will 
be to assure himself that the rest of the work is of a quality and type 
out of which the assessed work might reasonably have arisen. Teachers are 
not expected to have stored the whole of the candidate's work over two 
years, but to produce a reasonable background sample against which to 
judge the work assessed. 

(3) Marking Schemes and Mark Sheets 
The course work assignments must between them fulfil all of the seven main 
objectives listed above. At least 5 marks, and not more than 15 marks, 
must be reserved for each objective. The total possible mark for each 
unit must not exceed the mark given in the table above. 
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for each of the seven objectives, making a 
80 course work marks, teachers are left 

weighting each of these basic objectives 
objectives such as: 

(i) Relation of the Modern World Study to its wider global setting. 

(ii) Personal research and collection of information. 

(iii) Awareness of change and development in History. 

Details of the weighting given for each objective within each assignment 
should be included in the information sent with the sample course work. 

Only the total mark for each assignment must be entered on the Mark Sheet, 
along with the final total out of 80. Of course, some columns will be 
left blank if less than the maximum of 7 assignments have been set. 
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Teachers devise assignments, weight them within this framework, mark them 

and then send the marks for all their candidates to the examining board. A 

sample are then selected by the Boposes and the 

school informed about changes to the marks awarded. At first there appears 

to have been some distance between the Project team's ideals and the 

coursework produced: 

Copious copying from local guidebooks, mechanical 
recording in their diaries, without personal comment, 
and the lack of any spark or sparkle in other parts of 
their course work conveyed the impression of industrious 
pupils who were intent upon browbeating both their 
teacher and the examiner with the very volume of their 
encyclopaedic knowledge. Dictated notes and reams of 
duplicated plans, maps and detailed questionnaires 
increased the weight of the course work. 
(CSE Chief Examiner's Report, S.R.E.B., Summer 1977) 

By 1983, however, there is evidence that schools were producing coursework 

closer to the Project aims: 

This year 62% of centres had their marks left unchanged. 
It is tempting to conclude that this increase of 10% 
over last year reflects a growing awareness of 
appropriate ways to meet the requirements of coursework. 
(CSE Chief Examiner's Report, S.R.E.B., Summer 1983) 

The Schools Council 13-16 History course offers History teachers an 

alternative way of teaching the subject, and the Project team have devised 

an assessment system which, in principle at least, minimises the emphasis 

on recall. This course, therefore, provides another critical case for our 

theory. 

-----------------------------------------~-

I 
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NON-ASSESSED COURSES 

2nd Year History (First School) 

2nd Year History (Third School) 

3rd Year History (First School) 

3rd Year History (Third School) 

3rd Year History (Fourth School) 

2nd Year Religious Studies (First School) 

3rd Year Religious Studies (First School) 

4th year Personal Relations (First School). 

All but one of these courses are, strictly speaking, pre-assessment rather 

than non-assessed courses. There is a problem with such courses from our 

point of view in that they may be affected by a backwash effect from fourth 

and fifth year courses. However, it is difficult to find non-assessed 

courses in secondary schools today, outside of remedial departments and 

such departments involve a host of contaminating factors (distinctive 

identity, different teacher-pupil ratios, different patterns of contact 

between teachers and pupils etc). The only course we were able to collect 

data on which was a true non-assessed course was a Personal Relations 

course for 4th & 5th Year pupils in First School. 

Personal Relations: In recent years a growing number of non-assessed 

social education courses have been developed for fourth and fifth year 

pupils in secondary schools. Though the content of these courses varies 

somewhat, as partly indicated by their differing titles - Personal 
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Relationships, Life Skills • Social Education, Social Skills - nevertheless 

there is a considerable amount of overlap in aims and sharing of themes. 

They are designed, typically, for the whole year group, often for 

mixed-ability groups, and there is no external terminal assessment attached 

to the syllabus. Moreover, the aims of these courses generally stress 

building awareness of relationships with people, rather than the 

transmission of knowledge. 

The PR course at First School was originally based on the RE syllabus and 

many of the themes of the 'O' level and CSE RE courses were also covered in 

the PR sessions. However, with the arrival of a new head of department, 

this changed and the RE and PR syllabi became more independent. The PR 

course was totally rewritten and the aims of the new course were stated 

thus: 

1 To assist the pupils in their own personal, moral 
and social development. 

2 To assist the pupils, in particular, to develop a 
body of knowledge and understanding which will be 
of use to them as they try to understand and 
participate in the life of the school and in the 
life of the community at large both in their school 
life and as they leave the school to enter into the 
world of work and adult responsibility. 

3 To assist the pupils, in particular, to develop 
attitudes and sensitivities which will help them to 
understand themselves and other people. 

(Personal Relations Course Handbook, 1982: 2) 

There are two elements to the course. One is the transmission of 

information and the relevant skills of understanding. The other element of 

the course is concerned with formation not information. The concern here 

is with an "attempt to help to form attitudes and an understanding of 

attitudes". The head of RE who co-ordinates the PR course, is clear in his 

interpretation of the relative importance of these two parts of the course: 

----- --------- ---- --- --- --- - --- ------

1· 
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I think (the PR course) seems to revolve around two 
things, one of them is information, the basics of 
the information the pupil will need in order to be 
able to cope with getting a job, insurance, help 
those sorts of things, information. And the other 
one is formation, formation in terms of the basic 
skills of coping with oneself, getting on with 
other people, those sorts of things. My own 
feeling is that the formation was primary. The 
information is very much a secondary matter in the 
course. I regard principally formation, though of 
course it does have information - there are certain 
places where we do put in information, but I regard 
it principally as a formation course. And I think 
that is the way most people are taking it. 

(Interview) 

He also acknowledges, however, that formation teaching is "very much in its 

infancy" (interview) and whereas teachers have developed "strategies for 

transmitting information", this is not the case with formation teaching. 

Each teacher interprets the principles of the course in her or his own way 

and selects teaching methods and materials accordingly. This is made 

explicit in the PR course handbook: 

Members of staff who teach PR are, of course, at 
liberty to define their own personal aims for this 
course, and will, in practice, present the work of 
the course each in their own way. 

Whether there is any written work in addition to class discussions is more 

or less left up to the individual teacher. Moreover, the head of RE 

prefer present the work of the course each in their own way. 

Whether there is any written work in addition to class discussions, whether 

there are written assignments or is no assessment at all is more or less 

left up to the individual teacher. Moreover, the head of RE preferred to 

refer to PR as having 'sessions' not lessons because the latter term 

carries with it "particular connotations of how teachers and pupils should 

inter-relate" (interview). By referring to PR as having sessions, he hoped 

to illustrate to both teachers and pupils that PR involved not only 

different subject matter but different forms of working relationship 

between teacher and pupil also. 
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The PR course content covers the following 14 topics in two years: 

The Fourth Year 

1 The individual: self assessment of character traits, abilities and 
inabilities. 

2 

3 

4 

5 

6 

7 

The individual in the family: a consideration of the role of the 
family in the life of an individual and of a society. A 
consideration of the possible difficulties of family, of the 
possible sources of conflict and of the helps which may be 
available to families in difficulty. The value of family life to 
the individual in coping with the world in general. 
The individual in process: the stages of physical, psychological 
and social development of the individual and of the possibilities 
and difficulties which each of these stages presents. Childhood, 
adolescence, adulthood and old age. 
The individual in school: how does a school work, how is it 
organized as a society, what are the functions of each part of 
this society, how may this organized society be of help to the 
individual pupil in his learning and life, and how may the pupil 
operate in this society for his greatest benefit and for the 
greatest benefit of the whole society of the school. :~ 
Problems in school life: what is and what is not acceptable 
behaviour and what is the basis for this division; what are the 
major causes of difficulties, so far as they exist, in the 
relationships between teachers and pupils and between pupils 
themselves, bullying and its effects on the individual and the 
society. 
The individual and friendship; the role of friendship in personal 
development, the effects of friendship on the attitudes and 
behaviour of the individual, the effects of friendship on family 
life and on life in school. 
The individual and close personal non-familial relationships: 
attitudes towards the place of men and women in society, the role 
of male-female relationships in personal growth, the senses of the 
term 'love' and the value of love in the life of the individual, 
love and sexuality and the relationship of these terms one to the 
other. Marriage: a consideration of the function of marriage, 
the reasons for married life, difficulties in marriage and the 
values to the individual of married life. 
The individual in the society: the needs of the individual and 
the ways in which the wider society can help the individual. The 
needs of special groups in the society, in particular the needs of 
the handicapped, the elderly and any other groups in need of 
special care and assistance from the community. The work of the 
voluntary agencies which can be of assistance to the individual 
and in whose work the individual can participate. The nature of 
the local community: the amenities available to the individual 
in this place for work, leisure and education. The work of the 
civic society: local and national government, the statutory 
bodies offering help to the individual, the role of local 
government agencies, the place of politics and political 
representatives in the life of the individual and the society. 
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8 Health education: the bases of good health, physical and mental. 
The nature of illness and the effects of illness on an individual, 
a family and a society. The nature of mental illness and the 
nature of mental handicap. A consideration of factors which can 
affect health and especially of major dangers to good health. The 
safety of the individual. The individual and children: the 
process of human reproduction, of gestation, of pre-natal and 
post-natal care, the needs of the developing child and the work of 
parenthood. 

The Fifth Year 

1 Work: the nature of work, the expectations of the individual 
about work. Getting work: attitudes to getting work, 
applications and the interview. The conditions of work: the 
rights and the obligations of a worker. 
Out of work: the provisions made for those who are not in full 
time employment in terms of the financial help available, the 
official training courses available and the local facilities open 
to the out-of-work. Attitudes to unemployment and its effects on 
the health and human relationships of the individual. 

2 Education: the needs and attitudes of the fifth former to the 
education he or she is at present undergoing - this to assist the 
pupil to think positively about the fifth year in school in terms 
of the work to be done, the end to be aimed for. 
The forms of education available to the individual after school: 
the sixth form, its nature and purpose, the nature of sixth form 
courses, choosing a sixth form course. The work of further 
education colleges and the courses and qualifications available 
there. The forms of higher education; the nature of these 
institutes and their value for the individual. Part-time 
education and education for leisure: the work of adult education. 

3 Money; attitudes to money and to its use. Earning money, 
taxation and the system of deductions from earnings. Budgeting. 
Saving and spending money, the banks and the building societies, 
insurance and assurance systems. 

4 Housing: getting a house. Buying and renting accomodation: the 
needs of the individual and the help available to the individual 
in finding suitable accomodation. 

5 Conflict in society: the nature and reasons for social conflict. 
A consideration of present national conflicts. The function of 
groups in a society and a consideration of possible inter-group 
conflicts. Violence in the society, its origins and its effects. 
The nature of prejudice and its effects on the society. 

6 The international society: a consideration of the attitudes of 
people to other nations and peoples. The effects of the world at 
large, rich and poor, on our own nation. The needs of the poorer 
nations and the effects of the needs on our economic and political 
stability. War and peace. The human needs to protect the 
environment, both locally and throughout the world. 
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For each of these topics, the head of RE had produced additional material 

which teachers could use with their groups. For example, the following is 

the extra information for the unit on 'the individual in the family': 

PR Year ~Four You in Your Family 

Begin here consideration of the ways in which the family affects the 
pupil/and the pupil affects the family. Then move to consideration of 
the nature and value of family life itself. 

My family now 

1 'Be in by half ten'. You arrive at midnight. What happens and 
why? 

2 'Tidy your room up'. React. 
3 'I do wish you'd take an interest in something instead of sitting 

there in front of the tele'. What do you say next? 
4 'You're not coming in this house with hair like that'. So what do 

you do? ,;,··· 
5 'We are saying this because we really love you'. React.'~ 
6 'You have brought us to much upset'. How do you feel? 

Thus examine how far family is a help and far a hindrance in the 
perceptions of the pupils. 

Mum and Dad 

More than likely most of the pupils in the room will be~ome mums and 
dads. 
So now ask them to imagine themselves saying the above stateme,nts to a 
child of theirs. Why might they have to say these things? 
Talk about: 
What are the basic duties of mum and dad? 
What are the joys of being a mum or dad and what would be the principal 
difficulties? 

At First School, the PR course is for all fourth and fifth year pupils 

and each pupil has one session of PR (40 minutes) each week. The groups of 

pupils are based on the organisation of pupils in French in the fourth and 

fifth years. There are thus two PR groups in the fourth year, one 

designated the 'French' group (i.e. pupils who also do French) and one 

designated 'non-French' (i.e. pupils who do not do French) and the same 

organisation is used in the fifth year. Within each of these broad groups, 

-------------------------------------- --------
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pupils are allocated to smaller teaching classes of about 20 pupils per 

group. However, on some occasions all the pupils of one large group (for 

example, all the 'non-French' pupils in the fourth year) come together for 

a common session - a film, lecture, slides or whatever. These groups 

generally remain the same for the entire two-year course. 
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Note 

1. Turner goes on to question whether the JMB Integrated Humanities course 

is as flexible as it seems. There seems little doubt, though, that 

this syllabus gives teachers far more autonomy than most examination 

syllabi. 

-----------------------
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APPENDIX B 

SOURCE TABLES 

This appendix provides source tables for both lesson and 1000 second 

period scores for all courses, from which the tables produced in chapter 

four have been compiled. 

The lesson tables provide scores for, (in this order), the total amount of 

teacher talk (TT), the number of pupil contributions (N), the amount of 

pupil talk (PT), the proportion of pupil talk of all public talk expressed 

as a percentage (%), the mean length of pupil contributions per lesson 

(MEAN), the standard deviation of those contributions (SD), the median 

length of contributions (MED) and the interquartile range of pupil 

contributions (IQR). 

The 1000 second tables are similar except that the amount of teacher talk 

is not reported since this can be easily calculated by subtracting pupil 

talk from 1000 seconds. The mean and median scores are, obviously, scores 

for contributions per 1000 seconds and not scores per lesson. 
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I ,, TEACHER 1 : AB 

.,, 2nd Year History: Lesson Scores 

II LESSON TT N PT % MEAN SD MED IQR 

·I 1 1291.21 10 25.40 1.93 2.54 0.96 2.43 1.33 

.I 2 845.47 6 14.56 1.69 2.43 1.43 2.20 3.20 

3 1370.96 26 65.17 4.54 2.50 1.35 2.22 2. 14 

a· 4 682.99 22 60.48 8.13 2.75 1.64 2.12 2.38 
.,. --~ .. ~.~ 

5 823.35 62.59 7.06 2.86 2.90 " 2.78 

I 
19 3.29 

:;:· ,. 
6 750.06 24 65.18 8.00 2.72 2.01 2.03 2.76 

;:_~ 

.I 7 952.24 14 47.64 4.76 3.40 3.21 2.50 2.29 

8 749.87 16 56.65 7.02 3.54 1.87 3.20 2.39 

I· 9 444.14 2 5.53 1.23 2.76 0.86 2.76 o.oo 

10 1074.39 19 42.08 3. 77 2.21 1.16 1.85 1.41 ,, . '•· ,. ~~ .. 
11 922.15 32 85.99 8.53 2.68 1.96 2.03 2.06 

'I 12 1050.82 19 62.47 5.61 3.28 1.41 2.94 1.69 

13 387.21 56.01 12.64 3.96 3.75 5.82 11 5.09 

I. 14 4 77.23 3 5.53 1.15 1.84 0.72 1.62 1.71 

15 1010.62 33 103.35 9.28 3.13 1.63 2.75 1.69 

I 16 1228.19 13 52.52 4.10 4.04 2.92 3.32 3.06 

I 
I. 
'l\ 

-----------------------------
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I 
2nd Year History: 1000 second Scores 

I 
10005 N PT % MEAN SD MED IQR 

''~ 
1 10 25.40 2.54 2.54 0.96 2.43 1. 33 I 
2 6 14.56 1.46 2.43 1.43 2.20 3.20 

3 14 31.93 3.19 2.28 1.23 2.01 2.25 .I 
4 17 45.31 4.53 2.67 1.44 2.35 2.44 ,J 
5 29 93.72 9.37 3.23 2.59 2.28 2.42 

6 28 75.85 7.58 2.71 1.89 2.03 2.63 'I 
7 14 40.63 4.06 2.90 3.26 2.07 1. 74 

8 22 75.37 7. 54 3.43 1. 75 3.20 2.61 J; 
9 2 3.37 0.34 1.69 0.37 1.69 o.oo I 
10 35 82.06 8.21 2.34 1.32 . 1.85 1. 42 

11 22 64.63 6.46 2.96 1.99 2.37 1. 79 I 
12 22 96.53 9.65 4.39 3.12 3.47 4. 52 

13 11 21.11 2.11 1.92 1.02 1.62 1.71 I 
14 28 92.39 9.24 3.30 1.66 2.78 1. 53 

I 
Remainder 49.33 

I 
I 
.I 
I 
J· 
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I 
I. 4th Year Schools Council History: Lesson Scores 

I; LESSON TT N PT % MEAN SD MED IQR 

I· 1 1829.82 21 46.02 2.45 2.19 1.64 1.56 1.58 

I 2 920.40 19 75.80 7.61 3.99 4.05 2.22 4.85 

3 1018.11 10 22.62 2.17 2.26 1.87 1.91 1.83 

I. 4 944.89 3 6.36 0.67 2.12 0.26 2.15 0.65 

5 1139.31 28 47.72 4.02 l. 70 0.69 1.44 0.93 

I 6 738.35 9 16.00 2.12 1.77 0.56 1.65 1.00 

7 663.43 6 10.97 1.63 1.83 0.50 1. 00 {' 1.21 .\ 

·I. 8 735.99 11 26.91 3.53 2.45 l. 76 l. 75 1. 66 

.I 9 675.95 11 19.61 2.82 1.78 1.48 1.13 2.10 

10 1083.67 8 18.92 1.72 2.36 1.39 2.41 2.14 ,, 

·a· 11 152.25 2 6.31 3.98 3.16 0.66 3.16 o.oo 

I 
12 1060.07 28 59.23 5.29 2.12 1.54 1.46 :,, 1.33 

13 426.72 10 28.38 6.24 2.84 3.11 1.52 2.61 

I 14 47.29 0 o.oo o.oo 0.00 o.oo o.oo o.oo 

15 599.88 2 2.25 0.37 1.13 0.16 1.12 0.00 

I. 16 506.31 5 10.44 2.02 2.09 0.19 2.10 0.40 

I 
17 1026.21 14 32.68 3.09 2.33 1. 24 1.86 2.24 

18 1025.97 10 23.87 2.27 2.39 1.25 1.92 2.07 

I 19 66.18 1 1.40 2.07 1.40 0.00 1.40 0.00 

29 670.89 3 5.68 0.84 o. 37 2.12 1.89 0.82 

I. 21 613.01 0 o.oo o.oo 0.00 0.00 o.oo 0.00 

22 887.60 18 47.18 5.05 2.62 1. 57 2.22 1.66 

·a~ 23 913.19 1 2.65 0.29 2.65 o.oo 2.65 o.oo 
---~--------- -·- -----~----------- ·---- ----

I. 
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I ,, 
LESSON TT N PT % MEAN SD MED IQR 'I 
24 1084.70 10 19.37 1.75 1.94 0.45 2.10 0.74 .I 
25 871.40 10 38.28 4.21 3.82 2.73 3.05 4.18 

26 184.63 0 o.oo 0.00 o.oo 0.00 o.oo 0.00 
,, 

27 1398.00 0 0.00 o.oo 0.00 0.00 0.00 0.00 

.I 

I 
4th Year Schools Council History: 1000 second scores ,I 

1000S N PT % MEAN SD MED IQR I. 
I 

1 12 21.30 2.13 1.77 1.08 1.56 0.97 

2 13 34.77 3.48 2.67 1.76 2.09 1.81 I 
3 '16 68.94 6.89 4.31 4.33 2.24 s.os 

4 9 19.42 1.94 2.16 1.95 1.78 1. 31 I 
5 3 6.36 0.64 2.12 0.27 2.15 0.65 .I 
6 26 43.56 4.36 1.67 0.66 1.44 0.93 

7 13 23.09 2.31 1.78 0.65 1.65 1. 12 -a 
8 14 32.96 3.30 2.35 1.60 2.14 1.46 

9 16 26.89 2.69 1.68 1.38 1.20 1.50 .I. 
10 5 13.63 1.36 2.73 1.30 3.19 2.68 I 
11 24 47.99 4.80 2.00 1.40 1.36 1.31 

12 18 48.18 4.82 2.68 2.59 1. 52 2.54 I 
13 5 10.44 1.04 2.09 0.19 2.10 0.40 

,I 
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·I. 
I. 

10005 N PT % MEAN SD MED 1QR 

t· 
14 14 32.68 3.27 2.33 1.24 1.86 2.24 

I. 15 10 23.87 2.39 2.39 1.25 1. 92 2.07 

I. 16 4 7.08 0.71 1. 77 0.39 1.76 0.77 

17 13 25.69 2.57 1.98 0.74 1. 97 1.53 

.1. 18 7 26.42 2.64 3. 77 1.81 2.87 3.56 

19 10 19.37 1. 94 1.94 0.45 2.09 o. 74 

I 20 9 35.75 3.58 3.97 2.84 3.10 4.19 

·I 21 1 2.53 0.25 2.53 0.00 2.53 o.oo 
-~ 

,, .. 

I 
I 5th Year Schools Council History: Lesson scores 

·~· 

I. LESSON TT N PT % MEAN SD MED IQR 

1\ 
1 290.29 1 0.93 0.32 0.93 o.oo 0.93 0.00 

I. 2 1665.74 0 0.00 0.00 o.oo o.oo o.oo o.oo 

I 
3 765.51 6 11.99 1.54 2.00 0.86 1. 78 1.53 

4 636.56 0 o.oo o.oo o.oo o.oo 0.00 0.00 

t. 5 282.56 1 1. 72 0.61 1.72 o.oo 1. 72 0.00 

6 14.36 0 0.00 o.oo o.oo o.oo o.oo 0.00 

I 7 741.08 5 18.68 2.46 3.74 2.08 4.78 4.40 

·a 8 340.04 3 4.10 1.19 1.37 0.22 1.32 0.54 

9 970.38 14 52.99 5.18 3.78 1.95 3.68 3.81 ----------- ------------- ------

I 
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I 
LESSON TT N PT % MEAN SD MED IQR ,·I 

10 970.05 14 45.06 4.44 3.22 1.31 2.95 1. 58 I 
11 1027.55 9 31.45 2.97 3.49 3.11 2.25 3.10 :t 

I 
5th Year Schools Council History: 1000 second scores I 
lOOOS N PT % MEAN SD MED IQR ~I 

1 1 0.93 0.09 0.93 0 0.93 0 I 
2 0 0 0 0 0 0 0 

I 3 6 11.99 1.20 2.00 0.86 1. 77 1.53 

4 1 1. 72 0.17 1.72 0 1. 72 0 :1 
5 8 22.78 2.28 2.85 2.01 1.52 3.66 

6 17 62.12 6.21 3.65 1. 79 3.22 2.41 ,I·\ 
7 11 35.93 3.59 3.27 1.47 2.93 1.75 ,, 

'I 
·I 
I 
I 
I 
I 
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5th Year Social and Economic History: Lesson scores 

LESSON TT N PT % MEAN SD 

1 977.99 0 0.00 o.oo o.oo o.oo 

2 815.63 3 13.47 1. 62 4.49 2.09 

3 1239.04 15 39.97 3.13 2.66 1.65 

4 710.97 5 15.53 2.14 3.11 2.62 

5 517.11 0 0.00 0.00 o.oo o.oo 

6 689.92 7 14.94 2.12 2. 13 1. 04 

7 1076.69 14 17.45 1.59 1.25 0.93 

8 687.19 2 3.37 0.49 1.68 3.50 

9 995.67 4 13.00 1.29 3.25 0.49 

5th Year Social and Economic History: 1000 second scores 

lOOOS 

1 

2 

3 

N 

0 

4 

13 

PT 

0 

16. 15 

36.04 

% 

0 

1.61 

3.60 

MEAN 

0 

4.04 

2. 77 

SD 

0 

1. 97 

1.73 

MED IQR 

o.oo o.oo 

5.94 4.47 

2.35 1.62 

2.15 5.12 

0.00 0.00 

2.00 1.01 

0.84 1.30 

.1.68 o.oo 

3.12 0.81 

- J 

MED IQR 

0 0 

4.31 3.87 

2.35 2.15 

------------------



10005 

4 

5 

6 

7 

Remainder 

N 

6 

7 

13 

3 
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PT % 

16.78 1.68 

14.94 1.49 

16.57 1.66 

4.25 0.43 

13.00 

MEAN 

2.80 

2.13 

1.27 

1.42 

SD 

2.49 

1.04 

0.96 

0.38 

MED 

1.70 

2.00 

0.84 

1. 65 

IQR 

5.12 

1. 01 

1.29 

o. 84 
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TEACHER 2: CD 

4th Year CSE: Lesson Scores 

LESSON TT N PT 

1 325.68 2 7.35 

2 1287.62 56 104.78 

3 84.76 0 0.00 

4 1176.15 19 39.94 

5 168.83 0 o.oo 

6 436.39 7 20.04 

7 953.82 11 18.99 

8 204.59 5 8.54 

9 331.84 0 0.00 

4th Year CSE: 1000 second scores 

lOOOS N PT 

1 33 62.11 

2 28 53.16 

3 17 35.80 

4 7 20.04 

5 16 27.53 

-307-

% MEAN 

2.21 3.68 

7.53 1.87 

0.00 0.00 

3.28 2.05 

o.oo 0.00 

4.39 2.86 

1.95 1. 73 

4.01 1.71 

0.00 0.00 

% MEAN 

6.21 1.88 

5.32 1.90 

3.58 2. 11 

2.00 2.86 

2.75 1. 72 

---------------------------------

1 

SD MED IQR 

1. 54 3.68 1.54 

1.65 1.28 1.06 

o.oo o.oo o.oo 

1.99 1.46 1.09 

o.oo o.oo o.oo 

1.45 2.29 2.04 

1.12 1.36 1.65 

0.74 1.36 1.57 

o.oo 0.00 o.oo 

SD MED IQR 

1.53 1.23 1.23 

1.62 1.33 0.92 

2.09 1.46 1.12 

1.45 2.29 2.04 

1.02 1.36 1. so 

-----------
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I 
.I 

5th Year Schools Council History: Lesson scores I 
I 

LESSON TT N PT % MEAN SD MED IQR 

·I 
1 1612.03 26 52.65 3.16 2.02 1.02 1.66 1.14 

2 1224.88 21 51.34 4.02 2.44 1.66 1. 63 1. 84 .I 
3 1018.30 1 0.87 0.09 0.87 0.00 0.87 o.oo I 
4 1543.78 19 36.89 2.33 1.94 1.21 1. 59 1.79 

5 1220.47 18 29.77 2.38 1.65 0.86 1.37 1.04 I 
6 1698.52 26 72.85 4.11 2.80 2.21 2.28 2.22 

7 1306.62 3 9.01 0.68 3.00 3.07 1.29 6.90 I 
8 1686.13 23 38.45 2.23 1.67 0.87 1. 63 1. 35 I. 
9 2008.15 2.25 1.60 1.60 1.41 7 15.72 0.78 

10 1722.03 28 80.65 4.47 2. 88 2.59 2.04 1.61 I 
11 1103.42 24 43.60 3.80 1.82 0.86 1.82 1. 41 

12 1640.68 16 25.42 1. 53 1. 59 0.68 1.47 0.56 I 
I 
I 
I 
I 
I 
I 
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II 
5th Year Schools Council History: 1000 second scores 

I 
I 

1000S N PT % MEAN SD MED IQR 

I 1 16 27.23 2. 72 1. 70 0.61 1.44 1.06 

2 14 35.60 3.56 2.54 1.42 1.81 2.59 

I 3 17 41.16 4.12 2.42 1.65 1.63 1.85 

I 
4 1 0.87 0.09 0.87 o.oo 0.87 o.oo 

5 9 17.68 1.77 1.96 0.91 1.85 1.83 

I 6 14 26.00 2.60 1.86 1.25 1.44 1.77 

7 17 35.58 3.56 2.09 2.27 1.35 ·-''1 • 1 9 r,~'· 

- 8 18 50.46 s.os 2.80 1. 72 2.38 2.49 
.. :J '; 

9 7 17.51 1.75 2.50 2.19 2.25 2.47 

I 10 1 1.29 0.13 1. 29 0.00 1.29 o.oo 

I 11 18 31.83 3.18 1. 77 0.93 1.67 1.41 ;.. 

12 5 6.62 0.66 1.32 o.so 1.34 "1• OS 

I 13 7 15.72 1. 57 2.25 1.60 1.60 1.41 _.\ 

14 1 1. 72 0.17 1. 72 o.oo 1.72 o.oo 

I 15 23 68.30 6.83 2.97 2.75 2.09 1.44 

I 
16 17 32.02 3.20 1.88 1.19 1.38 1.54 

17 15 30.59 3.06 2.04 0.89 1.84 1.68 

I 18 11 15.64 1. 56 1.42 0.43 1. 41 0.68 

I 
I 
I 
------------------------------ -----------------------------

I 
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I 
I 

TEACHER 3: EF 

I 
3rd Year History: Lesson scores I 
LESSON TT N PT % MEAN SD MED IQR I 
1 34.88 0 0 0 0 0 0 0 I 
2 1404.10 21 79.54 5.36 3.88 2.19 3.22 2.64 I 
3 391.69 28 79.03 16.79 2.82 1.84 2.23 2.3 

4 4.09 0 0 0 0 0 0 0 I 
5 1260.82 20 49.88 3.81 2.49 1.58 2.16 1.55 a 6 1249.57 93 301.35 19.43 3.24 2.53 2.41 3.02 

I 
3rd Year History: 1000 second scores I 
lOOOS N PT % MEAN SD MED IQR I 
1 17 63.91 6.39 3.76 2.27 3.22 2.74 I 
2 33 95.06 9.51 2.88 1.90 2.47 2.29 I 
3 5 8.76 0.88 1. 75 0.60 1.44 1. 28 

4 63 158.62 15.86 2.52 1.68 1.97 2.10 I 
I 
I 
I 
I 
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4th Year Social and Economic-History: Lesson scores 

LESSON TT N PT % MEAN SD 

1 140.68 2 11.66 7.65 5.83 3.70 

2 1940.31 98 266.42 12.07 2. 72 1. 81 

3 1251.27 24 49.56 3.81 2.06 1.17 

4 120.43 0 0 0 0 0 

5 199.67 2 2.74 1.35 1.37 0.19 

6 846.89 2 2.57 0.3 1. 28 0.12 

4th Year Social and Economic History: 1000 second scores 

lOOOS N PT % MEAN SD MED 

1 37 105.27 10.53 2.84 1.69 2.28 

2 47 108.46 10.85 2.31 1.63 l. 75 

3 18 69.19 6.92 3.84 2.41 3.08 

4 24 47.46 4.75 1.98 1.17 1.64 

MED IQR 

5.83 3.02 

2.19 2.22 

1. 81 1.79 

0 0 

1.37 0 

1.28 0 

--· ~\I ' 

·-· J .. 

IQR 

1.47 

l. 72 

4.05 

1. 69 
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TEACHER FOUR: GH 

3rd Year History: Lesson scores 

LESSON 

1 

2 

3 

TT 

986.36 

1077.00 

961.00 

N 

33 

69 

13 

PT 

144.23 

308.18 

39.34 

3rd Year History: 1000 second scores 

1000S 

1 

2 

3 

N 

28 

49 

37 

PT 

100.77 

167 .ll 

217.53 

% 

10.08 

16.71 

21.75 

% 

12.76 

22.25 

3.93 

MEAN 

3.60 

3.41 

5.88 

MEAN 

4.37 

4.47 

3.03 

SD 

2.69 

3.43 

5.48 

SD 

3.62 

4. 72 

1.71 

MED 

2.92 

2.09 

3.81 

MED 

2.96 

2.72 

2.50 

IQR 

2.71 

3.11 

4.91 

IQR 

4.88 

4.12 

2.35 

I 
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4th Year CSE: Lesson scores 

LESSON 

1 

2 

3 

TT 

1407.03 

1627.26 

1017.01 

N 

23 

5 

21 

PT 

44.30 

14.82 

40.74 

4th Year CSE: 1000 second scores 

'lOOOS 

1 

2 

3 

4 

N 

16 

12 

0 

21 

PT 

29.79 

29.33 

o.oo 

40.74 
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% 

3.05 

0.90 

3.85 

% MEAN 

2.98 1.86 

2.93 2.44 

o.oo o.oo 

4.07 1.94 

MEAN 

1. 93 

2.96 

1.94 

SD 

1.04 

1.66 

o.oo 

0.95 

SD 

1.08 

2.09 

0.95 

MED 

1.65 

1.85 

o.oo 

1.78 

MED 

1.66 

2.54 

1. 78 

IQR 

1.42 

2.42 

. o.oo 
' 

1.54 

IQR 

1. 82 

4.11 

1. 54 
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TEACHER FIVE: IJ I 
2nd year RE: Lesson scores 

I 
LESSON TT N PT % MEAN SD MED IQR I 
1 234.89 0 o.oo o.oo o.oo o.oo o.oo o.oo I 
2 697.18 35 87.71 11.17 2.51 2.03 1.94 1.75 

I 3 312.95 3 10.24 3.17 3.41 1.01 3.53 2.47 

4 1167.21 16 ll6. 53 9.08 7.28 11.82 3.11 4.50 I 
5 1332.45 24 248.58 15.72 10.36 35.16 2.27 2.19 

6 832.49 31 82.13 8.98 2.65 1.90 2.00 2.44 I 
7 1818.49 3 6.56 0.36 2.19 0.96 2.75 2. 13 

I 8 918.70 14 48.17 4.98 3.44 1.68 2.86 3.43 

9 1539.41 53 268.66 14.86 4.54 5.42 1.93 4.62 I 
10 449.37 7 19.84 4.23 2.83 1.15 2.94 2.57 

11 1133.62 61 268.83 19.17 4.41 4.24 2.50 4.73 ·I 
12 1790.95 63 188.88 9.54 3.00 2.61 2.13 2.13 

13 687.69 23 107.05 13.47 4.65 4.04 4.04 4.34 I 
14 270.27 1 1.47 0.54 1.47 0.00 1.47 0.00 I 
15 610.37 2 4.40 o. 72 2.21 o. 77 2.20 o.oo 

16 975.78 8 15.65 1.58 1.96 1.67 1.16 2.20 I 
17 176.31 0 o.oo o.oo 0.00 o.oo 0.00 o.oo 

18 157.00 1 2.10 1.32 2.ll 0.00 2.10 0.00 II 
19 232.83 0 0.00 0.00 0.00 o.oo 0.00 o.oo I 20 ll31.57 24 75.99 6.29 3.17 2.68 2.00 2.76 

21 820.96 4 9.41 8.47 2.35 0.81 2.18 1.20 I 
I 
I 
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I 
I 
I 

2nd RE: 1000 second scores 

I 
I lOGOS N PT % MEAN SD MED IQR 

I 2M1 

1 39 142.01 14.20 3.64 7.64 1.88 1. 72 

I 2 10 49.27 4. 93 4.93 6.02 2.19 6.73 

I 
3 5 15.71 1.57 3.14 0.32 3.07 o.ss 

4 3 5.91 0.59 1. 97 0.87 2.10 2.13 

I 5 34 129.77 12.98 3.82 5.22 1.75 3.83 

6 21 112.26 11.23 5.35 5.47 3.38 6.03 

I 7 11 36.39 3.64 3.31 2.33 2.13 3.09 

I 
8 so 150.67 15.07 3.01 2.68 2.16 2.14 

9 2 8.28 0.83 4.14 1.17 4.14 o.oo 

I 10 10 17.87 1. 79 1.79 1.03 1.42 2.21 

2M1 ReMatnM 1.88 

I 
I 

2R2 

1 31 81.77 8.18 2.64 1.88 2.00 2.44 

I 2 13 40.01 4.00 3.08 1.53 2.94 2.50 

3 35 137.22 13.72 3.92 3.64 2.44 3.93 

I 2R2 Re..Mal"<:\ec' 35.89 

I 
I 
I 
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I 
201 IZE 

I 
lOOOS N PT % MEAN SD MED IQR 

I 
1 13 217.73 21.77 16.75 46.82 2.00 3.85 I 
2 12 32.70 3.27 2. 72 0.99 2.55 1. 77 

3 19 59.42 5.94 3.13 1.85 2.40 3.03 I 
4 39 180.34 18.03 4.62 3.93 3.06 4.78 

I 5 18 78.96 7.90 4.39 4.93 2.46 5.56 

I 
I 

3rd Year RE: Lesson Scores 

I 
LESSON TT N PT % MEAN SD MED IQR I 
1 1029.42 51 301.92 22.68 5.92 6.69 2.41 6.65 I 
2 840.68 57 180. 18 17.64 3.16 2.94 2.28 1.62 

3 1223.06 27 93.88 7.13 3.48 2.42 2.90 2.88 I 
4 1258.81 17 62.46 4.73 3.67 4.91 2.34 1.68 I 
5 1083.10 24 62.97 5.49 2.62 1.54 1.90 2.38 

6 930.34 13 28.63 2.99 2.20 1.58 1.59 1.20 I 
7 1128.39 5 18.41 1. 61 3.68 2.37 2.37 3.82 

8 1092.19 9 17.24 1.55 1.92 0.84 0.84 1.16 I 
9 2291.69 20 93.93 3.94 2.98 2.08 2.08 2.50 I 

857.98 44 111.24 11.48 2.53 1.59 1.59 1. 54 10 

11 907.09 35 105.12 10.39 3.00 1.70 2.53 1. 71 I 
I 
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I 
I LESSON TT N PT % MEAN SD MED IQR 

I 
12 1821.73 15 56.79 3.02 3.79 1.97 3.90 2.78 

I 13 1204.55 17 42.09 3.38 2.48 1. 07 2.18 0.82 

I 
14 1619.06 15 39.29 2.37 2.62 0.68 2.72 1.34 

I 
I 3rd Year RE: 1000 second scores 

I 1000S N PT % MEAN SD MED IQR 

I 3R1 

1 38 244.31 24.43 6.43 7.09 2.62 7.12 

I 2 22 77.87 7.79 3.54 4.18 1.83 2.91 

I 
3 4 8.20 0.82 2.05 0.54 1.85 0.86 

4 5 18.41 1.84 3.68 2. 12 3.38 3.83 

I 5 37 114. OS 11.41 3.08 1. 70 2.66 2.07 

6 13 47.86 4.79 3.68 2.02 3.56 2.61 

I 
3M1 

I 1 27 94.38 9.44 3.50 2.42 2.90 2.88 

II 2 15 58.31 5.83 3.89 5.04 2.60 1.80 

3 9 20.08 2.01 2.23 1. 36 2.00 1.12 

I 4 9 38.54 3.85 4.28 2.95 2.96 5.19 

5 17 43.49 4.35 2.56 1.16 2.50 2.20 

I 6 2 4.43 0.44 2.21 9.49 2.21 o.oo 

I 
R~IV\U 1 nde.t 3 2.. l't-

I 
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302 

1 57 180.18 18.02 

2 18 51.41 5.14 

3 9 19.25 1.92 

4 43 103.20 10.32 

5 24 59.76 5.98 

3.16 2. 92 

2.86 1.59 

2.14 0.90 

2.40 1. 57 

2.49 1.07 

2.28 

2.03 

1.91 

1.84 

2.18 

1.62 

2.87 

1.70 

1.31 

1.08 

I 
I 
I 
I 
I 
I 
I 
I 
I 
I 
I 
I 
I 
I 
I 
I 
I 
I 
I 
I 
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I 
I 4th Year RE: Lesson scores 

1/ LESSON TT N PT % MEAN SD MED IQR 

I 1 1601.67 65 139.07 7.99 2.14 1.52 1.56 1.33 

I 2 1632.93 24 82.61 4.82 3.44 4.60 1.92 1.55 

3 1361.51 23 44.90 3.19 1.95 1. 51 1.28 0.75 

I 4 1493.11 19 32.03 2.10 1.68 0.76 1.53 0.63 

I 
5 1437.63 20 41.10 2.78 2.06 1.18 1.82 1.12 

6 729.75 5 10.95 1.48 2.19 0.47 2.37 1.00 

I 7 758.60 4 6.67 0.87 1.67 0.63 1.43 1.04 

8 1562.77 57 191.82 10.93 3.36 5.43 1.69 2.33 

I 9 1640.55 18 39.83 2.37 2.21 0.99 1.92 1.70 

I 
10 163.82 1 2.00 1.21 2.00 o.oo 2.00 0.00 

11 1463.83 18 39.31 2.62 2.18 2.05 1.88 1.92 

I 12 1475.52 36 66.54 4.31 1.85 0.89 1.78 1.32 

13 78.53 0 o.oo 0.00 o.oo o.oo o.oo 0.00 

I 14 1450.03 21 72.07 4.73 3.43 3.55 2.19 2.97 

15 1176.17 62 167.33 12.45 2.70 1.95 2.06 1.68 

I 16 179.02 0 0.00 0.00 o.oo 0.00 o.oo 0.00 

I 17 1426.12 24 59.22 3.99 2.47 2.13 1.84 1.50 

44.77 o.oo o.oo 0.00 o.oo 18 0 o.oo 0.00 

I 19 1486.76 13 32.37 2.13 2.49 1.36 2.28 2.20 

20 146.92 0 0.00 0.00 o.oo o.oo 0.00 o.oo 

I 21 1670.51 23 85.28 4.86 3.71 4.54 2.63 2.75 

I 
22 263.93 2 5.91 2.19 2.96 0.98 2.96 o.oo 

23 1770.23 39 78.07 4.22 2.00 1.18 1.59 1.60 

I 
I 
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I 
I 
I 

LESSON TT N PT % MEAN SD MED IQR 

I 
24 29.50 0 o.oo 0.00 0.00 o.oo o.oo 0.00 

25 1617.02 18 31.58 1.92 l. 75 0.80 1.60 1.32 I 
26 1727.85 7 13.42 o. 77 1.92 0.60 1.85 1.23 I 
27 1759.08 18 40.93 2.27 2.27 l. 53 1.56 2.48 

28 293.16 2 3.78 1.27 1. 89 0.36 1.89 o.oo I 
29 1566.46 2 2.93 0.19 1.46 0.56 1.46 0.00 

30 687.16 2 13.07 1.87 6.54 2.16 6.54 0.00 I 
31 35.13 1 2. 81 7.41 2.81 o.oo 2.81 0.00 

I 
I 
I 
I 
I 
I 
·I 
I 
I 
I 
I 
I 
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I 
I 4th Year RE: 1000 second scores 

I lOOOS N PT % MEAN SD MED IQR 

I 1 25 42.63 4.26 1. 71 1. 38 1.25 1.23 

I 
2 41 97.63 9.76 2.38 1. 56 1.97 1.73 

3 23 81.42 8.14 3.54 4.78 1.94 1.69 

I 4 3 2.60 0.26 0.86 9.61 0.85 0.19 

5 22 45.21 4.52 2.05 1. 53 1.45 1.23 

I 6 10 17.18 1.72 1.72 0.89 1.46 5.50 

I 
7 15 29.50 2.95 1.97 1.13 1.78 0.87 

8 12 23.54 2.35 1.96 1.10 1.67 2.33 

I 9 7 14.76 1.48 2.11 o. 59 2.37 1.09 

10 24 89.92 8.99 3.75 7.75 1.55 1.10 

I 11 35 104.76 10.48 2.99 2.62 1.82 2.65 

I 
12 7 15.86 1.59 2.27 0.93 2.06 1.66 

13 12 25.97 2.60 2.16 0.99 1.92 1.19 

I 14 9 9.89 0.99 1.10 0.54 0.81 1.04 

15 20 49.61 4.96 2.48 1.86 2.19 1.10 

'I 16 25 46.35 4.63 1.85 0.93 1.65 1.23 

17 6 8.90 0.89 1.48 0.43 1.40 0.96 

I 18 39 124.95 12.49 3.20 2.96 2.41 2.35 

I 19 38 105.55 10.55 2.78 1. 99 2.20 1.67 

I 
I 
I 
I 
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I 

lOOOS N PT % MEAN SD MED IQR 

I 
20 19 38.07 3.81 2.00 1. 01 1.75 1.06 

I 21 7 29.61 2.96 4.23 3.20 3.19 3.43 

22 7 13.13 1. 31 1.88 0.86 1.81 1.76 ,, 
23 6 14.01 1.40 2.33 1. 41 2.07 3.18 

24 21 82.05 8.21 3.91 4.69 2.63 3.98 I 
Remainder 5.91 

I 
I 

4th Year PR: Lesson scores I 
LESSON TT N PT % MEAN SD MED IQR I 

I 
1 1427.52 68 250.56 14.93 3.68 3.68 2.40 2. 77 

2 1358.03 56 159.49 10.51 2.85 2.60 2.53 2.32 I 
3 1379.64 75 345.07 20.01 4.60 5.12 2.63 4.13 

4 1568.07 102 254.47 13.96 2.49 2.40 1.68 1.50 I 
5 1404.22 218 574.45 29.03 2.64 2.72 1. 70 1. 64 I 6 1212.06 125 615.15 33.67 4.92 5.45 2.87 4.74 

7 1605.23 121 418.72 20.69 3.46 2.65 2.85 3.12 I 
8 1327.56 154 418.86 23.98 2.72 2.16 2.06 1.80 

9 1343.78 147 425.79 24.06 2.89 2.39 1.90 2.34 I 
10 1645.95 10 19.50 1.17 1.95 1.31 1.30 2.48 

I 11 1634.43 26 65.23 3.84 2.51 1.82 1. 82 2.14 

12 1436.70 61 178.71 11.06 2.93 2.33 2.10 2.34 I 
I 
I 
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I 
I 
I 4th Year PR: 1000 second scores 

I lOOOS N PT % MEAN SD MED IQR 

I 1 43 133.44 13.34 3.10 2.91 2.22 2.37 

I 2 30 129.70 12.97 4.32 4.29 2.93 3.67 

3 51 150.47 15.05 2.95 2.68 2.60 2.38 

I 4 31 92.10 9.21 2.97 2.44 1.69 3.79 

I 
5 45 253.72 25.37 5.64 6.08 3.57 4.29 

6 41 97.81 9.78 2.38 1.63 1. 94 1.25 

I 7 78 183.90 18.39 2.36 2.64 1. 56 2.67 

8 139 301.57 30.16 2.17 1.71 1.53 1.32 

I 9 85 308.47 30.85 3.62 3.59 2.31 3.20 

I 
10 68 369.25 36.92 5.43 6.38 2.87 5.04 

'11 70 2 72.46 27.25 4.54 3.95 3.35 4.18 

I 12 59 179.79 17.98 3.05 2.12 2.50 2.32 

13 64 214.82 21.48 3.36 2.97 2.32 2.89 

I 14 105 270.54 27 .os 2.58 1.94 2.03 1.60 

15 73 239.70 23.97 3.28 2.50 2.25 2.80 

I 16 89 252.83 25.28 2.85 2.41 1.90 2.13 

I 17 14 25.07 2.51 1.79 1.41 1.35 0.78 

18 10 18.90 1.89 1.89 1.25 1.25 2.14 

I 19 10 19.32 1.93 1.93 1. 56 1.14 1.56 

20 22 60.14 6.01 2.73 1.69 2.21 2.23 

I 21 so 155.64 15.56 3. 11 2.49 2.02 2.71 

I 
I 
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I 
I 

Lower 6th Philosophy: Lesson-scores I 
LESSON TT N PT % MEAN SD MED IQR I 
1 1443.72 69 167.00 10.37 2.42 2.74 1.42 1. 80 I 
2 1443.72 69 167.00 10.37 2.42 2.74 1.42 1.80 

I 3 1601.32 59 196.57 10.93 3.33 3.18 2.22 2.97 

4 1595.42 76 210.93 11.68 2.78 2.52 1.80 2.08 I 
5 1384.25 35 114.73 7.65 3.28 3.11 2.31 2.40 

6 1459.06 75 209.74 12.57 2.80 2.85 1. 91 1.91 I 
7 1524.97 26 65.59 4.12 2.57 2.25 1. 75 1. 41 

I 8 1524.97 25 65.59 4.12 2.57 2.25 1. 75 1.41 

9 1685.67 17 31.79 1.85 1.87 0.66 1.69 1.10 I 
10 1734.28 34 121.53 6.55 3.63 3.22 3.00 2. 72 

11 1734.28 33 121.53 6.55 3.63 3.22 3.00 2. 72 I 
12 1499.14 49 205.45 12.05 4.19 3.29 3.22 2.96 

I 13 1254.53 14 36.72 2.84 2.62 1.58 2.04 2.20 

14 1637.62 18 47.20 2.80 2.70 2.20 2.00 1.60 I 
15 1637.62 17 47.20 2.80 2.70 2.20 2.00 1. 60 

16 1763.37 24 84.82 4. 59 3.53 2.20 3.08 3.20 I 
17 1402.48 2 2.59 0.18 1.73 o. 59 1. 75 1.44 

18 1402.48 1 2.59 0;18 1.73 0.59 1. 75 1.44 I 
19 1530.14 7 27.53 1. 77 3.93 2.33 3.19 4.19 I 
20 830.22 2 4.52 0.54 2.26 0.11 2.26 0.00 

I 
I 
I 
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I 
~ . 

I 
LESSON TT N · PT % MEAN SD MED IQR 

I 
I 21 1571.10 21 88.94 5.36 4.24 6.69 2.64 2.53 

22 1571.10 21 88.94 5.36 4.24 6.69 2.64 2.53 

I 23 1588.69 18 74.09 4.46 4.00 3.00 3.09 3.56 

24 1588.69 18 74.09 4.46 4.00 3.00 3.09 3.56 

I 25 1375.57 38 254.50 15.61 6.70 6.97 3. 77 8.78 

I 
26 1377.10 24 38.93 2.75 1. 62 0.82 1.34 1.40 

27 1468.92 36 173.73 4.82 4.11 3.66 3.67 10.58 

I 28 1456.21 42 186.32 11.34 4. 44 4.30 3.24 3.88 

29 1456.21 42 186.32 11.34 4.44 4.30 3.24 3.88 

I 30 1413.68 32 110.87 7.27 3.46 2.27 2.78 2.93 

I 
31 1417.34 46 195.90 12.14 4.26 3.97 2.50 3.76 

32 1494.43 2 4. 91 0.33 2.46 0.98 2.46 o.oo 

I 33 1581.49 16 54.36 3.32 3.40 2.59 2.88 2.12 

I 
I 
I 
I 
I 
I 
-I 
I 
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I 
Lower 6th Philosophy: 1000 second scores I 

10005 N PT % MEAN 
I 

SD MED IQR 

I 
1 55 153.47 15.35 2.79 3.08 2.00 1.90 

2 31 97.26 9.73 3.14 3.22 1.85 2.06 I 
3 11 21.95 2.20 2.00 2.75 1.12 1.26 

I 4 67 136.12 13.61 2.03 2.33 1.15 1.25 

5 31 112.31 11.23 3.62 3.14 2.38 4.10 I 
6 44 147.83 14.78 3.36 2.17 2.53 2.84 

7 35 72.57 7.26 2.07 1. 94 1.35 1.53 I 
8 31 99.41 9.94 3.21 3.17 2.19 2.40 

I 9 45 154.62 15.46 3.44 3.51 2.12 3.24 

10 34 70.44 7.04 2.07 1.17 1.85 1. 83 I 
11 3 5.47 0.55 1.82 0.37 1.62 0.85 

12 11 13.19 1.32 1.20 0.44 1.10 0.47 I 
13 35 99.21 9.92 2.83 2.11 2.00 2.19 

I 14 7 24.56 2.46 3.51 3.20 2.54 1.53 

15 18 57.04 5.70 3.17 4.49 1.65 1. 31 I 
16 18 48.04 4.80 2.67 1.56 2.24 2.29 

17 21 91.24 9.12 4.34 2. 77 3.59 3.50 I 
18 7 14.90 1.49 2.13 1.30 1. 41 2. 71 

I 19 24 78.62 7.86 3.28 2.51 2.62 2.78 

20 30 150.53 15.05 5.02 3. 77 3.59 4.27 I 
22 60.41 6.04 2.75 2.49 21 1. 56 2.39 

22 6 12.66 1.27 2.11 0.98 2.27 2.10 I 
23 15 45.17 4.52 3.01 2.87 1.96 1.87 

I 
I 

I 

II 
I 
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I 
I 

lOOOS N PT % MEAN SD MED IQR 

I 
I 

24 13 36.68 3.67 2.82 1. 64 2.34 1.31 

25 7 25.25 2.53 3.61 2.87 l. 91 3.41 

I 26 20 64.44 6.44 3.22 1.84 2.84 3.14 

27 0 0.00 o.oo 0.00 o.oo o.oo o.oo 

I 28 0 0.00 o.oo 0.00 0.00 o.oo 0.00 

29 3 5.19 0.52 1.73 0.59 l. 75 1.44 

I 30 2 4. 72 0.47 2.36 0.83 2.36 0.00 

I 31 4 17.09 1.71 4.27 2.65 3.57 4. 21 

32 3 10.24 1.02 3.41 1.63 2.37 3.57 

I 33 32 155.04 15.50 4.85 7. 54 3.43 2.58 

34 2 3.49 0.35 1.75 0.00 1.75 o.oo 

I 35 4 11.90 1.19 2.97 1. 54 2.28 2.17 

I 36 3 7.26 0.73 2.42 1.41 1.53 3.09 

37 12 33.98 3.40 2.83 1.88 1.94 2.25 

I 38 17 90.61 9.06 5.33 3.25 3.84 4.58 

39 9 65.54 6.55 7.28 8.32 2. 31 13.07 

I 40 38 209.96 21.00 5.53 5.99 3.06 5.38 

I 
41 5 10.52 1.05 2.10 1.22 2.78 2.53 

42 17 26.99 2.70 l. 59 0.68 1.34 1.40 

I 43 34 169.60 16.96 4.99 4.17 3.80 3.98 

44 27 135.14 13.51 5.01 4.86 3.69 3.53 

I 45 57 237. so 23.75 4.17 3.97 2.44 4.01 

I 
46 0 0.00 o.oo o.oo o.oo o.oo 0.00 

47 2 3.25 0.32 1.62 0.44 1.62 0.44 

I 
I 
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I 
I 

10005 N PT % MEAN SD MED IQR 

I 
48 33 126.28 12.63 3.83 3.11 2.81 3.14 

49 19 76.80 7.68 4.04 3.61 2.44 3.22 I 
50 25 101.91 10.19 4.08 3.63 2.57 5.20 I 
51 1 3.44 0.34 3.44 0.00 3.44 o.oo 

52 6 14.48 1.45 2.41 0.92 2.30 1.94 I 
I 
I 
I 
I 
I 
I 
I 
I 
I 
I 
I 
I 
I 
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I 
I TEACHER.6: KL 

I 
4th Year Integrated Humanities: Lesson scores 

I 
I 

LESSON TT N PT % MEAN SD MED IQR 

I 1 840.24 32 106.19 11.22 3.32 2.88 2.36 3.42 

2 441.73 8 18.10 3.94 2.26 1.24 1.64 1.90 

I 3 163.66 176 941.84 44.73 5.35 5.92 3.00 4.12 

I 
4 137.45 5 8.45 5.79 1. 69 o. 53 1. 84 1. 00 

5 107.44 1 1.16 1. 07 1.16 0 1.16 0 

I 6 233.31 54 212.06 14.67 3.93 3.26 2.32 4.70 

I 
I 4th Year Integrted Humanities: 1000 second scores 

I 
1000S N PT % MEAN SD MED IQR 

I 
1 32 106.19 10.62 3.32 2.88 2.36 3.42 

I 2 76 267.36 26.74 3.52 2.88 2.62 2.59 

I 3 67 419.48 41.95 6.26 6.88 3.16 6.40 

4 327.07 32.71 5.54 6.27 2.98 5.14 59 

I 5 34 150.64 15.06 4.43 3.47 2.74 4.81 

Remainder 17.06 

I 
I 
I 
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I 
I 

5th Year Integrated Humanities: Lesson scores I 
I 

LESSON TT N PT % MEAN SD MED IQR 

I 
1 700.98 79 274.80 28.16 3.48 1.99 3.08 2.32 

2 138.03 10 17.64 17.64 2.96 1. 83 2.69 2.72 I 
3 659.42 32 11.54 11.54 2.69 2.43 2.02 1.58 I 

0.67 0.96 4 287.91 4 2.13 2.13 1.56 1.58 

5 83.18 1.09 1.09 0.90 0 1.92 0 I 
6 176.20 14 12.94 12.94 1.87 0.70 1.78 1.25 

7 460.65 53 23.81 23.81 2.72 2.22 1.84 2.32 I 
8 486.56 54 25.96 25.96 3.16 9.42 2.14 1. 83 

I 
I 

5th Year Integrated Humanities: 1000 second scores I 
lOOOS N PT % MEAN SD MED IQR I 

I 
1 80 277.89 27.79 3.47 1.98 3.08 2.16 

2 43 117.09 11.71 2.72 2.27 2.08 1. 59 I 
3 63 157.02 15.70 2.49 2.01 1.91 2.00 

I Remainder 190.96 

I 
I 
I 
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I 
I 

Lower 6th Sociology: Lesson scores 

I 
LESSON TT N PT % MEAN SD MED IQR 

I 
\ 

I 1 2373.87 120 521.59 18.01 4.35 3.87 3.10 3.51 

2 1822.79 142 716.88 28.23 5.05 4.47 3.54 5.05 

I 
I 
I 

Lower 6th Sociology: 1000 second scores 

I 1000S N PT % MEAN SD MED IQR 

I 1 48 199.77 19.98 4.16 3.95 3.02 2.46 

I 
2 55 245.00 24.50 4.45 4.08 3.09 3.91 

3 21 79.07 7.91 3.76 2.95 2.83 4.66 

I 4 66 318.76 31.88 4.83 4.42 3.64 4.88 

5 51 268.34 26.83 5.26 4.26 3.40 5.35 

I Remainder 127.53 

I 
I 
I 
I 
I 
I 
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I 
I 

TEACHER 7 : MN 

I 
5th Year Integrated Humanities: Lesson scores 

I 
LESSON TT N PT % MEAN SD MED IQR I 
1 1367.95 125 364.05 21.02 2.91 1.96 2.31 2.02 I 
2 1348.02 90 273.05 16.84 3.03 2.87 2.29 1.92 

I 3 127.78 2 6.66 4.95 3.33 1.69 3.33 0 

4 110.12 2 3.56 3.13 1.78 0.16 1.78 0 I 
5 436.80 16 29.03 6.23 1. 81 l. 23 1.6 1.16 

6 88.08 0 0 0 0 0 0 0 I 
7 1171.15 65 166.04 12.42 2.55 1.78 1.93 1. 54 

I 
I 

5th Year Integrated Humanities: 1000 second scores I 
lOOOS N PT % MEAN SD MED IQR I 

I 
1 74 204.68 20.47 2.76 1.82 2.26 1. 84 

2 61 182.31 18.23 2.99 2. 12 2.20 2.11 I 
3 59 160.97 16.10 2.73 1.93 1.94 1.96 

4 41 125.17 12.52 3.05 3.62 1.94 1.50 I 
5 49 127.31 12.73 2.60 2.11 1.89 1.70 I 
Remainder 51.68 

I 
I 
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I 
I 
I 

5th Year Geography: Lesson scores 

I 
I 

LESSON TT N PT % MEAN SD MED IQR 

I 1 2459.58 155 510.16 17.18 3.29 3.18 2.18 2.55 

2 1665.46 85 271.62 14.02 3.20 2.16 2.57 2.63 

I 3 1251.32 98 317.93 16.41 3.24 2.53 2.35 2.27 

I 
4 415.02 33 78.67 15.94 2.38 1.55 1.90 1.50 

5 1462.64 81 234.89 13.84 2.90 2.28 2.15 2.08 

I 6 996.25 101 248.42 19.96 2.46 1.34 2.17 1.49 

7 1487.88 128 411.00 21.64 3.21 2.95 2.23 2.32 

I 
I 5th Year Geography: 1000 second scores 

I 
1000S N PT % MEAN SD MED IQR 

I 
1 32 81.52 8.15 2.55 1.98 1.88 1.17 

I 2 48 140.77 14.08 2.93 2.43 1.88 1.78 

I 3 75 84.68 8.47 3.84 3.85 2.88 2.99 

4 29 203.94 20.39 2.92 2.25 2.57 1.95 

I 5 62 189.85 18.98 3.29 2.05 2.54 3.02 

6 58 189.80 18.98 3.27 2.63 2.41 2.28 

I 7 68 181.47 18.15 2.79 2.14 2.01 1.98 

·I 
I 
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I 

10005 N PT % MEAN SD MED 
I 

IQR 

I 
8 65 109.62 10.96 2.79 2.05 2.12 1. 94 

9 37 193.75 19.37 2.96 2.27 2.18 2.43 I 
10 80 268.75 26.87 2.42 1. 27 2.18 1.28 

I 11 83 142.25 14.23 3 .2'+ 3.14 2.20 2.33 

12 45 287.87 28.79 3.16 2.57 2.27 2.88 I 
I 
I 
I 
I 
I 
I 
I 
I 
I 
I 
I 
I 
I 
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I 
I 

TEACHER 8: OP 

I 5th Year Integrated Humanities: Lesson scores 

I LESSON TT N PT % MEAN SD MED IQR 

I 1 33.56 1 1.19 3.42 1.19 0 1.19 0 

I 2 110.48 4 6:07 5.21 1.52 0.51 1.50 1. 00 

3 126.79 3 4.67 3.55 1. 56 0.60 1.37 1.44 

I 4 1968.88 65 145.83 6.90 2.24 2.05 1.65 1. 22 

5 603.95 17 30.67 4.83 1.80 0.83 1.80 0.96 

I 6 82.48 2 2.83 3.32 1.42 0.20 1.42 0 

I 7 285.88 14 46.11 13.89 3.29 3.23 2.22 2.32 

I 
5th Year Integrated Humanities: 1000 second scores 

I 
I 

lOOOS N PT % MEAN SD MED IQR 

I 1 20 39.60 3.96 1.98 1.26 1.39 1.08 

2 39 88.42 8.84 2.27 2.48 1.68 1. 29 

I 3 31 60.41 6.04 1.95 0.78 1.90 1.09 

I 
Remainder 54.97 

I 
I 
I 
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I 

5th Year Geography: Lesson scores 

I 
LESSON TT N PT % MEAN SD MED IQR I 
1 2195.23 167 484.94 18.09 2.90 2.03 2.26 2.00 I 
2 481.92 28 56.11 10.43 2.00 1.38 1.78 1.08 

I 3 791.39 34 81.43 9.33 2.40 1.81 1.90 2.16 

I 
I 

5th Year Geography: 1000 second scores 

I 
lOOOS N PT % MEAN SD MED IQR I 
1 60 192.46 19.25 3.21 2.06 2.76 2.58 I 
2 51 146.50 14.65 2.87 2.21 2.22 1.56 

3 67 165.61 16.56 2.47 1.66 1.96 1.34 I 
4 47 102.8 10.28 2.19 1.75 l. 78 1. 84 I 
Remainder 15.11 

I 
I 
I 
I 
I 
I 
I 
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I 
f < 

I 
TEACHER 9: QR 

I 
I 

2nd Year History: Lesson scores 

I LESSON TT N PT % MEAN SD MED IQR 

I 1 1902.62 129 477.49 20.06 3.70 3.70 

2 1488.56 72 234.27 13.60 3.25 3.43 

I 3 1510.97 147 484.65 24.28 3.30 3.41 

I 4 448.03 17 54.83 10.90 3.22 2.97 

5 981.33 54 146.36 21.45 4.25 4.15 

I 6 816.10 73 250.34 23.47 3.43 2.42 

I 
I 

2nd Year History: 1000 second scores 

I lOOOS N PT % MEAN SD MED IQR 

I 1 60 179.77 17.98 2.99 2.23 2.34 1.90 

I 
2 44 17 3. 29 17.33 3.87 3.59 2.30 3.49 

3 so 212.64 21.26 4.25 3.84 2.86 3.99 

I 4 42 136.67 13.67 3.25 3.17 1.97 2.55 

5 75 233.76 23.38 3. 12 2.54 2.09 2.27 

I 6 71 247.37 24.74 3.48 3.18 2.26 2.52 

I 
7 46 124.97 12.50 2. 72 2. 14 1. 76 2.63 

8 71 225.98 22.60 3.18 2.33 2.62 2.86 

I 
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I 
I 
I 

3rd Year History: Lesson scores 

I 
LESSON TT N PT % MEAN SD MED IQR 

I 
1 783.53 21 79.80 9.24 3.80 2.20 

I 2 D 1863.15 63 185.76 9.07 2.95 1.90 

3 902.55 34 94.88 9.51 2.79 1.76 I 
4 D 185.78 1 4.46 2.34 4.46 o.oo 

I 
I 

3rd Year History: 1000 second scores I 
lOOOS N PT % MEAN SD MED IQR I 
1 26 102.58 10.26 3.94 2.43 3.18 3.78 I 
2 5 13.16 1.32 2.63 0.96 2.81 2.14 I 
3 53 149.82 14.98 2.83 1. 74 2.18 2.14 

4 35 99.34 9.93 2.84 1.76 2.31 2.81 I 
I 
I 
I 
I 
I 
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I 
I 4th Year Schools Council History: Lesson scores 

I LESSON TT N PT % MEAN SD MED IQR 

I 1133.96 34 81.30 6.69 2.39 1.40 

I 
2 287.14 5 14.39 4. 77 2.88 1.95 

3 591.03 15 88.80 13.06 5.92 3.85 

I 4 124.98 3 5.97 4.56 1.99 0.31 

5 1408.64 62 183.37 11.52 2.96 2.20 

I 6 282.37 6 11.97 4.07 2.00 0.65 

I 
I 

4th Year Schools Council Historl: 1000 second scores 

I 
I 

1000S N PT % MEAN SD MED IQR 

I 1 31 69.68 6.97 2.25 1.24 1.81 2. 11 

2 19 84.85 8.48 4.46 3.15 2.90 5.31 

I 3 32 111.24 11.12 3.48 2.87 2.41 1.86 

4 39 108.06 10.81 2. 77 1.52 2.14 2.12 

I 
I 
I 
I 
I 
I 
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5th Year Schools Council History: Lesson scores 

I 
LESSON TT N PT % MEAN SD MED IQR 

I 
Group 1 Medicine I 
1 1818.03 44 100.44 5.24 2.28 1. 81 

2 1463.66 50 126.15 7.93 2.52 1.94 I 
3 1273.03 36 122.10 8.75 3.39 2.63 

I 4 1336.71 38 90.02 6.31 2.37 1.85 

I 
Group 2 American West 

1 935.79 47 119.47 11.32 2.54 1.80 I 
2 1225.97 35 122.57 9.09 3.50 2.96 

I 3 1775.66 42 154 .10 7.98 3.67 3.02 

4 1066.59 56 203.69 16.04 3.64 3.22 I 
I 

5th Year Schools Council History: 1000 second scores I 
I 

1000S N PT % MEAN SD MED IQR 

I 
1 30 88.73 8.87 2.95 2.27 1.93 2.06 

2 26 66.95 6.69 2.58 1.79 2.09 1.17 I 
3 30 92.57 9.26 3.08 2.64 2.32 1. 87 I 
4 26 5.96 2.29 1.88 1.79 o. 87 59.61 

5 18 40.83 4.08 2.27 1.70 1.66 0.98 I 
I 
I 
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I 
I .... ·' . 

10008 N PT % MEAN SD MED IQR 

I 
6 37 87.89 8.79 2.38 1.88 1.71 1.59 

I 7 45 113.61 11.36 2.52 1.82 1.93 1.83 

I 
8 18 74.96 7.50 4.16 3.49 2.52 6.41 

9 21 60.34 6.03 2.87 1. 87 1.97 3.57 

I 10 37 141.92 14.19 3.84 3.16 2.33 4.17 

11 15 77.33 7.73 5.15 4.66 2.66 9.80 

I 
I 
I 
I 
I 
I 
I 
I 
I 
I 
I 
I 
I 
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TEACHER 10: ST 

I 
3rd Year History: Lesson scores I 
LESSON TT N PT % MEAN SD MED IQR I 
1 848.38 37 168.86 16.6 4.56 3.39 3.87 2.99 I 
2 1413.30 49 232.14 14.1 4.74 3.32 4.42 5.06 

I 3 192.23 0 0 0 0 0 0 0 

4 666.44 24 89.8 11.87 3.74 2.09 2.94 2.85 I 
5 747.56 22 112.03 12.14 5.09 4.25 3.44 6.38 

I 
I 

3rd Year History: 1000 second scores I 
1000S N PT % MEAN SD MED IQR I 
1 37 168.86 16.89 4. 56 3.39 3.87 2.99 I 
2 26 124.11 12.41 4. 77 3.10 4.34 5.01 I 
3 23 108.03 10.80 4.70 3.55 4.42 5.72 

4 30 112.75 11.28 3. 77 2.33 2.94 3.32 I 
5 15 83.32 8.33 5.55 4.73 3.36 6.31 

I 
I 
I 
I 
I 
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I 
I 4th Year Schools Council History: Lesson scores 

I LESSON TT N PT % MEAN SD MED IQR 

I 1 1067.56 45 353.00 24.85 7.84 5.87 6.80 8.34 

I 2 819.72 6 so. 72 5.83 8.45 4.72 8.16 9.78 

3 2128.56 46 205.88 8.82 4.48 3.13 4.16 4.44 

I 4 2773.79 61 305.58 9.92 5.01 3.24 4.10 4.51 

5 888.31 11 51.75 5.50 4.70 2.97 3.22 5.04 

I 6 955.59 23 117.77 10.97 5.12 3.28 5.16 4. 34 

I 7 1420.78 40 399.06 21.93 9.98 7.88 8.57 7. 71 

I 
I 4th Year Schools Council History: 1000 second scores 

I 
1000S N PT % MEAN SD MED IQR 

I 
1 36 247.77 24.78 6.88 4.65 5.84 7.22 

I 2 12 122.96 12.30 10.25 8.00 6.82 13.14 

I 
3 23 100.08 10.01 4.35 3.09 3.81 4.58 

4 15 55.68 5.57 3.71 2.48 3.00 4.49 

I 5 19 111.00 11.10 5.84 3.78 5.45 4.94 

6 25 123.12 12.31 4.92 3.26 3.92 4.54 

I 7 13 57.75 5.78 4.44 2.88 3.89 4. 72 

I 
8 19 109.62 10.96 5. 77 3.21 5.62 5.98 

9 10 38.09 3.81 3.80 1. 81 3.26 3,. 58 

I 
I 
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N 
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25 

PT 
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% 

13.95 

27.43 

MEAN 

5.58 

10.97 

5th Year Schools Council History: Lesson scores 

LESSON TT N 

1 731.13 14 

2 800.90 13 

3 800.89 12 

4 171.05 3 

5 1613.45 52 

6 812.12 23 

PT 

131.51 

43.96 

43.95 

5.20 

312.82 

112.00 

% 

15.25 

5.20 

5.20 

2.95 

16.24 

12.12 

MEAN 

9.39 

3.52 

3.52 

1. 73 

6.02 

4.87 

SD 

3.35 

9.45 

SD 

5.79 

2.60 

2.60 

0.70 

4.32 

3.62 

MED 

5.36 

8.76 

5th Year Schools Council History: 1000 second scores 

lOOOS 

1 

2 

3 

N 

16 

20 

6 

PT 

136.45 

69.54 

18.63 

% 

13.64 

6.95 

1.86 

MEAN 

8.53 

3.48 

3.10 

SD 

5.88 

2.66 

2.41 

MED 

6.40 

2.83 

2.42 

IQR 

5.42 

8.51 

MED 

7.62 

2.81 

2.81 

1. 72 

5.20 

4.20 

IQR 

7.06 

1. 21 

4.30 

IQR 

8.96 

1. 15 

1.15 

1.72 

5.68 

5. 06 

I 
I 
I 
I 
I 
I 
I 
I 
I 
I 
I 
I 
I 
I 
I 
I 
I 
I 
I 
I 
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I 
lOOOS N PT % MEAN SD MED IQR 

I 
I 4 33 193.86 19.39 5.87 3.59 5.23 4.59 

5 20 120.71 12.07 6.04 5.30 4.18 6.71 

I 
I 
I Lower 6th History: Lesson scores 

I LESSON TT N PT % MEAN SD MED IQR 

I Group 1 

I 
1 989.80 24 150.64 13.21 6.28 7.29 3.45 4.87 

2 1568.12 39 289.80 15.60 7.43 6.49 5.13 7.43 

I 3 1300.99 17 117.38 8.28 6.91 4.08 8.09 6.91 

4 1417.97 43 248.22 14.90 s. 77 5.32 3.93 5. 77 

I 
I 

Group 2 

1 1367.69 51 317.48 18.84 6.22 6.22 4.74 7.56 

I 2 1137.83 32 207.15 15.40 6.47 6.47 4. 71 5.93 

3 1116.62 36 163.62 12.78 4.55 4.55 3.11 4.12 

I 4 1947.22 47 211.38 9.79 4.50 4.50 3.12 4.67 

5 1544.89 98 468.51 23.27 4.78 4.78 3.38 5.24 

I 
I 
I 
I 
I 
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Lower 6th History: 1000 second scores 

I 
lOOOS N PT % MEAN SD MED IQR 

I 
Group 1 I 
1 23 157.95 15.80 6.87 5.11 4.60 7.54 

2 16 131.85 13.18 8.24 8.01 7.14 8.76 I 
3 26 150.64 15.06 5.79 7.18 3.12 5.90 

4 11 89.91 8.99 8.17 2.57 9.08 4.22 I 
5 21 143.01 14.30 6.81 6.89 2.58 10.51 I 
6 25 113.14 11.31 4.52 3.48 3.60 4.84 

I 
Group 2 

I 1 32 238.94 23.89 7.47 5.42 7.93 7.84 

2 30 122.71 12.27 4.09 2.53 3.44 3. 97 

I 
3 35 207.66 20.77 5.93 4.94 4.14 4.82 

4 23 82.93 8.29 3.60 3.08 2.50 3.51 ·I 
5 17 120.94 12.04 7.08 4.98 5.44 8.13 

6 32 126.94 12.69 3.97 3.25 2.64 3.28 I 
7 34 221.43 22.14 6.51 4.32 5.98 7.50 

I 8 59 218.01 21.80 3.70 2.86 2.90 2. 77 

I 
I 
I 
I 
I 
I 
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I 
I TEACHER 11 : UV 

I 
1st Year Humanities: Lesson Scores 

I 
I LESSON TT N PT % MEAN SD MED IQR 

I 
1 738.69 61 322.52 30.39 5.29 5.64 3.64 4. 84 

,I 2 738.69 61 322.52 30.39 5.29 5.64 3.64 4.84 

I 
3 1488.48 81 239.90 13.88 2.96 1.58 2.59 2.06 

4 918.73 67 227.39 19.84 3.39 2.32 2.66 2.63 

I 5 935.71 70 343.36 26.84 4.91 4.04 3.75 3.93 

6 935.71 70 343.36 26.84 4.91 4.04 3.75 3.93 

I 7 1491.88 95 330.33 18.13 3.48 2.55 2.88 2.81 

8 813.87 58 422.99 33.92 7.36 6.06 4.81 8.47 

I' 9 813.87 57 422.99 33.92 7.36 6.06 4.81 8.47 

I 10 1221.43 82 509.14 29.42 6.25 5.88 4.56 4.96 

11 1221.43 81 509.14 29.42 6.25 5.88 4. 56 4.96 

I 12 1232.38 100 503.51 29.01 5.06 5.94 3.35 3.85 

13 1232.38 99 503.51 29.01 5.06 5.94 3.35 3.85 

I 14 210.43 3 12.85 5.75 4.28 1.47 3.54 3.37 

I 
15 571.19 38 145.21 20.27 3.87 2.97 2.85 3.41 

16 571.19 37 145.21 20.27 3.87 2.97 2.85 3.41 

I 
I 
I 
I 
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1st Year Humanities: 1000 second Scores 

I 
I 

lOOOS N PT % MEAN SD MED IQR 

:J 
1 64 347.57 34.76 5.43 7.07 2.86 4.42 /, ,I' 
2 56 292.77 29.28 5.23 3.42 4.30 4.85 

3 57 180.79 18.08 3.17 1.74 2.74 2.62 

I 
4 38 92.72 9.27 2.44 1.27 2.12 1.76 

5 56 198.54 19.85 3.55 2.38 2.69 2.60 ~~ 

6 52 290.03 29.00 5.58 4.64 3.94 4.70 

7 55 211.36 21.14 3.84 2.92 3.25 3.18 'I 
8 70 306.03 30.60 4. 37 3.67 3.58 3.04 

I 9 53 185.48 18.55 3.49 2.48 2.78 2.56 

10 40 313.34 31.33 7.83 6.30 5.11 9.19 I 
11 43 282.15 28.22 6.56 5.17 4.65 7.39 

12 so 331.89 33.19 6.34 6.57 4.08 5.14 'I 
13 63 286.47 28.65 4.55 2.97 3.56 3.43 

I 14 55 475.31 47.53 8.64 7.25 6.44 9.09 

15 34 178.82 17.88 5.26 5.48 3.10 5.08 ·I 
16 38 278.33 27.83 7.32 9.35 4.48 4.92 

17 39 186.05 18.60 4. 77 5.33 3.09 4.28 I 
18 66 318.12 31.81 4.82 5.25 3.08 3.79 

I 19 63 257.82 25.78 4.09 3.06 3.37 3.65 

20 64 231.34 23.13 3.62 2.34 2.89 3.21 I 
·I 
·I 
I 
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I ,, 

I 2nd Year Humanities: Lesson Scores 

·I 
I· LESSON TT N PT % MEAN SD MED IQR 

I 1 411.02 24 76.96 15.77 6.41 9.58 3.28 2.73 

I' 2 411.02 24 76.96 15.77 6.41 9.58 3.28 2.73 

3 687.25 61 200.49 22.58 3.29 2.59 2.37 2.69 

I 4 581.62 24 109.14 15.80 9.10 6. 77 6.50 6.31 

5 581.62 24 109.14 15.80 9.10 6. 77 6.50 6.31 

I 6 408.11 11 30.45 6.94 2.77 1.74 2.62 2.16 

I 7 315.11 34 89.68 21.18 4.98 3.16 4.78 4. 66 

3.16 4.78 4.66 8 315.11 34 89.68 21.18 4.98 

I 9 462.59 39 59.16 11.34 3.03 2.62 2.00 1. 78 

10 462.59 39 59.16 11.34 3.03 2.62 2.00 1. 78 

I 11 1310.63 104 350.36 21.09 3.37 3.98 2.75 2.20 

i· 
·I 

2nd Year Humanities: 1000 second Scores 

I 
I 1000S N PT % MEAN SD MED IQR 

I 
1 29 162.24 16.22 5.59 8.90 2.88 3.34 

I 2 58 193.25 19.32 3.33 2.60 2.42 2.65 

I 
I 



3 

4 

5 

6 

7 

18 

34 

34 

52 

64 

172.17 

188.93 

110.26 

159.44 

220.09 
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17.22 9.56 

18.89 5.56 

11.03 3.24 

15.94 3.06 

22.01 3.44 

6.72 

4.24 

2.12 

2.12 

2.78 

7.05 

4.78 

2.65 

2.35 

2.73 

7.85 

5.08 

2.38 

2.51 

1.95 

I 

' I 
I 
I 
i 
'I 
I 
I 
I 
I 
I .,, 

I 
I 
I 
I 
I 
I 
ll 

I 
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I 
.I 

3rd Year Humanities: Lesson Scores 

I . 
LESSON TT N PT % MEAN SD MED IQR ,, 

li 
1 1608.48 76 308.46 16.09 4.06 2.85 3.19 3.52 

2 464.45 10 27.88 5.66 2.79 1.93 2.39 1.35 

·r 3 895.70 27 121.42 11.94 4.50 4.47 3.26 3.46 

4 895.70 27 121.42 11.94 4.50 4.47 3.26 3.46 

II 5 1812.42 14 65.10 3.47 4.65 2.79 3.59 5.64 

6 673.12 14 46.38 6.45 3.44 1.97 2.94 1.97 

I 7 673.12 14 46.38 6.45 3.44 1.'97 2.94 1. 97 

J. 
I 

3rd Year Humanities: 1000 second Scores 

I 
I lOOOS N PT % MEAN SD MED IQR 

·I 
1 44 193.92 19.39 4.41 3.00 3.34 3.47 

I 2 32 114.54 11.45 3.58 2.54 2.74 3.09 

I 
3 32 151.04 15.10 4. 72 4.50 2.90 3.30 

4 22 93.20 9.32 4.24 3.73 3. 18 4. 67 

I 5 20 69.97 7.00 3.50 2. 16 2.78 2.01 

6 2 13.05 1.31 6.52 2.76 6.52 o.oo 

I· 7 10 40.75 4.08 4.08 2.74 2.89 5.98 

·I 
I 
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Sth Year Schools Council History: Lesson Scores 

I 

LESSON TT N PT % MEAN SD MED IQR 
I 
I 

1 981.05 45 154.75 13.62 3.48 3.05 2.56 1.95 

2 981.05 44 154.74 13.62 3.48 3.05 2.56 1.95 'I 
3 780.86 34 170.33 17.91 5.08 4.90 3.19 4.50 II 
4 780.86 33 170.32 17.91 5.08 4.90 3.19 4.50 

5 458.13 10 53.33 10.43 5.62 6.54 3.93 5.81 'I 
6 458.13 9 53.33 10.43 5.62 6.54 3.93 5.81 

7 1403.82 44 224.52 13.79 5.16 4.57 3.63 3.97 ,I 
8 1403.82 43 224.52 13.79 5.16 4. 57 3.63 3. 97 

I 9 791.94 17 65.29 7.62 3.84 2.85 3.02 3.68 

10 791.94 17 65.29 7.62 3.84 2.85 3.02 3.68 I 
11 1537.86 12 35.33 2.24 2.94 1.76 2.66 1.66 

12 1537.86 12 35.32 2.24 2.94 1.76 2.66 1.66 I 
13 1154.84 10 37.18 3.12 3.91 3.75 2.44 3.53 

I 14 1154.84 9 37.18 3.12 3.91 3.75 2.44 3.53 

15 167.10 1 3.03 1.78 6.06 o.oo 6.06 o.oo I 
16 167.10 0 0.00 o.oo o.oo 0.00 0.00 o.oo 

I 
I 
I 
I 
I 
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I 
5th Year Schools Council History: 1000 second Scores 

I •'I 

·I 10005 N PT % MEAN SD MED IQR 

I 
1 27 77.28 7.73 2.86 2.06 2.28 2.03 

I· 2 44 181.21 18.12 4.12 3.78 2.76 2.41 

I 
3 55 259.30 25.93 4.72 4.73 2.88 4.06 

4 29 124.04 12.40 4.28 4.16 2.78 3.78 

.I 5 16 66.38 6.64 4.15 3.11 3.69 4.76 

6 21 159.67 15.97 7.60 7.36 5.16 5.51 

I 7 42 207.30 20.73 4.94 4.19 3.38 3.13 

J. 
8 29 130.66 13.07 4. 51 4.08 3.09 4.08 

9 17 66.88 6.69 3.93 3.26 2.75 3.92 

I 10 16 58.95 5.89 3.68 2.44 3.02 3.56 
<:7 

11 5 13.93 1.39 2.79 1.23 2.37 2.44 

I 12 9 29.05 2.91 3.23 0.95 3.25 1. 63 

13 11 32.40 3.24 2.94 2.35 2.19 3.07 

I· 14 2 4.21 0.42 2.11 0.52 2. 11 0.00 

·t. 15 9 32.31 3.23 3.59 2.10 2.44 4.33 

16 9 43.90 4.39 4.88 4.90 3.91 3.56 

I 
I 
I 
I 
·a· 

I 
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Lower 6th Integrated Humanities: Lesson Scores 

I' 

LESSON TT N PT % MEAN SD MED IQR I 
I 

1 1523.39 25 134.17 8.09 5.37 5.69 3.19 4.38 

2 1523.39 25 134.17 8.09 5.37 5.69 3.19 4.38 \1 
3 920.00 42 342.03 27.10 8.14 8.68 4.84 5.84 

I 4 920.00 42 342.03 27.10 8.14 8.68 4.84 5.84 

5 787.31 12 136.29 14.76 11.36 11.16 9.12 9.81 I 
6 787.31 12 136.29 14.76 11.36 11.16 9.12 9.81 

7 1213.20 14 64.17 5.02 4.85 3.70 3.38 4.56 I 
8 1213.20 14 64.17 5.02 4.85 3.70 3.38 4.56 

\I 9 5.57 1 2.09 27.28 2.09 0.00 2.09 0.00 

10 0.00 0 0.00 0.00 o.oo o.oo o.oo 0.00 I 
I 

Lower 6th Integrated Humanities: 1000 second Scores II 
.I 

1000S N PT % MEAN SD MED IQR ,J 
1 29 149.33 14.93 5.15 3.87 3.62 6.38 I 
2 8 23.58 2.36 2.95 1.43 2.66 2.69 

I 3 6 77.55 7.76 12.92 10.88 10.69 24.48 

4 21 156.95 15.70 7.47 7.12 4.07 8.84 I 
II 
II 

I 



.I 
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J. 
I 
I 
I 
I 
II 
I. 
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I 
I 

5 

6 

7 

8 

9 

10 

36 197.03 

36 351.54'· 

19 260. so 

6 17.08 

12 39.85 

9 63.07 

' , ... ~ ·-· 

-355-

19.70 5.47 4.35 3.58 4.94 

35.15 9.76 11.22 5.18 5.44 

26.05 13.71 11.40 10.37 10.35 

1.70 2.85 1.67 2.05 3.73 

3.98 3.32 2.74 2.04 3.46 

6.31 7.01 4.60 5.09 9.00 
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APPENDIX C 

PROCEDURES FOR TIMING TEACHER AND PUPIL TALK 
AND THEIR CONSISTENCY OF APPLICATION 

As we noted in Chapter 1, lecturing, in the sense of long monologues by the 

teacher, is one interactional format one might expect to be more frequent in 

examination than in non-examination courses, on the basis of our theory. 

There are several different ways in which one might set about testing this 

hypothesis. The strategy we adopted was to time public talk on the part of 

teachers and pupils, and to calculate the latter as a proportion of the total. 

Timing teacher and pupil talk may sound straightforward, but it does involve 

some problems of definition which can lead to inaccurate measurement. 

For us, the first difficulty was knowing when to start the timing of teacher 

talk. The start of lessons was often characterised by procedural talk to the 

whole class or even private talk to individual pupils. Though we tried to 

identify the boundary between procedural and non-procedural talk, this proved 

extremely difficult. We resolved the problem by starting the timing from the 

first teacher utterance which was addressed to the whole class. Another 

difficulty was dealing with interruptions to teacher talk. Some 

interruptions, for example somebody coming into the classroom during the 

lesson, were relatively unambiguous; others were much harder to deal with. 

For example, sometimes it was very difficult to know, when a teacher stopped 

speaking, whether this signified a pause or whether the teacher was engaging 

in some non-verbal behaviour, Also, these activities eould be combined. Thus 

a teacher might distribute exercise or text books and continue sporadic talk 

as well. In this case, should the silences be timed as pauses in the natural 
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flow of speech or not timed ,because they were interruptions? We decided that 
.... ,1 t ,\ ·~ >f '"<'•"" 

ineluding all interruptions as teacher talk would misrepresent what we were 

trying to measure and therefore timed each separate teacher utterance omitting 

clear examples of interruptions. However, all pauses, gaps, hesitations etc. 

not identified as interruptions were timed as part of teacher talk. 

Another problem with measuring teacher talk was identifying the boundary 

between the end of such talk and the beginning of written work. Very often the 

teacher would repeat instructions for written work several times, often with 

long pauses between each utterance. As a result it was difficult to decide 

where public classroom talk finished and written work began; and variation in 

judgment about this could make a significant difference to the overall amount 

of teacher talk recorded. Again, we did not want to risk over-estimating the 

amount of teacher talk, and consequently we began timing for written work (and 

stopped timing teacher talk) immediately after the first occasion that the 

teaeher stopped talking and pupils were told to begin written work. Teacher 

talk would recommence with the first utterance made by the teacher clearly 

designed for whole-class attention, and indicating that they should stop 

written work. 

An issue also arose about how to deal with the situation where a teacher read 

to the class from a book. We decided to include this as teacher talk, on the 

grounds that the teacher had decided to spend time in this way and he or she 

had determined the eontent. 

There were problems with timing pupil talk, too. We identified two main forms 

of pupil talk- pupil answer slots and pupil initiatives. With answer slots a 
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I 

major problem was knowing when to begin the timing. Teachers exert varying II 
degrees of control over who answers a question and adopt a number of different 

strategies for selecting answerers. Sometimes the answerer is nominated in 

the course of, or even before, the question (Immediate nomination). For 

example, 'When was the Battle of Hastings, Peter?'. Here we assumed that an 

answer was required immediately after the question and therefore timing for 

the answer slot (and timing for the end of teacher talk) should begin 

immediately the question had finished, and finish as soon as the teacher spoke 

again. Where the teacher asked a question, waited for hands to be raised and 

then nominated an answerer (Nominated bidding), we timed the beginning of the 

slot (and the end of teacher talk) from immediately after the nomination until 

the teacher spoke again. If, however, the teacher did not use a nomination 

system, or used a combination of both the systems mentioned above, then timing 

for the answer slot was more difficult. In these cases we began timing the 

answer slot immediately the teacher finished talking on the grounds that 

pupils had the opportunity to talk from that point. 

To illustrate these differences consider the following case: a teacher asks a 

question, pauses, repeats or reformulates the question, and finishes by 

nominating a pupil to answer. If the teacher consistently used a nomination 

system, then this would be timed all as teacher talk up to the nomination. 

If, however, the teacher did not use this system or adopted a mixed-system or 

used non-verbal nomination, this would be counted as two periods of teacher 

talk, the first followed by an empty answer slot (the pause) and the second by 

the (nominated) answer slot. Error is likely to be involved here, but we 

could find no better solution. 
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One implication of our procedures is that when we . ._ talk of pupil contributions, 
·~· ., . 

in the ease of answers we mean potential contributions, we include empty 

answer slots, and responses like 'I don't know'. Equally, sometimes a single 

slot is filled by more than one pupil contribution, either consecutively or 

overlapping. There were even one or two occasions where pupils' answers 

overlapped completely with the teacher's question. We timed these as both a 

pupil eontribution and as teacher talk. 

There were also some problems with timing pupil initiatives. We timed only 

acknowledged pupil initiatives, though in a few eases it was extremely 

diffieult to decide whether the teacher had acknowledged the initiative or 

not. Another difficulty with timing pupil initiatives was knowing how to 

handle simultaneous and/or overlapping multiple initiatives. Should we 

attempt to time eaeh contribution, or should we simply time the whole time 

filled by pupil initiatives? Clearly, which method was adopted might 

signifieantly affeet the number of pupil initiatives reeorded in a lesson. 

Moreover, resolving this problem made us faee up to the question of what it 

was about initiatives that we were timing: was it the number and length of 

individual pupils' initiatives or was it the teacher's propensity to allow 

time in the lesson for pupil initiatives? The second was our primary concern 

and so we timed from when initiatives began to the point at which the teacher 

resumed speaking. Even this, though, had some severe difficulties, not the 

least was recognising the boundary between answer slots and initiatives. To 

avoid these problems affecting our results we decided to abandon the 

distinction altogether, focussing instead simply on pupil contributions. 
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There is at least one other kind of pupil contribution in lessons besides 

answers and initiatives: reading turns. We decided to exclude these 

completely from our timings on the grounds that pupils do not determine the 

contribution they make in such terms. Indeed, in some respects a pupil 

reading turn is equivalent to the teacher reading to the class since the 

latter selects the content. We nevertheless felt it would be misleading to 

count reading turns as teacher talk. 

We devised the following procedures for timing teacher and pupil talk: 

Procedures for timing teacher talk, pupil talk, and written work in lessons 

A. 

1 • 

2. 

3. 

TEACHER TALK (TT) 

Time TT from the first PUBLIC utterance made by the teacher. 

Ignore private talk at the start of the lesson, but count all public 

organisational talk. 

Stop timing TT for any one of the following: 

i) Answer slot (nominated or not nominated) 
ii) Acknowledged pupil initiative 
iii) When the teacher finishes setting written work 
iv) Interruption (distributing text books, late arrival, someone coming 

to talk to the teacher, when teacher talk stops to allow pupils to 
comply with directions, etc.) 

v) Pupil reading text 

Begin the timing of teacher talk when the teacher starts public talk 

again. 
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4. Continue timing teacher talk in this way until the end of the lesson 

s. 

B 

1. 

2. 

3. 

c 

1. 

which is when the teacher stops public talk. 

If the teacher reads a text to the whole class treat this as part of TT 

and time accordingly. 

PUPIL TALK (PT) 

Time pupil talk: 

i) From the beginning of an acknowledged initiative until the teacher 
starts talking again (time from start of pupil talk even if this 
overlaps with teacher talk or other pupil talk). OR 

ii) From when in asking a question the teacher nominates an answerer if 
this is the last thing the teacher says (if it is not then time from 
final word following the nomination. OR 

iii) If no nomination system operates then time PT as from when the 
teacher finishes asking a question to when the teacher restarts 
talking. 

If teacher nominates pupil to read text (or if pupil volunteers to read 

text) then time from when teacher stops talking to when teacher starts 

talking again. Record under answer slots but indicate that pupil was 

reading text. Do not count as part of PT. 

Some answer slots, in both lesson proper and written work, will be empty; 

time these in the same way as other answer slots but record on the time 

sheet as empty. 

WRITTEN WORK (WW) 

Where written work is part of the lesson, time TT up to the last public 

utterance before pupils are expected to begin writing. 
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2. Time WW from end of TT continuously up to the next public utterance from 

the teacher which is designed to stop WW. Where such a command is 

repeated, then time WW up to the final stop of the last command. Record 

time for WW separately from TT and PT and show each separate period of 

3. 

ww. 

During WW all publie teacher and pupil talk must be timed and recorded 

separately. Do not time private talk between teacher and pupil. Record 

these timings on the time sheet but indicate that these utterances were 

made in WW. Do not include these timings in TT and PT. 

INTER-CODER CONSISTENCY EXERCISE 

Having arrived at a procedure for timing teacher and pupil talk, we checked on 

our consistency in using it. We earried out three consistency exercises in an 

attempt to assess the level of error in timings of teacher and pupil talk, and 

of the number and length of pupils' contributions. In the first exercise two 

transcripts were chosen, one of IJ's fourth year P.R. lessons and a third year 

History lesson taught by QR. The results of this exercise are displayed in 

table Cl. 

The results for third year History were encouraging, we recorded 

variation between JS and MH of only 0.56% in timings of the proportion of 

pupil talk. However, the 4th PR lesson produced more variation in the 

proportion of pupil talk (3.16%). 
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Table C1: Consistency Exer~:i'se 1: Proportion of'"'pupil talk on two 
transcripts as timed by MH and JS 

Lesson MH JS Diff MH-JS 

3rd yr: 
History: N of Pupil Contributions 44 42 +2 

Sum (sees.) 22.31 224 -1.69 
Mean s.os 5.33 -0.28 

Standard Deviation (SD) 3.09 -0.13 
Sum of all T & P contributions 1487.0 1443.85 +43.15 

P/T + P(%) 14.95 15.51 -0.56 

4th yr: 
PR N 181 125 +56 

Sum (sees) 667.19 615.15 +52.04 
Mean 3.69 4.92 -1.23 
SD 4.24 5.45 -1.21 
Sum T + p 1811.34 1827.21 -15.87 
P/T + P(%) 36.83 33.67 ' +3 .16 

We examined the transcript of the PR lesson to try to explain the higher 

level of variation to be found there compared with the History lesson. A 

number of possible influences (both systematic and/or random) could have 

produced such an effect. For example, if we were beginning and ending our 

timings for each utterance in a different place then this could explain the 

differences. 

Another possible explanation was that one researcher was timing 

contributions which the other was not. We suspected, for example, that there 

was variation between us in our timings of one word responses (i.e. 'sorry', 

'yes', 'pardon'). To test if this was the case, we timed a portion of the 

transcript again. For this exercise the transcript was divided into 

segments, with easily recognisable boundaries, to facilitate comparison of 

timings for individual contributions. The results of this exercise are 

produced in Table C2. 
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Table C2: Results of consistency Exercise 2 

Phase Teacher Talk Pupil Talk 

MH JS MH JS 

1 N 24 24 22 21 
Sum 134.21 149.73 37.49 33.08 

2 N 21 18 20 17 
Sum 87.56 88.10 38.57 36.64 

3 N 24 17 23 16 
Sum 147.22 149.49 43.19 39.36 

4 N 21 13 20 12 
Sum 198.67 204.16 50.04 41.01 

Total N 90 72 85 66 
Sum 567.66 591.48 169.29 150.09 

On these timings, the proportion of pupil talk of all teacher and pupil 

talk for MH was 22.9% and for JS it was 21.39%, or approximately 1.6% 

difference. Whilst this was mueh improved on our previous eonsistency 

exereise, there were still some aspects of our timings whioh caused concern. 

In each case MH identifies more teacher and pupil utterances, with 

eorrespondingly more time for each. Thus our earlier suspicions appeared to 

be correet. 

As a final check on our consistency, two further transcripts were timed. 

The results are produced in Table C3. 
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Table C3: Results of Consistency Exercise 3 

' 
Lesson MH JS Diff MH-JS 

5th yr SCP 

N of Pupil Contributions 52 47 +5 
Sum (in seconds) 312.82 301.01 +11.81 

N. of Teacher Contributions 53 so +3 
Sum (in seconds) 1613.45 1575.47 +37.99 

Sum of all T & P Contributions 1926.27 1876.48 +49.79 
P/T + P (%) 16.24 16.04 +0.20 

4th yr PR 

N of Pupil Contributions 254 230 +24 
Sum (in seconds) 632.3 588.74 +43.56 

N of Teacher Contributions 258 235 +5.92 
Sum (in seconds) 1346.34 1340.42 +5.92 

Sum of all T & P Contributions 1978.64 1929.16 +49.48 
P/T + P (%) 31.96 30.52 +1.44 

Once again the result for one of the transcripts was highly encouraging: 

MH and JS differed by only 0.2% on the 5th year SCP transcript. However, the 

result for the proportion of pupil talk on PR were less satisfactory, MH was 

1.44% higher than JS. Even this seore, though, is lower than our major 

difference in Consistency Exercise 1. Again JS and MH differed in each 

category for the number of utterances identified. Although this is a 

potential source of error, it should be noted that MH is consistently 

identifying more utterances from JS. One explanation for this is that the PR 

lesson was a particularly difficult eourse to time. Much nomination of 

answerers was non-verbal and shouted out answers and initiatives were often 

accepted. There were many ambiguous pauses by the teacher which could be 
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interpreted either as answer slots or simply as natural pauses. What 

appeared to be happening, then, was that MH was fairly consistent in 

interpreting sueh pauses as answer slots whilst JS equally consistently timed 

these as natural pauses. This difference alone was probably sufficient to 

account for the differences in the number of teacher and pupil utterances 

reported in our consistency exercise. 

However, even the result for PR is encouraging, for it suggests that the 

difference between MH and JS is likely to be around 3% or less. Such a level 

of difference would not affect the comparisons between types of courses that 

we wished to make. For example, the same teacher who teaches PR (pupil talk 

approx 30%) has a score for pupil talk in his 4th RE (exam course) lessons of 

6%: clearly the difference between these courses is significantly greater 

than any difference so far discovered between JS and MH. 

INTRA-CODER CONSISTENCY EXERCISE 

Three transcripts for a 2nd year history course were accidentally timed 

twice at long intervals which, since the coder was unaware of the previous 

timings, provided a check on intra-coder consistency. The results of the two 

timings are displayed in Table C4. These timings span a minor change in our 

timing procedures. 
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Table C4: Timings for teacher and pupil talk for three transcipts on two 
separate occasions by the same coder. 

TEACHER TALK PUPIL TALK P/P + T (%) 
LESSON 1 2 1 2 1 2 

12.9.84 N 21 36 16 26 
Sum 1318.4 1370.96 59.4 65.17 4.3 4.5 

Mean 62.78 38.08 3.71 2,50 
SD 84.31 77.00 1.42 1.35 

14.9.84 N 11 33 9 22 
Sum 498.04 682.99 24.12 60.48 4.61 8.13 

Mean 45.27 20.69 2.68 2.74 
SD 62.64 37.64 1.35 1.64 

17.9.84 N 19 27 17 19 
Sum 706.8 823.35 42.6 62.59 5.68 7.06 

Mean 37.2 30.49 2.505 3.29 
SD 74.04 44.26 1.15 2.86 

TOTAL N 51 96 42 67 
Sum 2523.24 2877.3 126.12 188.24 4.7 6.14 

Mean 49.47 29.97 3.00 2.80 

The differences in the timings for these three lessons are quite large, 

especially in terms of the number of teacher and pupil contributions 

identified. These differences appeared to be the result of discrepancies in 

the identification of teacher talk in written work (see Table CS). 
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Table C5: Timings for teacher talk during written work for three transcripts 
on two separate occasions by the same coder. 

TEACHER TALK IN TOTAL TEACHER 
TEACHER TALK WRITTEN WORK TALK IN LESSON 

LESSON 1 2 1 2 1 2 

12.9.84 N 21 36 6 6 27 42 
Sum 1318.4 1370.96 80.1 24.02 1398.5 1394.98 

14.9.84 N 11 33 13 4 24 37 
Sum 498.04 682.99 281.89 54 779.93 736.99 

17.9.84 N 19 27 8 10 27 37 
Sum 706.8 823.35 284 151.55 990.8 974.9 

Total N 51 96 27 20 78 116 
Sum 2523.24 2877.3 645.99 229.57 3169.23 3106.87 

Difference -354.06 +416.42 +62.36 
(1-2) 

Table C5 clearly shows that the second timing produced much more teacher 

talk than the first (354.06 seconds) and that this seems likely to have been 

a consequence of the difference in the timings of teacher talk in written 

work, wherein the first timing was significantly larger than the second (by 

416.42 seeonds). 

Certainly there appears to be some instances of genuine ambiguity with 

timing these lessons. For example, consider the following extract from one of 

the lesson transcripts: 

T This is what we call 'A piece of evidence' in history. In order to write 

about the past historians look at different pieces of evidence. This is 

written evidence. Put a title in your book (pause - noise of pupils 
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getting books etc) af~~·{.'· your last piece of i·~drk please. Put the title 

'Tacitus'. I want you to write this sentence underneath please. 
I 

(Repeats) (Pause) Tacitus was a Roman (Pause) who lived 2000 years ago 

and wrote a description of Britain. 

On the first timing the beginning of the written work was identified as 

at the word 'Put'; all teacher talk after the word 'put' was timed as teacher 

talk in written work. This identification.of written work boundaries owes 

much to our work previously on classroom tasks and undoubtedly much the same 

boundaries were being used for timing. However, this definition of written 

work was later modified. For the second timing of the transcript teacher talk 

was timed up to the last public utterance before the pupils were expected to 

begin writing (see above, page). Under these rules, the timing of teacher 

talk would stop after "your book", (pupils getting ready for written work 

would be classified as an 'interruption' - neither talk nor written work) and 

begin again with "after". Teacher talk would end with the repeat of 

"underneath please" and then timing of written work would commence (on the 

grounds that only at this point was the written work actually started). Using 

these two procedures produces a difference in the amount of teacher talk of 

82.66 seconds. That is, from 'put' to 'please' is timed at 82.66 seconds 

which for the first timing was all added onto teacher talk in written work. 

For the second timing only a portion of this time (after stopping for 

distribution of books etc.) was recorded as teacher talk. Therefore the 

differences noted in this short extract would be more than sufficient, if 

repeated on each written work boundary, to produce the differences recorded in 

Table CS. 
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It must be remembered that these differences were produced by applying II 
different timing procedures to the transcript. Whilst this illustrates the 

variation in seores that are possible, provided that we are consistent in our 

use of procedures and carefully monitor how we identify talk in written work, 

then the large differences reported in Table C4 can be avoided. Some evidence 

to support this view is provided from another consistency check, applying our 

revised timing procedures on two separate occasions, some months apart, to a 

Social and Economic eourse transcript. The two results are displayed in Table 

C6. 

Table C6: Timings for teacher talk and pupil talk for a 5th year History 
transeript, on two separate occasion by the same coder. 

TEACHER TALK PUPIL TALK 
LESSON 1 2 1 2 

7.9.84 N 30 33 14 15 
Sum 1263.79 1239.04 37.07 39.97 

Mean 42.12 37.54 2.64 2.66 

P/P+T(%) 2.849% 3.125% 
Difference -0.276% 

( 1-2) 

The difference of only 0.27% between the two timings suggests that our 

latest timing proeedures (reproduced above, page 332) do produce fairly 

consistent intra-coder results. 
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APPENDIX D 
-~· . 

THE CODING OF CLASSROOM TASKS FOR CLOSKDRKSS: A Consistency Exercise 

As a check on the accurancy of our codings of tasks for closedness we set 

about comparing the effects of coder and definition of task on the outcomes of 

the coding process. We each coded eight lessons (four from each of two 

courses) using four definitions of task: 

A all teaching elicitations, in other words all elicitations of pupil 
responses excluding procedural elicitations (e.g. Have you finished 
number eight yet? Where's John? etc.) and agreement requests (e.g. So 
the answer's six isn't it?) 

B all teaching elicitations which make new demands of pupils i.e which 
require different or additional information to previous elicitations. 

C = each set of teaching elicitations dealing with a single topic. 

The overall results were encouraging in some respects, not so in others: 

Table 1 Mean levels of reproduction produced by different scorers and 
definitions of task. 

Definitions of Task 

Standard 
Coders A B c Mean Devia-

tion 

1 60.20 60.54 62.08 60.79 0.75 

2 50.36 47.51 52.81 50.23 1.88 

The coders show quite a high level of consistency across definitions of task, 

but substantially less consistency between the two of them. Let's begin by 

looking in more detail at inter-coder consistency. 
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Agreement between Coders 

Table 2 presents the amount of agreement between coders in identifying tasks 

on the four definitions: 

Table 2 Inter-observer consistency on identification of tasks 

Lessons A B c 

1 84.72 95.83 50.00 

2 89.29 91.43 46.15 

3 84.54 87.18 36.36 

4 82.54 97.22 61.54 

5 85.25 86.36 85.71 

6 92.06 85.24 100.00 

7 75.00 66.67 62.50 

8 91.18 100.00 88.89 

For definitions A and B the agreement figures are above 80%, with the 

exception of lesson 7, which we shall see is a problematic case in other 

respects too. Definition C produces mueh poorer figures in general. 

Moreover, the number of tasks on this definition is smaller than on the 

others, so that the 100% agreement for lesson 6 covered just 12 tasks. 

Table 3 shows the level of agreement between the two observers in coding tasks 

as reproduction or inference: 

I~ 
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Table 3: Inter-observer consistency on coding of tasks 

Lessons A B c 

1 93.48 92.67 o.oo 

2 85.71 89.47 10.00 

3 70.00 64.71 44.44 

4 62.16 61.11 55.56 

5 65.52 60.00 12.50 

6 78.46 84.38 66.67 

7 50.00 50.00 50.00 

8 80.00 71.43 80.00 

The level of agreement on coding is rather worse than it is on identification 

of tasks; though once again lesson 7 stands out as problematic and definition 

C produces the poorest levels of agreement. 

Another way of assessing agreement on coding is to compare the rankings of the 

lessons in terms of level of reproduction found by each coder. Tables 4-6 do 

this for each defintion of task. 
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Table 4 Rank Orderings of lessons by coders using definition A 

Coders 

Rank 1 2 

1 7 87.50 8 84.62 

2 8 78.57 1 76.47 

3 1 77.78 6 70.31 

4 6 60.32 5 69.70 

5 5t 2 48.15 3 50.00 

6 5! 4 48.15 4 45.95 

7 3 45.45 2 31.03 

8 5 35.71 7 25.00 
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Rank orderings of lessons by coders using definition B 

Coders 

Rank 1 2 

1 7 90.91 6 76.47 

2 8 75.00 5 68.18 

3 1 68.18 1 61.54 

4 3 60.00 4 52.94 

5 2 56.25 3 52.63 

6 6 51.85 8 50.00 

7 4 42.11 2 38.89 

8 5 40.11 7 23.53 
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Table 6 Rank orderings of lessons by coders using definition C 

Coders 

Rank 1 2 

1 7 91.67 1 78.00 

2 1 90.12 5 68.23 

3 2 61.30 6 56.67 

4 6 56.17 4 55.11 

5 5 52.22 3 52.78 

6 8 50.00 2 50.00 

7 4 49.29 8 50.00 

8 3 45.83 7 20.00 

If we calculate the Spearman rank correlation coefficient for these rankings 

we get the following figures: 

A 

B 

c 

r 
s 

r 
s 

r 
s 

0.11 

-0.67 

-0.05 
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Whichever way one looks at it, our coding of tasks looks very unreliable. 

Consistency between scores produced by different definitions of task 

Tables 7 and 8 show the scores produced by each coder using the different 

definitions: 

Table 7 Mean lesson scores produced by Coder 1 

Definitions of Task 

Standard 
Lessons A B c Mean Deviation 

1 77.78 68.18 90.12 78.69 8.98 

2 48.15 56.25 61.30 55.23 5.42 

3 45.45 60.00 45.83 50.43 6. 77 

4 48.15 42.11 49.29 46.52 3.15 

5 35.71 40.00 52.22 42.64 6.99 

6 60.32 51.85 56.17 56.11 3.46 

7 81.50 90.91 90.67 87.69 4.38 

8 78.57 75.00 50.00 67.86 12.71 

Mean 60.20 60.54 62.08 60.79 

Standard 17.68 15.99 17.21 16.45 
Deviation 
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Table 8 Mean lesson scores produced by Coder 2 

Task Definitions 

Standard 
Lessons A B c Mean Deviation 

1 76.46 61.54 78.00 72.00 7.42 

2 31.03 38.89 50.00 39.97 7.78 

3 50.00 52.63 52.78 51.80 1.28 

4 45.95 52.94 55.11 51.33 3.91 

5 69.70 68.18 68.23 68.70 0.70 

6 42.19 32.35 48.33 40.96 6.58 

7 25.00 23.53 20.00 22.84 2.10 

8 62.50 50.00 50.00 54.17 5.89 

Mean 50.36 47.51 52.81 50.23 

Standard 16.98 13.99 15.77 15.62 
Deviation 

While there are some large diserepaneies, interestingly the figures for the 

eight lessons as a whole are fairly close. Table 9 shows how these overall 

figures are produced cumulatively: 
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Table 9 Cumulated Lesson Means for all Task Definitions and Both Coders 

LESSONS A B c OVERALL Coder Coder 
1 2 

Coder Coder Coder Coder Coder Coder 
1 2 1 2 1 2 Mean S.D. Mean S.D. Mean S.D. 

1 77.78 76.47 68.54 61.54 90.12 78.00 75.41 8.84 78.81 8.84 72.00 7.42 

2 65.08 60.00 63.16 52.27 75.50 52.55 61.43 7.95 67.91 5.42 54.94 . 4.38 
' ·-

3 60.00 57.55 62.07 52.38 68.08 52.65 58.79 5.46 63.38 3.43 54.19 2.38 

4 57.14 54.55 57.14 52.50 61.80 53.41 56.09 3.09 58.69 2.20 53.49 0.84 

5 52.86 57.39 53.61 55.88 58.59 56.62 55.82 2.02 55.02 2.54 56.:63 0.62 

:;;_ 
~ 

6 55.17 53.33 53.23 50.00 57.62 54.59 53.99 2.30 55.34 1.80 52.64 1.94 . 

7 57.53 50.76 56.30 47.06 60.72 51.39 53.96 4.62 58.18 1. 86 49.74 1.91 

8 58.80 51.43 57.34 47.20 57.56 51.27 53.93 4.22 57.90 0.64 49.97 1.96 

(S.D. Standard Deviation) 
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Once again, we can also compare the rank orderings of the lessons produced by II 
each method, holding eoder constant. 

The Spearman rank order correlation coefficients for the different 

definitions are as follows: 

Coder 1 AB rs 0.95 

AC rs 0.76 

BC rs 0.71 

Coder 2 AB rs 0.78 

AC rs 0.83 

BC rs 0.57 

These results would suggest that there is a reasonably strong correlation 

between the seores produced by definitions A, B and C. 
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Conelusions 

These results suggest that contrary to earlier assessments (Hammersley and 

Scarth, 1984) variance in results produced by different definitions of task 

(or at least produced by definitions A and B) is not great. Much more 

significant is variance between coders in assigning tasks to reproduction and 

inference categories. There seem to be two likely sources of error here. 

a) ambiguity and inconsistency in the coding rules, for example tasks which 

have some of the features of reproduction tasks and some of the features 

of inference tasks as defined by the coding rules being assigned in 

different ways by different coders. 

b) lack of some of the information required to apply the rules for some 

tasks. 

An analysis of discrepancies between coders on each lesson transcript 

suggests that this diagnosis is correct and that while a) probably explains 

the large discrepancies in coding lesson 7, source b) is probably the major 

source of error across all lessons. This is a depressing conclusion, it 

suggests that unless some means can be found of supplying the missing 

information, the results of the analysis are not reliable. If that is so 

coding tasks as reproduction or inference looks like a fruitless exercise. 
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