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Abstract

One of the new policies included in the British Government's 1988 Education
Reform Act was the introduction of mandatory testing and assessment of seven year olds
against a newly mandated National Curriculum. The results of these tests were published
in the form of local authority "league tables”. This study examines the effects of this
testing policy on teachers' working lives during 1991.

The philosophical focus of this study was drawn trom the work of critical theorists
emancipatory research models. Particular reference was made to the work of Patti Lather
and Brian Fay. Emphasis was placed on the critical process of reflection, discussion and
action. Thirteen teachers implementing the testing policy in 1991 participated in this
research.

Issues that arose in the study include the effect of mandated curri
status; the deskilling and proletarianization of the teacher work force; the tensions
between policy formulators and policy implementors; how teachers mediate between a
variety of obligations and how dilemmas within the framework of teaching are identified
and resolved.

This study found that in 1991 teachers tended to spend more time testing than




Although tes - . - -t -any aspects of this testing policy they did not
refuse to implemen ‘ee ' achers said they wanted to retire because of the

Government's new ~wicie- .+ olorearily left the profession at the end of 1991.
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the nature of tests rather than testing itself. (Berlak, 1985, Comett, 1982; Haney, 1985,
McCurdy & Speich, 1991; NFIE, 1990; Nickerson, 1989, Stiggins. 1985; Quelimalz,

testing in the United States has tended to focus on

expmdedongnm;llymmduedtmumldhehatenpemonfnrmsufevﬂunmnthn
"encourage close collaboration between teachers and students and lead more directly to
improvement in student motivation and leaming” (p. 17). Quellm
a framework for assessing higher-order learning proposed that

MWmmmmametm
MﬂMaMMmﬂMf jon

\lz (1985) in discussing

McCurdy and Speich (1991) in affirming this view commented,
critics have mounted an effort to change the character and content of tests employed for
Madaus (in Brandt, 1989) criticized what he called high stakes testing. However,

Ghnhaﬁd‘:liﬂmnlmpih Weﬁnﬂimﬁtm
mimﬁgﬁmmm&mmm
for including teacher discernment and judgement in the process. (p. 29)




Some authors have made a more radical leap and commented on the power of
testing to control curriculum regardiess of the nature of tests. McCurdy and Speich
(1991) pointed out that "the movement to replace standardized, multiple choice tests with
new kinds of assessment could not only revolutionize testing but may act as a major force
in curriculum reform” (p.123). The same authors believed that performance-based
or authentic tests as they are sometimes called (Brandt, 1989), were being viewed as
*powerful levers of change” because they had the potential to influence educators’
behavior (p.123).

One issue that has had little exposure in this public debate over testing is how
otherwise. Apple (1989) in discussing the effect of state mandated testing on women

When coupled with the conservative restoration, and the continuing
financial crisis in education, both of these tendencies are having a profound
impact at the level of how teachers have done and are now doing their jobs,
on what kinds of knowledge are considered the most important for
students to learn, and, finally, on who should make decisions concerning
these issues. Like the larger crisis, all of this, of course, is not only
happening in the United States. (p. 8-9)

Although he was chiefly interested in the use of standardized tests in the United
States, Apple commented that these developments were also taking place in Britain and
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Authentic testing may seem to be a progressive strategy, but it may also be a more
covert form of control. The control of teachers is more subtie when standardized testing
is replleed by multlple faceted assessment linked to curriculum. What is interesting from
authentic type being promoted in the United States and elsewhere. In 1991, for example,
Alberta Education examined the British testing formula with a view to introducing some
aspects of it themselves.

The tests introduced in 1991 mvolvedlmhﬁlmlhlghdegumilmnkad
ent; they were assessing children at

, the attainment targets covered a wide and

varied range of topics.
However, there is little evidence to show that authentic testing is less restrictive on

teachers' working lives than standardized testing. Indeed, as McCurdy and Speich (1991)

have pointed out, one of the reasons given in the United States for introducing awthentic

tool with which to control curriculum. The question of standardized test validity as

compared with teacher devised testing is an important one in the context of this

rci, 1986, Hoge and Butcher, 1984; Egan & Archer, 1985). Hoge &

iewing 16 studies on the accuracy of teacher testing versus external

mwmmm"f ic ,i’ﬁthmﬁmd‘m
based assessments. In particular, nﬁ:mm&ﬂnpﬁgﬂm



educational professionals (e.g. university-based researchers, school
psychologists) who express doubts regarding the quality of teacher-based
assessments of students. (p. 309)

There are also important implications for determining the purpose of centrally
mandated educational testing. Evenwbmﬂoge&Coladualewaghd
against research findings supporting expectancy theory (Rist, 1970, Rosenthal, 1973;
Brophy and Good, 1986), there is little evidence to suggest that students with a low self-
image will do any better on standardized tests than on tests devised by teachers. The
relationship between low expectancy and low achievement is a different issue even though
it is sometimes cited as a reason for using externally applied standardized testing. That
teachers cannot be trusted to assess children accurately is an opinion more wide-spread
than is sometimes imagined. Even the Guardian, normally a bastion of the "left" in Britain
commented in 1988 that "Mrs.Thatcher is right to imply that the tests should be carried
they are independent, objective and capable of comparison” (March 11, 1988).
which is being promoted in the United States, was deemed valid at all, let alone necessary.
The answer lies, as Madaus (1989) pointed out, with the move towards public

MmmmmmmmwmdhmmMﬂﬂ

money was put.
A number of writers in Britain have commented on the shift in e

toward market accountability. Hargreaves (1986) believed that the oil crisis of 1973




marked the critical turning point in ment strategy. By 1976, the Labour
government was forced to borrow 4 million pounds from the International Monetary

Fund. A condition of the Joan was a restriction on public expenditure including education.

Schools, like all other public-sector institutions, would have to demonstrate
that they were ‘cost effective’ for, by linking the progress of the economy
mmmofeﬁmomnwumedﬂmfﬂtmmm
decline educstional standards had demonstrably not come up with the

"goods”. (Troman, 1989, p. 280)

Troman (1989) has argued that the type of testing introduced in Britain as & result
of the Reform Act was bound to cause friction in schools because of its dual purpose. On
complex, slow, expensive and qualitative® (p.289). But in whatever direction they were

Resuhs cony to publish
p. 289




The shift to "suthentic” tests, therefore, was not 50 much a shift as a rather
cleverly contrived hostile take-over of an expensive but more democratic form of
ent. It is a moot point as to whether the two models offered by Troman (1989)

to give the authoritarian nature of its testing program an assessment gloss, however, the

contradictory philosophies

(Popkewitz & Lind, 1989, Freedman, Jackson & Boles, 1983).

Were there lessons to be learned from the North American experience? Was the
shift to "authentic” tests in Britain and the United States a smoke screen for a political
form it takes, a strategy simed at controlling education for political and economic
tion of teachers in the lower age cohorts in schools; the resistance of teachers and

teacher unions to legislated educational change; the historical autonomy of teachers in the
classrooms; the factors that aid or impede policy implementation; the fiact that policy is

arding the

dependent on the will of people in order for it to succeed? These questions reg



One way in which we can come to understand the nature of teachers' work is
through teachers' understandings of what it means to be a professional.

A profession is a wotk group that has acquired a legal monopoly over
expertise associated with an abstract body of knowledge. It can police
members and control licensing standards. And it endorses independent
ocwpmomlnamuﬂmmbemcmmmmh:gﬁnnpﬂmmd
practices of the work org tions that employ members of the profession.
(CorwmundBomun.lQBs p 221).

‘I‘lnsdcﬁmtnonofpm'”:f',i

constraints and controls as dilemmas because of their apparent ir
implementation. Buresucratic protocol protects control, but can impede progress in
implementation. Twﬁhmﬂmmm The dilemma of sutonomy deals

Mmm&mm:mmﬂmsmm



8
motivating career teachers in mid-life. The dilemma of order focusses on the fact that
arrangements to maintain order can subvert the goals of instruction. Finally, the dilemma
of equity highlights the virtually impossible task of treating all children fairly according to
their needs within the constraints of a buresucratic organization.
multiple demands. One of the purposes of this study is to try and understand this process

as servants of the state? Answers to these questi
dialogue with teachers involved in the implementation of a polic)

Questions that Guided the Stud
working lives?




mandated testing and assessment?

3. How did teachers understand the nature of professionalism?

4. What was the relationship between teachers and the bureaucracies
overseeing the implementation of the Education Reform Act?

5. What can we learn from this study about successful policy implementation?

Background to the Ouestions

The 1988 Education Reform Act was the most radical piece of educational
legislation in Britain since 1944. Apart from the 11+ examination which determined
have never been required to administer centrally prescribed tests, nor teach to a nationally
prescribed curriculum. The 1988 Act legisiated both.

The Education Act referred to in this document was passed by the British
Parfiament in July, 1988. It was preceded by another important piece of legisiation the
Education (No. 2) Act, 1986. The 1986 Education (No. 2) Act's chief festure was 1o
make provision for reform of the "composition of school governing authorities (LEA's -
locally elected suthorities providing and administering publicly financed education in
schools and colleges in their aress) . . . appraisal of the performance of teachers and more
effective in-service training of teachers® (COI ref. paper No 301/89, p.2). The Education
Reform Act provided for the establishment of 8 National Curriculum for children aged 5 -
16 in all state schools and for regular assessment of student performance. The National
Curriculum and Assessment would be organized around 10 years of formal schooling and
four Key Stages culminating in national testing at ages 7, 11, 14 and 16. The 1988 Act
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Whilst these latter aspects of the 1988 Act seem unrelated to the National Curriculum and
Assessment it will become apparent later in this document that there were important
ramifications concerning the implementaticn of the Act in schools.

The essential features of the Reform Act were summarized and distributed by The
Department of Education and Science (DES) to Local Education Authorities (LEA's),
Chief Education Officers, Heads and Governing Bodies of Maintained Schools, Teacher
Training Institutes and other interested bodies on February 22, 1989 via DES Circular No
5/89. The DES also widely distributed another less detailed document National
Curriculum. From Policy to Practice. For the sake of clarity, when these documents are

According to Section 1(2) of the 1988 Act the purpose of the National Curriculu
was to put in piace a "balanced and broadly based” curriculum that promoted the
*spiritual, nmﬂ,ﬂmimﬂﬂmmﬁmgﬂgmﬂmﬂof
society” and to prepare pupils for "opportunities, responsibilitics and experiences of

life” (DESC 5/89, p.7). To this end Section 3 of the Act specified both a core curriculu
and a modern language (DESC 5/89, p.7). Religious education in sections 6-13 of the Act
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compulsory subjects. During the consultative stage of the Bill the Department of
The estimated amount of time allocated to the ten core and foundation subjects
between 75% and 85%. However, there was considerable resistance to the time allocation
being prescribed by legislation and the first draft of the Bill was amended. The then
Secretary of State for Education, Kenneth Baker, noted during the second reading of the
Bill, that it was unlikely any school could complete the requirements of the National
Curriculum in less than 70% of allocated time. The remaining 30% would be all that
Act was unusual in that it specifically prohibited the Secretary of State from making an
5/89, p.10).

In order to administer the new National Curriculum, the government established on
August 15th, 1988, a National Curriculum Council (NCC) [Section 14(1)(s)] and a School
Examinations and Assessments Council (SEAC) [Section 14(1)(c)]) (DESC/89, p.4). Each
their functions as described in Section 14 of the Education Act were broadly similar. Both
were to monitor development in schools;, advise the Secretary of State, publish and
functions of the Councils were set out in DESC/89, p.Annex F(1) and Annex F(2).
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Examinations and Assessment Council (SEAC). The Council's permanent committee
structure was approved in September, 1989. It consisted of 6 committees, an executive
committee and five committees which reported directly to the Council. The National
Curriculum Council was given extensive consultative powers in the Act. No order could
be placed before parliament in relation to curriculum without the Curriculum Council
consulting LEA's, teacher unions and representatives of governing bodies. This resulted in
a vast dissemination of literature throughout the Education system as every school and
authority was entitled to view and comment upon proposed curriculum content.

The National Curriculum Council was obliged to report the results of its
consultative process to the Secretary of State but the government was not obliged to
accept the Council's recommendations. There have been a number of controversial
disputes since the Council's work began. Notable amongst these have been the
disagreements over the content of the history curriculum and the nature of the Key Stages
3 and 4 - 14-16 year olds - curriculum. In fact, it was disagreement over the English
curriculum and tests which ultimately led to the 1993 boycotting of all government testing.

At the commencement of this study the Secretary of State for Education was
Kenneth Clarke. In a speech to the North of England conference on the 4th January 1991
(released by the Department of Education and Science on the 2nd February), he took issue
with the recommendation of the National Curriculum Council that all students should
study the ten foundation subjects until age 16 thereby sacrificing depth for breadth. He
announced that henceforth a number of subjects including history, geography, art and
music would be optional subjects at Key Stage 4. This announcement elicited a vitriolic
response in the Times Educational Supplement from almost every sector of the secondary
schools system chiefly because at least two years of intensive planning by curriculum,
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subject and school development committees was rendered redundant by the stroke of a
Minister's pen.

The School Examinati i A Council
The assessment of the National Curriculum was the responsibility of the School

Examinations and Assessment Council (SEAC). SEAC also had a committee structure
divided into subject committees, policy committees and the Council itself. The mechanism
for specifying the more detailed work of the Council was the statutory Order in Council.
The most important Order for the purposes of this study was the Education Order 1990
passed on 23rd July, 1990 to come into effect August 1, 1990 (DES Circular No 9/90).
This Order which dealt with the National Curriculum and assessment arrangements for
English, Mathematics and Science, established the procedures for the Key Stage | testing
which took place in 1991 and formed part of the package of materials distributed to
schools by SEAC in September of 1990.

Prior to the passing of the Act the Government set up a Task Group on
Assessment and Testing (TGAT) chaired by Professor Paul Black, Head of the Centre for
Educational Studies at King's College, London. Their report of Christmas 1987, produced
in less thar. S months, formed the basis of DES policy and the guide for the National
Curriculum subject working groups which were to consider attainment targets,
programmes of study and assessment arrangements. Nevertheless, there were si
philosophical differences between the assessment procedures as conceived by TGAT and
those that were finally ordered by the Government.
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The chief features of the TGAT repost were:
Close interdependence between curriculum, teaching and assessment
Full involvement of teachers

part of classroom activity

in their use

Assessment at the primary level which was compatible with good primary practice
The DES also circulsted a summary to schools later in the year in the form of a

Assessment. This had become a particularly thorny issue with the teacher unions because
reports in the form of a Parliamentary Answer from the Secretary of State for Education
and Science (who at that time was John MacGregor) (DES Circular 5/89). There were
introduction of testing.

TGAT streseed thet assessment until the age of 16 should be essentially formative.
"We judge therefore that an asscssment systom designed for formative purposes can meet
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all the needs of national assessm
M'ﬂwm:ofthsmmmlmmmﬁnbemnmhndﬁgehc

ent at ages before 16. At age 16 the focus shifts from

however, it should incorporate assessment with summative functions” (TGAT Report,
1988, para. 27). TGAT wanted results to be published only in the cratext of a report of
(TGAT report, 1988, para. 132-137)

Results for schools should be published in the context of a report about the
wnrkoﬁhnchnnlulwhnle They should not be adjusted for
socio-economic factors, but each school's report should include a
description of its circumstances and catchment area, and a general
statement of the broad effect of socio-economic factors on performance.
Sehnollmﬂi$7pphﬂn;ldnmhm:amm
of results for that age group, ',,,’,::m;vsfnmmmugu-ly
primary stage is influenced by many factors and is not a good guide to a
school's effectiveness. (DES Press Release, 12.1.88, para. 11)

| mﬁmmmumﬂmtom

stops for & pupil, and sswewartively at ages 7, 11, 14 and 16 to inform parents about the
child's progress” [DES Circular 5/89, Annex D,(¢)).




The Secretary of State pointed out that there should be no legal requireme
schools to publish the results of the tests of seven year olds but strongly rec
take place in the context of socio-economic circumstances. (DES Circular 5/89, Annex D,
(f. 8)

The Secretary of State also ignored the advice of the TGAT regarding phasing in
time. He announced that the first cohort of pupils in primary schools would begin work in
Autumn, 1989 on National Curriculum attainment targets for core subjects and that the

I onsibility for drawing up SATs rested with SEAC. To this end in October,
nmsacmmmxmmmmmmmsn;
for English, Welsh, mathematics and science at Key Stage 1. The criteria for the
development of the SATs were as follows:

a relisbly and validly assesses a number of attainment targets in all
MMWEMJTGATM

b. mhuﬂﬁywhmmdmmm

c. can be easily administered and recorded by teachers;

d can be 50 administered by teachers as a natural part of their normal
(and frequently cross-curricular) mode of teaching:
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8 yidd:tmg‘hlerﬂnhimhdmgwnﬂmmdanfmcmdaﬂm
in the moderation exercise or otherwise necessary.
(SEAC, 1988, p. 4)

On 16 December, 1988 SEAC awarded contracts worth 6.3 million pounds
to three consortia for the development of SATs in the core subjects at the end of Key
Stage 1. The resulting SATs were tested in a pilot exercise involving some 2% of seven
year olds during the summer of 1990. As a result of these pilots, SEAC issued a detailed
Specification for the Development of SATs at Key Stage 1 and the three consortia who
had piloted the original SATs were invited to tender for the contract to deliver SATs for
the following two years. The stunning speed at which policy decisions were made was
contract was awarded to the National Foundation for Educational Ressarch This

It is worth remembering that although "expert” designed tests (SATs) were being
planned to deliver to each Key Stage 1 child in the Summer term of 1991 (with pilots in
of the National Curriculum and to be administered throughout the academic year.
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and the training of advisors and teachers was set out in the SEAC Specification document,
1990 and Annex 11 of the Specification document, 1988. They were summarized in the
Timesable for the Assessment cycle 1990/91 SEAC document and in the National

(except in Wales where Welsh was also included), mathematics, English and science.
in number from 1 in the case of the L.rat profile component in English to 16 in the Science
be assessed beyond level 3. For example, in Science, the first profile componeat consisted




19

over a period of 10 years of schooling. At level 2 which most 7 year olds were expected

when children would be around 10 years of age, they would be expected to select and use
measuring ins ts such as thermometers and forcemeters to quantify variables.

The number of teacher assessments which were to administered before March 315t
was substantial. If all children were tested at all levels for all attainment targets identified
for Key Stage 1 there would be around 250 assessments for each child. In reality, SEAC
i that 80% of children tested would only reach level 2 at Key Stage 1.
urthermore, teachers were responsible for deciding at what level children should be
tested. It was not necessary for teachers to assess at level | in English, for instance, if
there was evidence that the child had already reached that level in the previous year.

this was a reasonable attainment. Attainment targets were set according to a

prescribed in any Key Stage. It was anticipated, therefore, that teachers would test only a
small number at the highest level of cach Key Stage.

March 31st, 1991 was still 28 for Maths, 37 for Science and 21 for English. For just level
2 this was a total of 86 assesaments. As well as this, some attainment targets in English
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spelling or handwriting. The level of competency had to »¢ calculated as an average using
a weighting system. As teachers in Year 2 have very little release time from teaching most
of this kind of work had to done outside teaching time. Furthermore, teacrrers were still
expected to teach the other foundation subjects as well as religious education. Indeed,
Year 2 teachers were expected to include technology in the 1992 year and eventually all

foundation subjects in the assessment cycle.

Phase 2 of the Asscsament Cycle
In 1991 the government's plan was for SATs to be administered during the first half of

the summer term (Mid April - end of May). The pilot SATs administered in 1990
indicated that the number of attainment targets that could be formally assessed had to be
kept relatively small. To this end teachers were only expected to administer SATs on nine
attainment targets seven of which were compulsory and two chosen by the teacher (called
“constrained”). (Teachers administering in Welsh only had 8 attainment targets). The
SATs were summarized in the School Assessment Folder, Part 3, page 9 - 10. By the time
teachers came to administer the SAT's they were expected to have completed their teacher
asscssments. The SATs were to be administered at the level indicated by the teacher
assessment. Instructions for completing the results were given in the folder and teachers
were supposed to have received training during Phase 1 of the cycle. Although all SATs
had to be administered in the first 6 weeks of the summer term, schools were encouraged
to administer them during the first three wesks. SEAC estimated thet the SATs would
take approximately one and a half weeks or 30 hours of teaching time to administer. This
did not include the reading element becsuse it was thought this would take much longer to
assess. (The reading assessment Eaglish AT2 was to be undertaken in conjunction with a
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than the end of the first half of the summer term (May 31)XSchool Assessment Folder, Part
3, p. 12). SAT results were to be "resolved” in June and by July, teachers were to report
results to parents. In September there was to be an evaluation of the 1990/91 assessment
cycle and by October a determination of the training needs for the next cycle (SEAC,

In the past two decades there has been considerable comment and widespread
Black, 1992; Broadfoot, 1990; Gipps, 1990; Iven, 1992; Nuttall, 1991; Schagen, 1991,
research. In fact, empirical research on the effects of testing on teaching and learning are
§ administered in the hundreds of millions a year and the social
empirical research undertaken on the effects of testing. Kirkland (1971), in his review of

almost entirely directed at assessing the effects of standardized tests. This is not surprising
because standardized tests have been the most popular kind of tests used in schools.
Brown (1993) studied the reaction of principals and teachers to state mandated
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testing. He found, for example, that legisiators rarely understood the impact or purpose of
testing legisiation and that local educators placed little trust in decisions mandated by
legisiators with no expertise in the field of education. Marso and Pigge (1991) asked
teachers and testing directors’ ideas varied according to the extent and nature of their
training. Shepard and Dougherty (1991) studied the effects of standardized testing on
instruction in two school districts. They found evidence of teaching to tests and some
manipulstion of test results. Soltz (1992) explored whether teachers’ attitudes towards
administered the tests. Similar work has been undertaken by Nolen (1992), Fuchs et al
(1991) and Smith, (1991). Hodges (1992) found thet teachers’ informal assessment of
The significance of this study lies in its attempt to examine the effect on teachers’
working lives of what on the surface, anyway, appears to be a much improved form of
testing. The assesements administered in the U K. were not standardized tests but
curriculum based tests, and there was to be a considersble element of professional
Mumﬂymmwﬂhh“%ﬁ@brﬁn

pose is - to what end? Do the kinds of tests which were administered in Britain make a
difference to the way teachers teach and students leamn? Are c:lics justified in claiming
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that curriculum based a nt and testing is just a more subtle means of controlling
to standardized testing? Is there any evidence that educational standards will be raised
The intro ized testing in Britain through the use of Standardized
implementation. It may well be that once teachers have been heard we may come to a
nderstanding relationship between testing policy and testing practice. We
may also come to understand how different forms of testing affect the nature of teachers’
ings of what it means to be a professi

The following format has been used to display the findings of this study. A
escription of the philosophical focus of this research is followed by a literature review.
Data gathered from coaversations with teachers in 1991 is analysed. Finally, a summary
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assessment procedures that accompanied it they stated that they were promoting the

preparing pupils for “opportunities, responsibilities and experiences of adult life® (DESC
been contentious issues in sociological theory. In particular, Marxists and neo-Marxists

political and cultural means of maintaining the privileged position of elite groups in
society. Although the State claims to offer equality of opportunity to all groups in society
and to promote democratic forms of schooling, in reality there is little evidence that the
structure of socio-economic groups in society has changed through education (Anisef,
1985, Camoy & Levin, 1985, Levin, 1985, Williamson, 1981, Wood, 1984).
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outline the underlying assumptions. In this regard McLaren's (1989) summary of critical
theory provides a valuable analytical context.

A Critical Tt  Schooli
McLaren (1989) identified a number of factors as fundamental aspects of critical theory.

Schools are first and foremost perceived as being political and cultural enterprises which
are neither value neutral nor apolitical. Critical theorists believe schools serve an important
position of economic elites. Curriculum is considered a powerful tool in the armory of
state control. The kinds of knowiedge that are given pre-eminence, the nature of thinking
and talking that takes place in schools, the kinds of cultural norms that are promoted or
denigrated, the types of organizational and power structures that maintain educational
systems, all promote a form of social injustice that is both insidious and yet is often
misrecognized as being the result of "democratic” education. Critical theorists aim to

in schools.

Although McLaren's (1989) summary, and indeed, much of critical theorists' work,
is focused on the emancipation of students, the role of the teacher remains paramount in
any emancipstory activity in schools. A closer examination of the way critical theorists
view teaching and learning will reveal how the teacher in the classroom is in a critical
position to bring about chenge in students’ school lives. Giroux (1988), for instance, has
shown how teachers can come to reflect on their role in education and bring sbout a
transformation in the learning process. He described this kind of teacher as a
“transformative intellectual”. The concept was originally developed by the Italian Marxist



philosopher, Gramsci, who believed that "organic intellectuals” within the oppressed
working class could help to bring about a non-violent hegemonic revolution. Freire
(1988) also believed that social change could be wrought in society through a non-violent

One of the gravest obstacles to the achievem
reality absorbs those within it and thereby acts to submerge men's consciou
unctionally, oppression is domesticating. To no longer be prey to its force, one must
emerge from it and turn upon it. This can be done only by means of the praxis: reflection
and action upon the world in order to transform it. (p. 36)

Critical theorists like Freire believed that oppressed people often suffer from false

ent of liberation is that oppressive

thmtﬁﬂymhmnﬂmﬂﬂ@mmmﬁy E&m:onphyu

hand schools act as a sorting mechanism in which select groups are favored on the basis of

mhﬁmmmﬁuﬂﬁﬁcpﬂiﬁﬁhﬂmumﬂy
acknowledged by the State. In fact various agents of the State will dismiss the failure of
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influence of the media, welfare payments that are a disincentive to work, union militancy
and so forth. The State and its agents such as the political party in power, and the
permanent secretariat in the civil service, like to give the impression that schools are
politically neutral and that equal opportunity to access education is the same thing as
society do not change much. The working class, by and large, remain working class and
the aristocracy remain aristocratic. Levin's (1985) study on the educationally
in school, and therefore the ones most likely to sttend university and get high paying jobs,
least likely to succeed in school were the ones whose parents lived in poverty.

Critical theorists believe that "schooling always represents an introduction to,
preparation for, and legitimation of particular forms of social life” (McLaren, 1989, p.
which are aimed at maintaining social inequity. They do this because of the external
attempts to maintain a firm control on the form and content of knowledge that is passed

An important point that critical theorists such as Giroux and Apple make is that
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ucational policy is never innocent of social, economic and instity
MMSmepdqumdmnmhmmwmf,,f ula, they are
in fact selecting, decontextualizing and emph f*‘,fumgfé-hmofthem
McLaren (1989) put it, *schooling must be analyzed as a cultural and historical process in

m“ymwhdlmwmmmnm&n",ffff, ation of tl
ways in which school curricula, promotion of certain types of knowledge, the way
schooling is controlled are all primarily tied to the demands of the economy and the

Critical theorists are particularly interested in the way curricula are constructed,
because the kind of learning that takes place in schools is related to the type of information
that is considered important and how it is presented. Giroux has developed a theory of

that surround it: hmﬁmiﬁdmﬁnm

i h-mm
mhgﬂmdm st experiences in the context of




social forms, such as langus ;nm.mmufhnwhdpmhgh
and low status categories, and the affirmation of particular kinds of
teaching strategies. (p.165)

Giroux goes on to illuminate the central place of curriculum in the struggle for
history, the present, and the future struggie to prevail® (McLaren, 1989, p. 165).
demonstrated the importance of the publishing industry in controlling curriculum selection
and the way in which teachers, especially female teachers, tried to resist the imposition of
knowledge which are closely related to the way in which knowledge is constructed and
how it is discussed.

Knowledge is viewed by critical theorists as historically and socially rooted and
interest bound. Critical pedagogues ask how and why knowledge is constructed. How do
mmmmm-ﬂmm(ﬁt
Kemmis, 1986). Td-siknwldp- usntifisble and uses b 0 - deductive or
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describing and analyzing social situstions historically or developmentally. Emancipator
knowledge and aims at "creating the conditions under which irrationality, dominatic
short, it creates the foundation for social justice, equality, and empowerment” (McLaren,
1989, p. 170). Critical educators argue that the State has a vested interest in promoting
practical and technical knowledge. The acquisition of emancipatory knowledge is
discouraged because it affords students the opportunity to challenge the causes of
inequality in society. One way that governments have done this in the higher education
sector is to withdraw funds from universities and university departments such as sociology
directly but through a system of funding which is controlied by government appointed
committees. Such has been the case in Britain.

The University Grants Committee ((UGC) was set up in 1919 to act as a buffer
zone between the Department of Education and Scieace, the Treasury and the universities
(Mann, 1979). Since 1964, the DES has taken over responsibility for funding. As Watson
(1988) has pointed out the UGC was "perceived with hostility and suspicion as an agency
of government playing a very important role in university affhirs” (p. 61). The autonomy
control over student numbers at each university, allocate grants to each university, and
oven insist oa the closure of individual departments if it believed there was unnecesss”y
duplication. (Watson, 1988, p. 66). In 1986 the UGC went further and undertook a
review of all university departments in terms of ressarch output. “"The ressarch
methodology was highly questionable and inepplicable to the social Vinm
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departments” (Watson, 1988, p. 66). The UGC has now been repiaced by a University
departments and rank them on their research output. Whilst this might seem an exercise in
efficiency, it also demonstrates the power of the State to control the kinds of knowledge i
wishes to promote and fund. As the administrators and practitioners involved in education
are trained in universities it is not surprising that governments have an interested in
whether it is oppressive and exploitative, and not on the basis of whether it is “true”.
accounts. Furthermore, knowledge can be decontextualised. Whether this is done
covertly or overtly, the effect is often to remove or distort its social, economic, cultural or
political significance. Revealing and eliminating the hidden agenda of schools and texts is
work is to revesl the power of language in maintaining control over knowledge.
Language controls the way we think and talk and as such is a powerful tool in controlling
ideologies and cultures. This kind of power is usually referred to by critical theorists as
the power of discowrse.

Discourse
This is an important concept in critical theory because it is related to the way in
defined by Foucault (1974) referred to the rules that govern what can be said and what
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The relational aspect of language and culture and the power vested in forms of
discourse are examined in the work of theorists such as Bourdieu and Bernstein.
Bourdieu, for instance, was interested in Gramsci's idea of hegemony and the power of
cultures to oppress people. Just as the State has a vested interested in promoting

economic capital with which to maintain its economic and politi
interest in accumulating cultural capital. These are cultural forms upon which a social and
economic value is placed. Bourdieu & Passeron (1977) described cultural capital as "ways
practices, and values” (McLaren, 1989, p. 186).

Bernstein (1975) showed how working class students leam “restric
must reevaluste the way in which discourse reinforces and ¢
groups in society.

The P { Critical Thinki
An important feature of critical thinking is the way in which reflection, discussion

Reflection
Kemmis & Fitzclarence (1986) described the concept of dialectical thinking as one
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promoting a transformation in teachers’ understs

It is an open and questioning form of thinking which demands reflection
back and forth between elements like part and whole, knowledge and
action, process and product, subject and object, being and becoming,
ﬂgone-ﬂmhty or structure and function. lnthapmcu.

ictions may be discovered . . . As conts ions are revealed, new
mﬂuhgnﬂmmmnmmmm
the contradictory state of affairs. The complementarity of the elements is
dymc nnnhﬂﬂmmnmmmmm
poles. (p.36-37)

Another way in which critical educators have sought to transform thinking is
through the espousal of pedagogical lism. Through discussion they attempt fo make
the strange familiar and the familiar strange. We can see how this can be achieved
through a dialectical discourse in which contradictions are transformed into

tualisations and new realizations.
mﬂmnw mmﬂyﬁmmum The

Action

McLaren (1989) discussed the ways in which critical educators act to remove
(ﬁlﬁlmﬂmhlﬂdbm&Bwlﬂﬁﬁrﬂmﬂﬂ
This means, in critical terms, that actions and knowledge must be directed at eliminati
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uality and at promoting justice and freedom” (McLaren, 1989, p.

Cmmmmhmmmnmm&am
lity. Action must be built around a sense of 2

dmemyﬂmmmm“haqmdmmem&md
evaluation. Widq:radmmgehmimmuﬁmhuthaﬂﬁnfm

business community in a cut-throat and ruthless way. There is increasing debate about the

appropriateness of promoting such a climate in schools. This competitive climate does

little to promote social and cultural harmony and nurture concern for the underprivileged.
; mﬂsdmnhnfmtﬂaﬂinm Critical theorists believe that

schooling for self and

Muyaﬁe:h-al skills which are prim

ptomehmlﬁq smm“mudunmmm

(McLaren, 1989, p. 162).

and community, mﬁ:ﬂmy mﬁsdmugh;_j_ﬁ_m
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aim is to redefine the social, economic, political and cultural purpose of education so that

creation of concerned and democratic citizenry. Through engaging in reflection,
empowering only when it helps to empower others. Critical educators aim to create
"agendas of possibility” in their classrooms. Through a dialectical process teachers can

The research undertaken in this study is designed to uncover teachers’

Following the philosophy of critical pedagogues such as Giroux (1988) and Freire
(1988), it is assumed that there is no such thing as neutral education and no such thing as
neutral research. As critical thinkers domonstrate, education is usually designed to
emphasize particular kinds of knowledge in the intevests of particular groups of people.
knowledge have been emphasized often to the virtual exclusion of emancipatory
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aim of dialectical dialogue is to emphasize emancipstory knowledge. It soeks to raise

Imnftha” radictions hidden or distorted by everyday

dings, and in doing 0 it directs attention to the possibilities for
Ci wtion inherent in present configuration of social procesees.
(Lather, 1986, p. 259)

Lather (1986) has described research methodologies based on the development of
emancipatory knowledge as “research as praxis® (1986, p. 258). Following the work of
Benson (1983), Lather (1986) defined praxis as "the dialectical tension, the interactiv
mﬂmommy-ﬂpmwhmunnﬂemaf or

the world in order to transform it" (p. 36).

human spirit to redefine its existence in a way that is unique, productive and fulfilling. Just
as reflection leads to action 50 action leads to further reflection. ﬂnma"mn
dynamic rather than static and knows no predetermine ies. Emancipstory
mhﬂmﬁmmndmﬂnﬂymmm“um

The respect of all those engaged in the process of praxis is an important part of
mm—:ﬂ hnﬁnpﬂyhpﬂmpﬂtﬂhuﬁhjm

ical dialogue, a distortion oocurs in the process of emancipat
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Bullough, Goldstein & Holt (1982), in their study of female teachers, noted that they did
not “expect the teachers interviewed to either agree with or necessarily understand the
inferences which were made from their responses” (p. 133). But if there is no
respondents’ world views. Freire (1988) commented that "the revolutionary effort to
oppressed as mere doers” (p. 120).

Emancipatory theory-building is different from grounded theory-build
therefore, because it is open-ended, ogmat ,',,if:i”";lndm-ﬂdmlh
circumstances of everyday life. Moreover, "it must be premised on a deep respect for the
intellectual and political capacities of the dispossessed” (Lather, 1986, p. 262). In order

For persons, as sutonomous beings, have & moral right to participate i
mma—nmmmmm Suﬁlunjll
protects them . . . from being managed and manip thgm:l
Mdmﬁmnmﬂymmwnm
not only in the application . . . but also in the generation of knowledge . .
mmgmm:mdﬂﬂm
to provide coaditions under which subjects can enhance their capacity for
seif-determination in acquiring knowledge sbout the human condition.
(Heron, 1981, pp. 34-35).

Racioroc
An cosentigl festure, therefore, of dialectical dislogue - the process of praxis - is
reciprocity. However, not all attempts at reciprocity will bring about emancipatory praxis.
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much dependent on the research design and the way in which respondents participate in
the collection and analysis of data.

Laslett & Rapoport (1975) termed their empowerment process "collsborative
interviewing and interactive research” (p. 970). They interviewed their respondents at least
three times partly to access deeper levels of data and partly to deal with emotional
responses better. They also exchanged perceptions of data in order to give ownershi

Carr-Hill (1984), for instance, developed a survey couched in the language of
' nts interviewed in groups. The collectively generated data was later used by the
mduﬂmmmmmm:nm

An example of maximal reciprocity can be found in the work of Kushner & Norris
The goal of this research was to “move people from articulating wha they know to
Possible Concerns

Although critical theorists espouse these three concepts in their research there are
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there is a temptation to flirt with conceptual overdeterminism. In other words, there is
ﬂwgd;mmmmd@eofpﬁamthmmcfms Even

In a sense this is an issue of ind
belief in socialist revolution. The fear of praxis brought about by reflection and action has
mmm“oﬂmmmmmmwmmm

i ination levelled at emancipatory

s. Kleinig (1975) believed,
mﬁﬂggﬁmﬂmm&ﬂnmmmhﬂ
) lose-mind f:;;ippaiﬁtobepod.nmhuwhm

of suspicion. To foster cl mmm@wﬁd ,

decide what goes on in the mind. Favoring open-mindedness is based on a pessimism

sbout the ability of others to do our thinking for us. We live in a society which distributes
power unequally. T@m,ﬁ - ess - indoctrination - Iqtﬂ-nhar;h

mm&immmﬂmm For it is a lot easier to
indoctrinate then it is to sustain indoctrination. In fact, it can oaly be sustained through




the power of irrational belief in the hands of others.
Critical theorists, therefore, aim not to indoctrinate, but to emancipate through the

opening of minds.

Balance
Luhs(l?iﬁ)pmmdmtﬂmmnﬂﬂygmuﬂedmm:mpmcd
rdnmnduphamm:ndthory Dnumhellhwﬁtomf;” i

(p. 267). My(lgas)mmm';(lm 1981) critical ethnogra ,
studied. By the same token, an overemphasis on eliminating bias for the sake of validity
detracts from the purpose of critical research which is to inform and enlighten in an open-
ended way. The difficulty is in finding a balance between good intention and good
research. Or, as Acker, Barry and Esseveld (1983) noted, "an emancipatory intent is no
guarantee of an emancipatory outcome” (p. 431). Lather (1986) described the search for
flexivity in critical inquiry as the "struggle for passionate scholarship® (p.

Faise Percepts
The ability to theorize is largely dependent on the ability to extrapolate fact from

from reflection to action as false perception. To experience oppression is not the same as

oppression. To realize what oppression is makes it that much worse. In
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order to emerge from it "the oppressed must confront reality critically, simultaneous)
objectifying and acting upon the reality. Ampﬁcepmnoframynmﬁnﬂnwﬂbylm
critical intervention will not lead to a transformation of objective reality - precisely
because it is not a true perception” (p. 37). Freire understood the difficulty of the
oppressed to either recogr

A different type of false perception occurs when a change in objective

reality would threaten the individual or class interests of the perceiver . .

Theflctmﬂ: but both the fact and what may result from it may be
icial to him. Thus it becomes necessary, not precisely to deny the

ﬁﬁ,&ﬂta "see it differently.” . . . It ceases to be concrete and becomes a
mﬁhaﬂdmd&aueofﬂgdi:lofhm (p.37)

Methodology
Fay (1977) believed that in critical theory there was a lack of knowledge sbout
*the conditions that must be met if people are going to be in a position to actually consider
it [critical theory] as a possible account of their lives" (p. 218). Fay noted (1987) that the
»goal of critical theory is not only to facilitate methodical seif-reflection necessary to
produce rational clarity, but to dissolve those barriers which prevent people from living in
accordance with their genuine will” (p. 75). Fay (1987) describes the removal of these
barriers as "collective autonomy” (p. 76).
procedures identified by Lather (1986) and Fay (1988) as necessary to attaining full
The first step in critical inquiry is to set up a dialogic situation where respondents
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are actively involved in the construction and validation of meaning. The purpose of this
design is to draw out accounts of respondents’ lives which act as a corrective to the
"investigator's preconceptions regarding the subject's life-world and experiences”
(Comstock, 1982, p. 381).

The next step is to challenge the "naturainess” of social arrangements. This is
achieved through a process of mutual reflection. The researcher’s and respondent’s life-
world experiences are examined against an historical backdrop. The constraints upon and

A feature of this mutual reflection is the focus on fundamental contradictions.
These emerge as experiences which are conceptualized, reflected upon and
reconceptualized. It is an important role of the emancipatory researcher to draw up
contradictory and conflicting perceptions and to identify what Willis (1977) has called
"partial penetrations”. These are incomplete understandings of cultural contradictions,
which nevertheless provide a useful focus for further reflection.

An essential feature of the process of social transformation and emancipstion is
autonomous control. By this, critical theorists mean that participants in the process of
praxis must be given the opportunity to develop their own understandings of how, why,
when and where change takes place. Bemnstein (1983) described the research process
which brings about autonomous decision making as "enabling”. Research which seeks to
encourage change without the full complicity and understanding of the respondent was
referred to by Bernstein (1983) as "blinding” bias (p. 128).
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Validation of the D

Dialogical Discl

Lather (1986) believed that interviews should be conducted in an interactive,
dialogic manner, requiring disclosure on the part of the researcher: that interviewers
should be willing to answer respondent's questions about the interviewer’s own life rather
than Jeflect them: that sequential interviews should facilitate collaboration and deeper
probing of research issues. Meanings should be negotiated. At a minimum, this would
entail recycling description, emerging analysis, and conclusions to at least a sub-sample of
respondents.

Lather (1986) advocated discussions of false consciousness that went beyond
simply encouraging people to listen more carefully to Marxist interpretations. As a non-
dogmatic form of dialogue researchers engaged in praxis should be conscious of and seek
to undermine the pervasive power of illusion and myth in people’s lives in a constructive

There is a dialectic between people’s understandings and researcher efforts

to create a context which enables a questioning of both taken-for-granted

beliefs and the authority that culture has over us (Bowers, 1984). There, in

the nexus of that dialectic, lies the opportunity to create reciprocal, dialogic

research designs which not only lead to seif-reflection but also provide a

forum in which to test the usefulness, the resonance of conceptual and
theoretical formulation. (Lather, 1986, p. 266)

In this study audio taped conversations were held with the participants in two
series: the first involved 4 teachers and focused on their understandings of the Key Stage
1 testing and assessment process in January and February of 1991. An untaped
conversation also took place with one of the later participants. The second series, in June
and July, 1991 followed administration of the SATs tests and involved 13 teachers in all.
Each conversation lasted approximately one and a haif hours and was open ended and
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the discussion. All participants were contacted again either by phone or personally in
December, 1991 or January, 1992, and again in July, 1992

Audio tapes were returned to participants after round two and before they were
contacted at the end of 1991 and the beginning of 1992. This provided them with an
opportunity to review what they had said, clarify statements, make additions or request
normally took place outside the schools. Only one taped conversation took place in the
teacher’s classroom. mmmmmm iscussion and reflecti
to take place in a relatively relaxed environment. Participants were free to opt out of the
research process at any time. None chose to do 0. Their anonymit

professionalism and, therefore, were able to reflect on personal and professional meanings
in their working lives. Participants had a knowledge of the 1988 Education Reform Act
-ﬂhuwnwmhmdmm
icipants were selected in a variety of ways. Some participants were chosen
hﬂulhnﬁnmﬁyﬁhmrmﬂhmﬁmﬂmy mm
icipents is small, data collected through critical inquiry is rich and therefore
ble. As there is no attempt in critical inquiry to extrapolate
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niversalities but rather to engage in a process of praxis, the number of participants must
must be given to each participant before, during and after dialogue in order that the
process of praxis can be meaningful.

Participants were selected only if they were currently engaged in the a
of Key Stage 1 Assessment. As the purpose of this research was to better understand the
been teaching for more than 10 years. However, efforts were made to ensure that at least

participants were in their first three years of teaching. Teachers were selected from
around Britain. At least two participants taught in Wales because the assessmont
procedures there also involve tests in Welsh. The principle for selection, therefore, was

ministration

males responded to my advertisment in the teacher union newspaper and none were
ccasionally in Londen and did find two

male teachers involved with Key Stage | testing, one in Tower Hamlets in the East End of

London and one in Haringey. However, neither was willing to participate in the study.

In critical research the trustworthiness and rigor of data is open to challenge



mmmmﬂ“ﬁaﬁmmm(mﬁ)mﬁﬂmm
techniques and concepts for ¢ "f;'f,fmﬂdﬁimmmﬂiydm Lather (1986)
affﬁﬂfmr“ﬁmwh:hdﬁlmﬁheuhdndummhymdm voluntary

Fay (1975) pointed out that in order for theory to explain the structural
contradictions at the heart of discontent it must be intelligible to those groups engaged in
praxis otherwise they are unable to participate in its construction and validation. The best
way to avoid cultural imposition is to mutually respect divergent cultures. Using imposed
language is a fruitiess and self-defeating exercise because it is laden with culturally
exclusive meanings. The purpose of critical inquiry is to lay bare the foundations of social
injustice in such s way as to bring about an hegemonic crisis.

mmammmymmm
stance which is open-ended, dialog reciprocal, grounded in respect for
human capacity, Myupmﬁﬂym&mﬂ common
sense”. Such an empirical stance is, furthermore, rooted in & commit
mhmmwmmmm
inequalities. (Lather, 1986, p. 269)

The purpose of emancipatory research, therefore, must be fully disclosed to
participants in order for their participstion to be truly voluntary. Without this disclosure
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ingulation must be utilized to "allow counterpatierns as well as convergence”
to emerge (p. 270). Opportunities must be built into the research design that allow for
different conclusions and different data. Th!mbe:dmadbyumgmﬂnﬁem
sources and a variety of methodologi ical

mmﬂmmmmmmwm.
cations and documents; attendance at a conference of Key Stage 1 teachers organized
Stage | testing; visits to government offices inchuding a discussion with the civil servant
in the Department of Education responsible for governemnt publications dealing with Key
Stage | testing; a number of visits to the offices of SEAC where | was able to meoet with
staff involved in the preparation of the tests; conversations with many teachers in Haringey
through union meetings, conversations with senior education officers in Haringey
involved in the administration of the tests, conversations with teachers in schools that I
ionally as a supply teacher in

primary schools in London during 1991.



be shown to measure a hypothetical construct (APA, 1985). In critical inquiry it means
whether the theoretical context in which the research is operating is driving the data or is a
development of it. Lather (1986) pointed out that the critical researcher must work in a
points of theory. They must also gain a focus on the purpose of the research. Is theory
being extended, corroborated or revised?
ﬁﬂymﬂhwmmlﬂm
nunﬂemwﬂhnwm:‘:m;ﬁ 0 jons affect the research . .
L i T,'whchmvnhlmw-ﬁmm'yhnbmw
byﬂnlﬂpcnfdi:hmmg, sing construct validity in

wmﬁnmhﬁmhgwﬁdlﬁﬂmm
social theory. (Lather, 1986, p. 271)

Face Validity refers to the face value of data. Is it believable? In critical inquiry,
ﬁﬂvﬁynwulm-ﬂmmﬂym&h
dgement of false-consciousness. Critical rescarchers are reluctant to
knowledge the “truth® of a statement because their purpose is to uaravel the multiple
based on the concept of conscientization developed by Freire (1973). Catalytic validity
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represents the degree to which participants engage in and benefit from praxis. This can
only be judged by the participants themselves.

From Tt into Practi

Theoretically I was excited at the prospect of engaging in what seemed to me to be
a radical exercise in data gathering. Not only was I to have the opportunity to glean rich
data, I had the chance to engage in critical reflection and raise awareness of policy issues
with my participants. However, it was with some trepidation that | embarked on the
exercise. After all, 1 was new to this style of research and I was only too aware of the
pitfalls. What if the participants found this research project too intrusive? Supposing they
be to address their concerns when I would be returning to Canada shortly after each round
of conversations? How reciprocal could these conversations be when I, the researcher,
was no longer in the classroom facing the escalating daily challonges of British teachers.
How good a listener would I be? Would 1 talk too much? Could I deal with my own
biases in an honest and frank way without influencing the opinions of the participants?
before this research started? How would I organise my visits around Britain in such a way
that all the coanversations would be finished before I had to return to Canada?

My fears were well founded. Although I found the taped conversations rich in
data, I never completely relaxed while I talked with the teachers. I found I hed to
concentrate extremely hard to identify the nuances, the contradictory statements, the
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over time. | worried that the teachers I spoke with had already worked a long, hard day (1
never met with teachers at the week-ends) and I did not want to keep them up too late.
Yet the teachers I spoke with showed no such concern. More often than not they wanted
to talk for twice as long as the tapes I installed. However, / often had a long drive ahead
of me that night, s0 it wasn't always possible for me 10 stay too late and then 7 felt guilty!.

I quickly realised that this kind of research was exhausting. I worried constantly
Was | being too intrusive? The teachers told me I was not. Was I cresting additional
stress? Teachers said I was helping to relieve it! Did I talk too much? At first, I'm sure I
did. 1 always listened to the conversations as soon as I could after they were taped and
too much. I had to learn to listen! After all, I had been a pretty militant trade unionist
before 1 became an emancipatory researcher! Thankfully, I learned and, as the weeks
wore on, there was also a discernible shift in the way the dialogue developed.

Apart from anything else, early conversations often became bogged down in the
«+ove on to broader issues. In the beginning we were all learning. None of us really knew
interesting in itself, and was certainly a demonstration of the stress we were all under. But
as the year passed, we all had a better understanding of the process and it became much
casier to talk about "How do I feel?" instead of "What do I do?”

The teachers scemed to trust me. Perhaps this was because of the way they had
become participants. There was always a link, cither with a friend or with the teachers’
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anyone, will you?" And then tell me exactly what was on their minds. It seemed to me
that they were keen to unburden 23 on to someone who would understand what

Techers (NAS/UWT) that I would produce an article for them in return for their help in
looking for volunteers. This was published in the Fall of 1991 and all the participants told

How reciprocal were the conversations? Well, 1 have listened to them many times,
they chalienged themselves. These were not one sided conversations. | think a certain
unwilling victi f srnment imposed policy. 1 take some comfort in the knowledge
that in 1993, anyway, the tests they disliked 50 much did not take place because the
teachers in Britain boycotted them.

ag schools and where necessary, local authorities. ﬁmhith
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tunity to opt out of the research process at any time. Copies of tapes were returned
to participants and they had the opportunity to comment upon and withdraw
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Literature Revier

The focus of this research was to explore the perceptions of teachers engaged in
implementing the 1988 Education Reform Act. The three issues which were of most
teachers and learning and what it means to be a professiona

The over-riding festure of these attempts at re-organization has been that the power of
States and other industrialized nations have adopted a model of education which contains

miﬁ-hqbﬁnﬁmﬁh]ﬁdﬂmm(plé)



Guthrie, Pierce and Koppich (1990) have pointed out that in both the United
St;u!undBnmnﬂmgovsmn&ﬂ':ﬂmhwemm&mnmwwmrkﬁdnm
pmpnull ngﬂmnhohmmquﬂomﬁmyﬁmmm
would seem to be the contradictory policy of promoting parental choice and selective
schooling on the basis of ability to pay. It is important to note, therefore, that whilst
governments may claim to be reforming education in the interests of the economy there
are many, like Simon (1988) for instance, who have argued the need to constrain and

Holmes and Ormston (1990, p. 22) have ide

(s)  Schools as a competitive entity in a fluid market.

(b) A universal curriculum with wide diversity in curriculum delivery.

(c) A web of accountability mechanisms.

(d) Mmmﬁm

(e) Anmundmupm

®

®

ified the significant features of what

They pointed out that “taken togsther, this culture is clearly that of business® (p. 22).
Apple in Education and Power (1982) explained how this market culture
destroyed the notion of democratic schooling. He wrote:

ﬁmﬂﬂﬁﬁﬂ“nhﬁhﬂmlmd‘
democratic political con pents; rather it is replaced by the ideal of a
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competitive marketplace. The citizen as member, as a political being with
reciprocal rights and duties, is lost. In its place is the self as consumer.
Here, schooling becomes one more "retail product” like all others.
Freedom in a democracy is no longer defined as participating in building
the common good, but as living in an unfettered commercial market, with
the educational system now being seen as needing to be integrated into the
mechanisms of such a market. (p. 106)

Troman (1989) has demonstrated how the demands of the market versus the
demands of democratic schooling have created a tension in the testing policies in Britain.
The market philosophy required a quantitative and summative form of measurement; the
democratic principle required a qualitative, formative form of measurement. The
assessment structure adopted by the British government had contradictory aims and
therefore was likely to creste difficulties during implementation.

Policy Imo} .

Implementation refers to a process of carrying out a policy or program decision
(Berman, 1978; Pressman and Wildavesky, 1979, Williams, 1976). It is generally agreed
that the process of policy implementation is technically simple, but socially complex
(Berman & McLaughlin, 1976, Fullan, 1982, Hall, 1985). Britain's testing policy, for
example, required teachers to follow centrally dictated explicit instructions regarding tests
and deadlines. However, implementation is not that simple. There is a considerable gap
between policy formulators and policy implementors. McLaughlin (1987) explained that

change is uktimately the problem of the smallest unit. At each point in the

policy process a policy is transformed as individuals interpret and respond

to it. What is actually delivered or provided under the segis of a policy

depends finelly on the individual at the end of the line. (p. 174)

The power to determine the impact of policy lies ultimately at the local level and
not at the policy formulation level. Pressman and Wildavsky (1973) stressed this point



when they noted that "the consequences of even the best planned, best supported, and
most promising policy initiatives depends finally on what happens as individuals
enable outcomes, but in the final analysis it cannot mandate what counts® (McLaughlin,
1987, p. 173).

ation and continuation or routinization. As well, activity in a later
mplementation process may alter decisions taken in the previous stages
(Fullan, 1982, Berman and McLaughlin, 1976).

inistration, A)mdﬁplmalmppoﬂ. $) consultants and

atic mﬁudapmn(p 42).

towards adopting the policy they took steps to make it work. The transitional phase
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during which the implications of the change would be assessed. Fullan (1982) described
the decision making process during the transitional phase as a complex analysis of policy
implications: Did the policy address priority needs? Are the goals clearly stated? Are the
barriers to implementation fully appreciated? Are the necessary resources available ?(p.
59). In addition factors such as the school district's history of policy implementation, and
the probability of resocialization of organizational actors has to be taken into account.
Finally, the relationship between central government and local authorities and the financial
arrangements between the two are crucial in this critical stage of implementation.

Incorporation

Elmore (1978) identified the problem of translating top-down policy into everyday
practice as one of distant autonomy. The crucial factors that affect the behavior of
implementors are beyond the direct control of management and include the "individual
motivation and commitment, and the interaction and mutual support of people in work
groups® (p. 215). Policy is not translated into practice uniess implementors have “shaped
it and claimed it for their own: the result is a consensus reflecting the initial intent of
policy makers and the independent judgement of implementors™ (Elmore, 1978, p. 216).

Imol ion § .
Berman (1980) believed that implementation strategies should match different

contextual conditions. Elmore (1978) identified four kinds of organizational models that
The systems model is hierarchical and bureaucratic. Implementation is dependent
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upon tight control of organization members. There are few examples of such a model in
policy implementation literature (Bosetti, 1990).

The bureaucratic mode! as define by Elmore (1978) involves the co-option of
“street-level buresucrats” (p. 202). These are the managers charged with the onerous task
of creating "some semblance of order and stability on an otherwise unpredictable and
dynamic social environment” (Bosetti, 1990,p. 25). This is difficult. Lieberman (1982)
noted that when workloads are increased and established routines disrupted street-level
bureaucrats are faced with resistance. Adjustments to take into account changing work
demands are often impossible to bring about.

The organizational development model is based on the assumption that policy
implementors are involved in policy formulation. Berman and McLaughlin (1976) referred
to this strategy as mutual adaptation. Bosetti (1990) described this as "a process of
shaping a policy to meet the needs and values of the particular organizational setting, and
at the same time, the organization and its members adapt to the demands of the
innovation® (p. 27). This model, however, is heavily dependent on attributes such as
consensus and cooperation. It does not take into account the possibility of conflict, nor
the breakdown in consensus.

The conflict and bargaining model is characterized by the struggie to maintain a
balance between centralized and decentralized control of the implementation process.
Implementation becomes a series of strategic moves by individual subgroups to meet their
own ends. Implementation failure is the result of the lack of power of any single subunit
to coerce or persuade the others to conform to a single conception of the policy (Bosetti,
1990, p. 28). In this model there are few winners and a lot of losers. As consensus rarely
takes place, and conflict is rife, much time is expended in dealing with disputes thet have



arena of conflict.

Citing the work of O'Toole (1986), Vanhorne and Van Meter (1977), Berman and
McLaughlin (1976) and Sabatier and Mazmanian (1980) and J .llan (1982), Bosetti (1990,
pp. 30-31) summarized the critical factors affecting policy imprementation as clarity of

Bosetti's (1990) summary demonstrates the complexity of the implementation
process. Of particular interest to this study are the comments, for example, of Fullan
(1982) in relation to enforcement and Van Horn and Van Meter (1975) in relation to

it requires tremendous energy to find out ‘vhat is happening:

meﬁmwﬁumﬂnﬂnmh

more energy must be spent at all levels on administrative pwperwork,
reporting and other compliance type information. (p.251)

from making improvements to the policy and providing support and guidance for future
efforts.




Aremmnmhhkmﬂmﬂammngmm(m
nizational) sufficient to support successful implemertaiion?

Towhtmﬂ(ndhow)mﬂmmmmlmm
be affected by the implementation of the policy in question?

What is the nature of public opinion: how salient is the related policy
issue?

To what extent are private interest groups mobilized in support or

All the researchers referred to above point to the importance of front line
feature of their compliance is the way in which they view their role as a professional within
:hmmm uummmmmmw
' ) tandings of what it means to be a professional.

Do elites favor or oppose imples

a work group that has acquired a legal monopoly over expertise associsted
with an abetract body of knowledge. It can police members and control
licensing standards. And it endorses independent occupational norms that
munmm“mnmdmm

mplicit part of what it means to be a teaching professional. However, investigations of
the way teachers view their professionsl lives have tended not t0 deal with this conflict. In
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a broad field of research which includes the psychology, sociology, philosophy, culture
and economics of professionalism as well as research on gender issues, there is little
research on the way that teachers mediate the conflicting demands of the school, the State
and themselves.

Huberman's (1989) survey of research on teachers’ professional lives deals mostly
were emerging in this research: there are seasons in the professional lives of teachers,
are qualitatively different ways of "orienting toward one's career at different points”® (p.
461).

Nias (1989) has examined the way female teachers develop paraliel careers outside
a summary of her work (1989b) she wrote:

mmmmlhpmquﬂimmpmnp.ﬂd
wmﬁummm:l,htbmd‘th, isfactic
wmmmmlm S:k:nnl 19:5
Spencer, 1986) or to build bridging’ devices between them. (Woodu.
1981). (p. 399)

Other authors (Acker, 1989, De Lyon & Widdowson, 1989; Steedman, 1988)
claimed, for instance, that teaching is a version of mothering and an opportunity for
women to fulil their "real role®, that is as mother, within a system of wage labor. Nias
(1989) has demonstrated thet the role of mother is only one of a complexity of roles
played out by women in classrooms. Nias has conceptualized the women teachers’ psyche
as being double-faceted. On the one hand teachers have a “substantial self® which is
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formulated m‘lymhﬁ.udﬁply / embedded 'injf

There are many lesson that one might draw from this, but the main message
uﬂmnuthm:ﬁmmmmhmﬂnﬁr
mmﬁﬂﬁ m:ﬂmlmhﬁﬁundmﬁm
stereotypes cither to personal advantage or disadvantage. Whole belief-
mi&wﬂ:ﬂﬂﬂmﬂﬁmmﬁmmm
ion. (Woods, 1990, p.

g;l)mmnmbymﬂ xhortation.

Some researchers (Lawn & Grace, 1987, Ozga, 1988, Popkewitz, 1987) have
professional activity, they have viewed it as a cultural and political activity
perception, teachers' work is seen both as being controlied and controlling. Viewing
Ginsburg (1988), Ozga (1981, 1987), have examined those aspects of teachers’ work
which have been eroded in order to increase administrative control over teachers’ working
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Proletarianizai

The original concept of proletarianization was first developed by Braverman
(1974). 1t is usually thought of as the process whereby parts of the middie class become
effectively absorbed into the working class through a change in working conditions
(Abercrombie and Urry, 1983). Proletarianization of action must be distinguished from
proletarianization of condition. The former usually refers to voting behavior and trade
union activity, the latter is determined by market, work or status considerstions. The
more closely white-collar workers' pay, holidays, opportunities for promotion, fringe
benefits, relationship with employers, autononty at work and status in the community
approach that of manual workers, the more proletarianized they are deemed to have
become (Abercrombie and Urry, 1983).

Deakilling

The noticeable shift of control in education from the classroom to the State has
been documented by a number of authors including Apple (1988), Giroux (1989), and
Ozga (1988). This process of closely controlling teachers’ work has been associated with
the concept of proletarianization and deskilling. Apple (1988) described the process of
deskilling as a technical and political concept. Over a period of time, skills employees
appropriated by management to enhance efficiency and claim coatrol of the lsbor process.

Workers' control over timing, over defiaing acceptable performance are all

slowly taken on as the prerogatives of management personnel who are

usually divorced from the actual place in which the work is carried out.

Deskilling, thea, often leads t0 the atrophy of valuasble skills that workers

possessed, since there is no longer any ‘need’ for them, in the redefined

labor process. The loss of control, of proletarianization of 8 job, is hence
part of s lasger dynamic in the separation of conception from execution and



the continuing attempt by management in the state and industry to
rationalize as many aspects of one's labor as possible. p. 209).

Apple (1988) was particularly interested in how fragmentation of work can cause
teachers to be so busy, they have no time to think about what they are doing. This feature
of labor control has come to be known as infensification.

Intensificai

Apple (1989), Giroux (1988), Ozga and Lawn (1986) have also identified
intensification as a product of increased pressure on teachers through government
intervention. If teachers are unable to resist the demands of legisiation getting done
becomes more important than how it is done. Apple (1989) described the process of
intensification as follows:

There is s0 much to do that simply accomplishing what is specified requires
nearly all of women's efforts. "The challenge of the work day (or week)
wwwmwmdwm As one teacher put

it, "I just want to get this done. I don't have time to be crestive or
im-ﬂmve (Apple, 1989, p.44)

Appile commented on the fact the teachers sometimes misrecognize their zeal as
While these examples document the active role of teachers in attempting to
win back some time, to resist the loss of control of their own work, and to
slow down the pace at which students and they were to proceed, the way

this is done is not necessarily very powerful. In these instances, time was
fougit for simply to relax, if only for a few minutes. The process of

control, in the increasing technicalization and intensification of the teaching
act, the proletarianization of their work - all of this was an absent presence.

It was misrecognized as a symbol of their increased professionalism.
(1989, p.45)

In England, Hilsun and Cane (1971), examined the erosion of teaching time by
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Association (AMMA), a medium sized teacher union in Britain, commissioned a study
from Campbell and N:ill of Warwick University on the time teachers took in 1990 to
administer the Key Stage 1 pilot SATs. This report, 7hirteen Hundred and Thirty Days,
noted that there was already considerable evidence of overwork by primary teachers.
HMI Inspectors published a report in early 1990 called The /mplementation of the
National Curriculum in Primary Schools: A Survey of 100 Schools. They noted that even
the teachers they considered to be the most effective classroom managers were “finding it
difficult to create enough time" for observation, assessment and intervention (para. 5a).
Campbell and Neill (1990) asked each of the 95 teachers in their study to keep a record of
their working day from 7.00 a.m. to midnight for 14 days. They collected detailed
records, therefore, of 1330 teaching days. Their study showed that more than half the
participants worked more than 50 hours a week and 10 were working more than 60 hours
a week. Yet time was not the only issue raised by this study. Teaches with large classes,
that is, more than 25, believed that class size was more of a problem than lack of time. As
class size grew 30 did this perception. Campbell and Neill concluded that lack of time
within the school day was perceived as the major obstacle to effective implementation of
the national curriculum and assessment. This research was repeated in 1991 and results
were similar.

Ozga and Lawn (1981, 1986, 1987 and 1988) have argued that teachers, especially
in primary schools have been consistently deskilled because of the demands of curriculum
innovation.

Many workers disagree with the processes and ideas they are asked to
operate. They have no choice but to fulfil them though they also resist
them - by controlling the pace of work, by disputing management's right to
manage, by striking. Much of the curriculum innovation literature
discusses the resistance by teachers to outside productivity innovations -
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(1981, p. 142)
Apple (1981) wrote in much the same vein:

Skills that teachers used to need, that were deemed essential to the craft of
working with children, such as curriculum deliberation and planning,
gengnmglaiﬂhngindcuniaﬂlr!mnggnslhrlpsaﬁ:gnnmﬂlmd

individuals based on intimate knowledge of these people - are no longer

necessary. (p. 65)

Apple was writing in response to a rapidly expanding market in pre-packaged
materials in American schools. However, there are a number of writers who have viewed
these developments positively. Buswell (1988), for example, has questioned the extent to
which teachers relinquish control of their school day in this way. She believed that
teachers often used packages to supplement or enhance their own programs and that this

as particularly useful in implementing new technologically based curricula. Derber
(1982) argued that teachers, even if they are technologically proletarianized are not
'mm Densmore (1987) pointed out that key forms of
oletarianization, job specialization, fragmentation, deskilling and intensification have
mwmmm "The technical division of lsbor among educators
occurs within a Mesarchical context in which fundamental control over the teaching
process rests with the upper levels of the hierarchy, not with the teachers themselves® (p.
153).

Two aspects of teachers’ work seem especially important for the purposes of this
rescarch. Teachers in primery classrooms have traditionally worked alone and they have
also been predominantly female. Apple (1988), for example, felt thet the feminization of
the teaching profession was especially important in trying t0 understand teachers’ work
because women creste a different work environment. Feminist historians (Eissnstein,
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1984, Purvis, 1981; Wolpe, 1978) have commented on the fact that the working role of
profession grew women exchanged the private life of the kitchen for the public life of the
was ruled behind closed doors. This was how the transition from the private to the public
realm of work was bridged and how women worked to maintain their autonomy (Apple,
1983; Acker, 1983). The questions posed by this analysis focus on how female teachers
reacted to the erosion of their classroom independence.
advisors will be asked to police curriculum instead of assist development of curriculum

m;ﬁmmmmdﬂmhmﬂdﬂmnnhﬁofﬂ:

day.

xm, teachers were constrained in terms of how they constructed their working
Simon (1988) said,

M(md)mm&m are to follow the same

nmer’, directed to the same ‘sttainment targets’ and assessed by the
mmﬂﬂgmmmm Is this not a
formula for the production of a paralyzing uniformity among all schools -
except of course, the independent schools (to which, as Jack Straw has
shown, members of the Cabinet, without exception, send their children? . .
The National Cusriculum’ (sot actually ﬂmﬂ)n—.ﬂmﬁi*
(p.149)
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controlling children it can also be seen as a means of controlling teachers. The control of
teachers versus teacher control has long been a thorny issue in debates over schooling.
However, as we shall see from the survey of literature below, teacher autonomy, whilst it
might enhance teacher professionalism, is not always what teachers want, nor is it

necessarily a good thing.

The concept of teacher autonomy is one which has been analyzed by organization
jucati pllhluphﬂl.lo@@b@ﬂuﬂuﬂhupdog:m

lﬂdhothLoﬂn(l?ﬂ)nﬂdMﬁyﬁmﬂMl?ﬁ)MMmmm
Blumberg (1982), in their cross-cultural study of teacher autonomy found that

teaching e ',;ummwham::ﬁmafm

Itﬂmﬂmbmﬁrm where is erformed under
similar structural conditions; the formal structure of most schools leads
teacher to work in isolation in seif-contained classrooms. (p. 20)
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Leon et al (1982) conducted their work before the widespread introduction of
state testing programmes in the United States. By 1986 Apple and Teitlebaum (1986) had
identified state-wide competency testing in aimost 40 states in the United States. We can
only speculate as to what Leon would find if he repeated his study today. Research
undertaken to assess teachers' feelings of isolation since the introduction of mandated
testing has resulted in a variety of responses. Some teachers feel more comfortable with
structured teaching days, others feel suffocated by it. Some teachers feel empowered by
the freedom they are given, others feel unappreciated, aimless, and disenchanted. The
negative feelings brought about by unfettered teacher autonomy have been well

documented.

There are a number of problems associated with teacher autonomy. McLaughlin,
Pfeifer, Swanson-Owens, and Yee (1986) have identified three: isolation and stress,
disenchantment and alienation and resistance to meaningful change.

Laolation and Stress
Two of the features of working life that contribute to stress are lack of self esteem
and social worth. Ginsberg and Bennett (1981) found that teachers who believed that
their low status had led to stress experienced feelings of isolation and a belief that no-one
cared about them or the work they did. Another aspect of stress, brought about by lack of
esteem and social worth is a sense of poweriessness. Psychologists describe motivation in
terms of locus of control.

Highly motivated people have an internalized locus of control. Individuals
who develop an externalized locus of control . . . do not feel on top of
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things. They have no confidence that what they will do will make any
difference. They feel pushed about by forces, benevolent or benign. They
are fatalistic. the; feel that other people are in charge. Such people lack
the motivation to work hard, to learn, to change. (Fymier, 1987, p.12)

Lortie (1986) in his study of teacher status in Dade County commented on the fact
that teachers were generally poorly paid. Because of this, the respect they expected as
one of the rewards of teaching was no longer evident. At the time of this study, teachers
in Britain had expressed the same feelings (The Independent, 10.12.0, p. 8). Salaries had
failed to keep up with inflation, negotiating rights had been withdrawn through
government legislation, and the public image of teaching had deteriorated to the point that
some cities in Britain and many colleges of education could no longer attract qualified
students or teachers (Times Educational Supplement, 14.12.90). The situation has
changed dramatically, however, since then. Because of the recession in Britain, colleges
have little problem attracting student teachers. Because of cutbacks in education funding,
and reduce the level of staffing in schools. This has reduced the vacancy rate. Teachers
also appear more reluctant to leave the profession because of limited employment
opportunies elsewhere.

It is difficult, even when teachers belong to teacher unions, for them to know what
Few teachers have the opportunity to observe their colleagues at work, although formal
teacher evaluation has been introduced in Britain since this study was undertaken.

Teacher isolation can lead to a dispirited and demoralized profession. "Thus, while
autonomous teachers have the hixury of working alone, it is precisely because they work
alone that no one seems to know exactly what they do or accomplish. As a consequence
teachers feel isolated and unspprecisted” (Anderson, 1987, p.361). Sarason (1982) wrote
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that the "teacher is alone with problems and dilemmas, constantly thrown back on personal
resources, having little interpersonal vehicles available for personal stimulation, change or
control® (p.162). This is an important observation in the context of the present study
because many of the teachers administering the SAT's were the only teachers engaged in
that activity in their school. Infants' schools in Britain tend to be small and self-contained.
Apart from the occasional training day, there was little opportunity for Key Stage |
teachers to interact with their colleagues and share experiences.

Another factor which has particular relevance to this study is the element of
competitiveness that mandated testing introduces into schools both between students and
between teachers. Although tests are supposed to measure student performanc:e it is an
teachers, in any case, take some measure of pride in the success of their students, cven
wlunﬂncmﬂleyue ninisteris

mnﬁmmmmﬁﬂym&hgmﬂwmnmﬂ

We never had any administrative encouragement to work together. There
mmmﬂmﬂmwmwmﬂhmmﬁwm
decisions. It's a very individual thing, if you found someone you wanted to
share materials with, you did it on your own. No, nobody has ever
encouraged that route . . . It only comes from the individual teachers in our
hmldmj. Nmafnumnpulbyﬂleplmpd(ﬂ 1979, p. 69)

centralized curricula and testing some of the women in this study found that they felt
isolated in the midst of a highly structured system.

1 don't think there are people who are really close. 1 can just not picture
one teacher going to another one in tears. There's no one to run to. Not
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just for me. People really just don't get that close. And I think part of it is
working in in an impersonal system. You do what the boss tells you. You
don't have choices. You file at 10.10, whether you like it or not . . .
Everything is impersonally handled - time, bells (A, 1979).

These comments are pertinent to this study. The negative feelings experienced by
these teachers were, they believed, brought about not so much by the fact that people
didn't care what teachers did but because they cared too much. Even when the classroom
door was wide open to scrutiny there was always the suspicion that others were doing a
better job. Instead of sharing successes and failures, teachers were measured by them.

At the other end of the measuring scale is the complete absence of supervision.
However, whilst this might sound appealing to the teacher panting to close the classroom
Joyce and Clift (1984) pointed out that beginning teachers working alone will tend to
adapt to their new school environment in the safest way possible and this usually means by
teaching in a traditional way. The freedom that a new teacher might be given to
experiment is lost if there is no team-work, mentoring system or support. Autonomy, for
probationary teachers appears to represent the thin end of the wedge.

Disenct 1 Alicnati
Teachers can also experience a sense of alienation from administration becasuse of

poor communication and a lack of consensus about goals and objecti.es. Lortie (1986)
found, for instance, that "teachers . . . are more disenchanted with . . . the organizational
context of teaching . . . than their disenchantment with core tasks in the classroom”
(p.569). As the Reform Act gave explicit gorls and objectives there was an opportunity
for schools to become less aliensting environments. However, the Boston Women's study
(Freedman, Jackson & Boles, 1983) indicated that organizations have to overcome the
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competitive culture that seems to build up amongst teachers when testing is introduced.
Although large parts of the National Curriculum have been adopted in primary schools,
teacher assessment is still an isolated activity. Since results are available to administration
and parents, teachers are likely to resent the organizational structures which force them to

Teachers who have a high level of classroom autonomy have a tendency to support
the status quo (Anderson, 1987). In their study of 34 Bay Area school districts Deal and
p mmes had short lives. Teachers were “free to experiment according to personal
commitment - or whim - and then to let the initial momentum dwindle, soon to be replaced
programmes in five U.S. school districts they studied were discontinued by teachers
"outside the formal decisi ing structure of the school” (p.63). Teacher sutonomy
allows teachers not only to veto programmes but also consign them to history.
take place in schools without teacher co-operation. Most research on change emphasizes
the difficulties of implementing innovations and keeping them in place. Welch (1979)
classroom. Gross, Giaquinta, & Bernstein (1971) blamed policy that went astray on poor




stages of implementation e
Fullan (1982) pointed out that change depended on the cooperation
climate and ethos and how this affects teachers' attit
Corbett, Firestone & Rossman, 1987).

change. Frymier (1987) studied the effects of 1970's court-ordered desegregatior

legisiation in urban schools. Teachers struggled to resist what they considered to be the

e of school

dministrators and school board members)” (p.10). Broadfoot (1985a) also noted that
teachers were not just "the passive agents of the institutional framework in which they
(1988) noted that the pursuit of organizational goals is only one piece of a teacher’s




4)) Ad.nptmgn to change is nmplef
)

administrators for other activities.
(4) It boosts confidence and morale and gives a sense of self-worth.

The opportunity to adapt to change and to react to the individual needs of students
’ ”ff%ﬂ:ﬁ:@numﬂnumoﬂﬂh@ﬂnﬁﬂmhﬂ@mth

Eﬂs(lggg),Ank(lm)mﬁm(IM) hﬂmm“mhmmy
The separation of conception from ¢ .ecution is one of the criticisms critical theorists have

One of the major thrests facing prospective and existing teachers within the
public school is the increasing development of instrumental ideologies that
- ii;;a-mmmmmmm
mm At the core of the current emphasis on instrumental
mﬂmﬁﬁmlmmmnlm&mm
assumptions. Tluiam a call for the separation of conception from
execution; the standardization of school knowledge in the interest of
managing and controlling lt the devaluation of critical, intellectual work on
mmdmmm&uﬁmﬁ;:‘;

considerations. (p. 123)
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The attempt to undermine teacher authority inside the classroom leaves little room
elsewhere for teachers to exercise their professional autonomy. Studies in Australia
and Blumberg (1982), undertook a cross-cultural study of teachers in Brazil, Jordan, the

, maintaining up to date student records and reporting to parents. They conchuded
that "in each country teachers felt more autonomous relative to classroom activities and
NOMOUSs inizational activities® (p. 10-11).

Fm-mm(nm)ummmmm:tﬂ,,f
some sense of froedom but felt constrained by administrative expectations. “they tend to
mmmmmammmmmmﬂ

however, that rural teachers and those working in low socio-economic status schools were
more likely to adapt curriculum to the needs of their children than teachers in the cities
and in higher socio-economic schools. This raises the question of teacher accou
mmmmmmmmﬂm Thawzy
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comparing the French and British systems of education because of their historically
different forms of control. Until recently the French system has been highly centralized
with a state curriculum and national testing. The British system has been highty
decentralized and prior to the 1988 Education Reform Act there had been no central
curriculum or national testing. Broadfoot (1987) observed that the differences between
the two systems was decreasing due to shifts in educational policy in both countries.

The increasing similarity at the present time between the two systems
reflects the fact that each is tending to institute the aspect hitherto lacking
to ensure effective control - in England moves towards the identification of
National Curriculum goals; in France the provision of assessment as well
as curricular norms in the form of a continuous, teacher based, pupil
orientation procedure. (p. 275)

Broadfoot (1985a, 1985b) and Broadfoot, Osborne, Gilly and Paillet (1987) have
attempted to identify those aspects of teachers’ work which remain similar and those which
vary when different types of government control are in place. Citing Minot (1979)
“sutonomy is first and foremost a state of mind", Broadfoot has explored the ways in
which teachers in Britain and France react to the kinds of control they experience. Minot
(1979) pointed out that in the highly centralized French system there are structural
paradoxes which prevent the reality of centralized control ever being totally successful.

The explanation for this paradox lies principally in the difficulty of making

formal central control a reality in practice, whilst at the same time the

assumption that it exists precludes the evolution of other, potentially more

effective sources of control within the institution itseif (p. 37).

Minot went on to explain that as teachers fi.": accountable only for delivery of
curriculum and to the government inspectors who policed it, the fact that they rarely
appeared meant that there was very little real control. Even parental and student
expectations had little effect on teachers’ attitudes towards their work.

Broadfoot, (1985a) citing Becher, et al.(1981) noted that accountability is usually
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defined in three ways: Professional accountability to colleagues, moral accountability to
clients, and bureaucratic accountability to the administrative hierarchy. ©..iere there is a
disparity among these different areas of accountability there is likely to be "considerable
tension and unrest within the educational system and clear testimony to the lack of
consensus over educational goals " (Broadfoot, 1985a). Broadfoot, Gilly, Osborne and
Paillet (1987) have further classified the notion of responsibility according to types of
control within educational systems. They can be summarized as follows:

Collectivism v. individualism.
French teachers’ primary goal is curricu'ar. British teachers have a strong

child-centred ideology.

Universalism v. particularism.
In France pedagogic style is fairly uniform. In England there is much greater
variety because of the emphasis on children as individuals.

Role permeability v role impermeability.

Teachers in France have a clearly defined professional role. British teachers
experience much grester contradiction because of competing educational
philosophies and the range of interest groups in society as a whole.

Narrow v broad definition of responsibility.
French teachers are hired to transmit knowledge. British teachers are
expected to provide a whole range of skills - social, personal, academic, etc.

Isolationism v co-operation.

Co-operation is a much more characteristic feature of British schools than
French schools due (0 the detached attitude French teachers have towards
their work.

Overt v covert evaluation

French schools emphasize formal testing far more than British schools.

The extent to which teachers in England deal with muktiple goals and multiple
stake-holders is a particularly interesting aspect of this research. Broadfoot (1985b)



pointed out that besides macro-organizational influences there are also three different
sources of influence on personal decision making in the classroom. She identified these as
socio-psychological charactenstics of the teaching situation itself such as strong teacher
authority, pupil coercion and group oriented curricula. These could be found almost
universally and are international constants. The second is the way that teachers are
perceived professionally and these vary from country to country. The third is the way that
teaching reflects teachers’' own convictions and experiences. These are essentially
idiosyncratic and unpredictable. Broadfoot (1985b) found that both French and British
teachers experienced considerable freedom to choose their own pedagogical style and
curriculum strategy regardiess of whether they were working in a centralized or
decentralized system. Her findings can be summarised as follows:
1. French teachers are less constrained by community pressures and internal control.
mwmm«mmdwmwmmm

2 Attempts to decentralize the French system may have the effect of creating more
control not less.

3. With the French centralized system teachers have considerable pedagogic freedom
but they seldom exercise it. There is little encouragement to experiment and
minimal in-service training team teaching, group work or project work.

4, Constraints on British teachers under a decentralized system are often
peradoxically tight because of localized accountability e.g. head teacher,
governors, colleagues and parents.

s. Because British teachers have a strongly held tradition of professional autonomy
there is typically a greater diversity from school to school.

Broadfoot noted that French teachers were actually relatively free institutionally to
identify their own teaching strategies but were constrained by an ideological tradition of
commitment to central control and thet British teachers, by contrast, were relatively free



ideologically but constrained institutionally. This shows how difficult it is to draw any
instituting more radical pedagogies in different countries. (p. 267)

These studies by Broadfoot are useful in trying to predict the likely outcome of
educational reform in Britain. One way in which 1988 Education Act reforms were likely
to be very different from the centralized control in place in France was in the localized
being achieved rested initially with the Head Teacher and, through a network of advisors,
the Local Authority. TheBnmhrefonmlnvekeptmpl.ceﬂuwalgﬁmofﬂnFmﬂl

anCB&SBACsmwy.tmmmomwm
central government.

Mediating | Obligati
Hawthomne (1987) believed that teachers translated policy into practice by

A number of obligations mediate the transistion of curriculum potential to
what happens in classrooms - obwtodntudqpthoﬂu
organization within which teachers work, and to the clients (both students
and parents) they serve. These multiple obligations provide the key to
teacher choice (Shulman, 1983). Faced with competing and, at times,
MMWMMmPéﬂ

In Farrand'’s (1988) Mexican study soms teachers falt a greater responsibility
towards their pupils from poor backgrounds than to government curriculum directives that
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made no sense to them. Farrand's study was intended to explore three areas of

1) formal responsibility, including the sources of regulatory authority and control,
that teachers recognize in their practice and for what and to whom they identify
l:cmm;blhtyuﬂthemm to which teachers feel themselves to be

pgﬁumshupupulsmdpirm
3) personal responsibility and autonomy: how much freedom to make decisions
! ience, and the perceived significance of this margin of manoeuvre

on their practice. (p.105)

Broadfoot (1985b) found that teachers sometimes failed to respond to the

y responded instead to administrative pressures, or

Mmdmmphuﬂm Teachers, she believed, needed to
this margin of manoeuvre is Fowler (1988). Writing about his work as a mathematics
teacher Fowler noted that he could make choices about (a) the way the class is operating
(b) what happens in the lesson (c) what direction is taken and (d) how the students

It seems possible, therefore, to separate
of curriculum content and control over teaching strategics. Whilst Fowler belicved he had
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control over strategy. This appears to be where most ‘margin of manoeuvre' lies.

Some writers believe that teachers should not be allowed to control curriculum
content. Schwille et al. (1983) have argued that while teacher control over strategy is
desirable, control of content is not if the education system is to have some kixd of
consistency. However, the weakness of this argument lies in the fact that the way content
is taught can be considerably more important than the content itself.

Anderson (1985) claimed, for instance, that "the standardization problem arises not
when the goals are prescribed, but when the operations [strategies] are prescribed”
(p.369). Doyle (1979) pointed cut that teacher tasks are usually defined us goals to be
accomplished and operations leading to the accomplishment of these goals. There is some
consensus amongst writers over the desirability of teachers taking responsibility for tasks
and maintaining student involvement in learming. There is much less consensus over the
control teachers should have on strategy because it seems that strategy can sometimes
define goals.

Kinds of Control
Ryan (1983) suggested that teachers needed more autonomy in deciding how to
Ryan also suggested that administrators could be more evaluative of the latter strategies
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ility they have to

select broad goals and policies according to the obligations and ac
the community. Administrative autonomy is exercised by the principal and staff who have
a responsibility to put plans into action according to the needs of parents and students.
Operational autonomy includes freedom by teachers to achieve goals according to their
own abilities and psychological attributes and within organizational resources and strategic
constraints. The kinds of contiol Raelin saw teachers administering included choice of
textbooks, curricular planning, class size, testing and evaluation and scheduling. These he
saw as part of professional development and opportunities to participate in these kind of
decisions should be available in schools. These kind of opportunities do not seem to be
readily available to many British teachers (Times Educational Supplement, 12.10.90).

Responsible Autonomy

testing, but the effect this has on teachers can vary considerably. Shulman (1983) in trying
to mediate between the needs of society and the needs of teachers as professionals asked
the following question:

lfmwmmmmbebothhﬁdm
how shall we define the proper mix of those typically incompatible virtues?
Do we risk tyranny from above to achieve needed order and equity? Or do
we foster liberty and autonomy while thereby risking anarchy and chaos?

(. 162)
freedom in the teacher. Critical theorists would agree. If teachers wish to foster the kind
of education system that kiberates the mind of the child and that of the teacher there has to
be the freedom in schools for that to happen. Unfortunately, however, freedom alone
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doors of a classroom teachers can be autonomously autocratic, autonomously
indoctrinaire, autonomously miserable, autonomously inspiring or autonomously truly
liberating. It is unlikely that an attitude can be legislated or that professional autonomy
alone can bring about radical change.

So in trying to establish a form of professional autonomy that promotes
emancipatory education it is not so much a question of how much autonomy teachers have
but what they do with it that counts. Eller (1989) commenting on Maeroff's (1989) book
about teucher empowerment and his failure to address the origins of disempowerment and
its social, political and historical context wrote

giving teachers more autonomy without simultaneously addressing their
role as educators will ultimately fail. Myownmrch“mhlmh:nm
Eastern Kentucky illustrates that genuine empowerment does not ensue
merely from the implementation of particular managerial strategies which
mdesywdmgvetadmmmﬂofﬂgrpbs(mhmghthmm
certainly facilitate em et is grounded in

underuandnngmdmleegfdgngmﬁe;moﬁhmmlen
educators. . . . | would argue that "¢ ment”, as it is defined by
Mmﬂ'umﬂy;m mmwmm
, srment is rooted in ideological reform.

The nature of the knowledge teachers impart and the way they do it are important.
When teaching is controlled to such an extent that the kind of knowledge included in the
ammmtbmnumﬂlmmh@ﬁnnmtmmﬂwnm

Mmmamuammmmmmmm
intrusion into their classrooms. This resilience scems strongest when it is grounded in
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Central governments have the power to influence the way teachers teach.
However, there are other facets of school administration that also affect teacher
autonomy. Anderson (1987) identified three aspects of school organization that have
contributed to the decline in teacher autonomy which are not directly related to
government intervention: the influence of trade unions, the effective teacher movement
and the concept of principal as instructional leader.

The extent to which trade unionism has influenced t
Kerchner (1986) claimed that teacher trade unions had contri
supervision of teachers through negotiating contracts that specified detailed conditions of
work. These served to protect members from what unions saw as impingements upon
teacher rights and freedoms.
ﬁ;ﬂnmmmmﬁwmmm“mm

fferent unions have represen 'dnﬂirmmmmﬂmﬂsmf

zmmmbmﬂMmmmmmmm,,,;"::":*’
itions. In 1991, British teacher contracts

mﬁdmpﬂﬂﬂwm&mmﬂmmmﬂnmﬂwfm
of this contract such as the number of hours teachers must work in a year, were often




specified in order to keep abreast of their work. The teacher contracts in Britain were
viewed with considerable cynicism by practising teachers mainly because of the way they
were introduced. Teacher unions likewise viewed with cynicism government attempts to
legisiate teachers' working conditions because they were based on what they believed were
fictional understas
Anderson's (1987) claim that the teacher effectiveness movement, teacher

dings of teachers’ working lives.
evaluation and instructional leadership have led to a decline in teacher autonomy in the
United States is easier to uphold. Anderson pointed out that prior to the 1970's there
(1974) book Looking Behind The Classroom
classrooms they entered as the researchers conducted their studies” (p.364). Since the

Door "attests to the sanctity of the

1970's there have been many attempts to "improve” teaching. Davis and Odden (1986)
and Soar, Medley and Coker (1983) have examined the effect of state improvement
programmes. Soar, Medley and Coker (1983) showed how teacher autonomy had given
away to concerns for "best teaching practice”. "Best teaching practice” led to teacher

The introduction of teacher appraisal has had a checkered history in Britain.
Education John McGregor decided not to introduce teacher assessment, chiefly because of
the expense and time it would take. However, John Major reversed that decision.
Teachers will be evaluated in Britain bienially commencing in 1993.
was sounded by the advocacy of principals as instructional leaders® (p.365) Citing the
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instructional leadership that lead to a reduction of teacher autonomy: (1) d

and (3) applying consistency in policies and practices among classrooms.

Freedman, Jackson and Boles (1983), however, have identified a number of
contradictions in recent educational reform. Whilst public rhetoric demands a democratic
educational environment it also demands a closer correspondence with the needs of the
economy. These conflicting goals can create a turbulent environment for teachers.

! Teachers work in an institut:on which supposedly prepares its clients for
adulthood, but which views those entrusted with this task, the teacher themselves,

as incapable of mature judgement.
2. The schools have the responsibility of developing the whole child. But the
structure of the institution constricts the types of behavior acceptable in teachers
3 Education is charged with the social task of providing equal opportunity for the
school-age population of a pluralist, multi-level society. But the structure of

schools emphasizes comparative worth and increases competition not only among
the pupils but also among parents, teachers, and administrators.

4 Public education is charged with upholdi mwmlﬂdﬁm
enpnhleofmhalﬂinhumdthmdhgal ache
are required to pursue this goal by increasing
(Pﬁi)

us to teach kids to think . . . but not think too much® (p. 374).

MMMMMMWMQEUMMME
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rented on the effect these changes

teacher evaluation. A number of authors have comn
have had on teachers’ lives. In their study of a teacher incentive program in Wisconsin,
Popkewitz and Lind (1989) noted, like Freedman, Jackson and Boles (1983) the
discrepancy between reform rhetoric and the realization of school reform. In the
Wisconsin program, efforts were made to "improve™ the quality of teaching through
standardization. "Good" teacher evaluations would reap financial rewards and promotions
and, as a result, teachers would become more "professional” and thus more satisfied with
their working lives. Popkewitz and Lind (1989) observed some important assumptions

1. Teachers would increase the amount of work they were doing.

3. Monitoring would be objective so as to eliminate ju

4, Themm:ndnmtoﬁlgmldhesynmicdlymgmﬁedm

productivity, ﬂﬂwﬂofmwtywuﬂgﬁﬂmnfwm'
teaching styles at the same time as they experienced conflict over what was happening to

rdizatic afkmwuge
mmmmﬂmﬂmﬂm (p 570)

Tmmthm ordering
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The teachers in this program became increasingly dissatisfied with their work.
Although they valued much of the autonomy given them in mastering these new tasks,
many questioned the values surrounding what they were being asked to do. Teachers
thought that they were doing more to justify and support the work they had always done.
They were also concerned about the meager amounts of money associated with the
1g tasks they required. Some teachers raised

incentives, and the routine time-c
questions about the social meaning of the work required of them. A concern was
stressed equ:! worlung conditions. (p. 584)

languge‘thumafmaﬂdmmmdm '
seen by teachers as professionalism. But the effect of this new style of professionalis
wastopl:eeutmgh;xketmmdmmmy mmmmmn

This is an important study in the context of the Key Stage 1 Assessment. Teachers
“mﬁmwmﬁﬁmgg,,'f' tent jonali
w:mmugmmumum)m ﬁrmmmmhg




I view it as similar to a doctor. Doctors examine a patient, make a
diagnosis, prescribe a remedy. They have a body of knowledge and/or
common language to translate that knowledge to themselves and others.
As teachers, we can now examine the classroom setting, make a diagnosis,
and prescribe a remedy. We have a body of knowledge and a common
language in which to communicate. (p 590)

However, Wise and Darling Hammond's (1983) study of teachers’ reactions to

testing found that the five most cited effects were

)
2)
3)
4)
5)

perception of the relati

altered curriculum emphasis

teaching students how to take the test

teaching students for the test

having less time to teach, and

Wise and Darling Hammond (1983) were critical of the school authorities'
nship between testing and results. "The more they attempt to

specify in detail what are desirable learnings or teachings, the more likely they are to miss
the mark and even cause damage to some of the professed beneficiaries™ (p. 39).

Green (1983) commented on the inability of public policy makers to construct

Public policy is a crude instrument for securing social ideals. We would not
uaaidmp—fofgemqume:pcundcﬂﬂiormnempafmhan
surgery. Public policy is the drop-forge or the axe of social change. It is not
the knife or the scalpel. That is to say, public policy deals with gross values.
ltdﬂlmhﬂnmmdhmﬂ:ofpﬂcynhmdmmhs
way. They are best construed as aimed not at the advancement of specific
bﬁmhmnth:mafnaﬁeﬂﬂs Injustice is always present to our
conscience with more definiteness than justice. Injustices are nearly always
specific. Justices seldom are. It is true that government can't do everything
we desire, and therefore, it is equally true that public policy is not the right
instrument to secure all our desires . . . Minimizing evil is a proper sim of
pﬂcpﬁcy Maximating good is probebly not. The latter assumes that we
may shape the axe into a scalpel. (p. 146)
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Wise and Darling Hammond (1983), Popkewitz and Lind (1989), Freedman,
Jackson and Boles (1983) and Eller (1988) have shown through their studies of teachers'
working lives that standardized curriculum and testing can affect both the nature of
knowledge taught in the classroom and the attitudes teachers have towards their work and
cach other.

Apple (1986) observed that "one of the most significant weaknesses of left analysis
has been the lack of a concrete proposal for policy and practice in education that would
build on democratic elements that now exist in schools and replace those things that are
clearly wrong" (p.107). Bastian et al, (1986) believed, however, that it was possible for
evaluation to be transformed into something that "would center on greater community
strategies, and a higher degree of involvement of all concerned” (p. 107).

Schools do not have to mirror economic imperatives; they can also respond

to social imperatives. lmemmﬂdmmdthm
noeds of children, families, communities, and a democratic society, the
mmmmmmmm:&mmm
naaﬂﬂmﬁnﬁllpsmmﬂ enship roles. The mission of schooling

g smpowerment, which itself would promote a
mm&ﬁedmmnfmvﬂmthelﬁmnﬁkﬁ Wabehﬁghmh
can make a difference in our quality of life, but realizing this potential will
require different schools. (p. 163)

mum)mwmmmsommmmm

Teachers' own feclings about changes in assesement and record-ke
mmﬂrmﬂn“ﬁmﬁﬁhﬁﬂhﬂh“mmﬁ
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of the anxiety, frustration, exhaustion, deiermination to protect children's
interest and other strongly felt emotions that emerged in many of the
interviews and is as important to take into account as their actual content.
In summary the picture which emerges is much what might have been
expected. A much greater emphasis on assessment and record-keeping,
some considerable resentment at the time demands and the perceived
umesm‘yfamnlmtmnafmhaﬁt fears about the potential impact
of such pervm assessment and recording on the teaching-learing

,,,,, ionships with parents and the pupils themselves. (Broadfoot,

QMMCmﬂuﬂPdhri 1990)

There were early indications, therefore, that the effect of testing in Britain mirrors
the research findings of Wise and Darling Hammond (1983).

A number of other writers in Britain have commented on the introduction of the
Reform Act and its likely effect on teachers, schools and children. Lawton (1989), whilst
not opposed to the concept of a National Curriculum
central syllabuses rather than sharing "ownership® of the curriculum. (p. 30). He
learned to be very suspicious of the behavioral objectives, training model of curriculum

pointed out that its current

(p.31). Lawton also attacked the way that the curriculum had been built around

Armstrong (1987) has also written |
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have a different relationship with his or her pupils - "not so much that of guide and
mentor, but more one based on instruction and assessment” (p.73). Gipps is ambivalent
Commenting on the work of Broadfoot et al (1987) Gipys pointed out that French
teachers who had clear objectives because of a centralized curriculum were more easily
able to measure their success at teaching than British teachers with much vaguer goals. "It
may be that in the 1990's when primary teachers have got used to the idea of the national
curriculum, regular exams and assessments, and to being technicians delivering an
objectives, that is, getting an acceptable number of children to pass their exams.

You never can tell” (p. 75).

Summary
In this chapter 1 have attempted to summarize the arear of research of most interest in this
study.

The research on policy implementation is of particular si because the
interested in knowing whether this study could confirm or reject the claims made by
writers examined in this literature review. How did the formulators of this policy and the
implementors in the classroom and in the Local Authority offices deal with policy
environment in which this policy was implemented? What were the attitudes of teachers
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paper work and bureaucracy were involved? How complex was the policy and what
methods were used to communicate the requirements of the policy? These, and other
issues, were raised in the literature review. This study provides an opportunity to add to
the body of literature on policy implementation.

The review of literature related to professionalism and teacher autonomy is also
relevant. The testing policy in Britain both affected teachers' relationship with their
professional unions, their relationship with Government aand their relationship with the
children they taught. It also affected their personal lives. How did teachers in this study
view their role as a teacher? Did they see themselves as professionals, like the teacher in
or did they view themselves as part of a depersonalized testing machine like some of the
teachers in the Boston Women's Study. How did teachers view professionalism in the
light of union directives to disobey legislative requireinents if the work load became too

The review of literature on the nature of teachers' work is related to issues such as
ism and autonomy. Towhnmglcanthsﬁudymppmorrgecuheclmms
unable to reflect upon what is happening to them? Does the “getting done” become more

| obligation is inchaded in this study because

of the radical nature of the policy under review. Clearly, teachers involved in the
'*;ﬁ.mmnmmmm Dolheyphe:legﬂmve
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cy? How do teachers mediate between

children supercede concern for local bureaucrac
what appear to be conflicting and contradictory obligations? How do teachers react to
being told what, when and how 1o teach when they disagree with those directives? How
do teachers cope with additional demands on their time? How much margin of manouvre
did teachers find during the implementation of the testing policy?

Finally, to what extent did teaching and learning change during the process of
implementation? What did teachers feel about the National Curriculum? Was supervised
curriculum based testing an acceptable alternative to unsupervised teacher based
How did children react to the continuous assessment and testing process? Did teachers
feel that standards were raised? Did parents understand more about their children's
ion of results have on the education environn

progress? What effect did the publicat
How did teacher union's react to the pressures placed on their teachers? What were the
political ramifications of this policy? All these questions will be examined in the
subsequent chapter. They will be answered through the voices of teachers struggling to
implement the Government's testing policy in 1991.




1991 was the year that the government's plan to test the nation's children was to be
put into action. The first cohort selected was the top infants (6-7 year olds) group. It was
a year in which a major educational policy implementation was to have a dramnatic effect
on the lives of all of those involved. My aim is to relate how the year unfolded through
the conversations I had with teachers involved in the policy implementation and to try and
answer the questions posed in the previous chapter.

In this and the following chapter I report the finding
Because of the importance of the voices of the participants and to highlight how issues
the tests I have chosen to report the data in in two sequences: January/February, 1991
used: the conversation with Susan is presented almost in its entirety to provide a

s of these conversations.

Initial Contact
The British government's plans for testing were well under way when I went to

England in December, 1990. A much publicised trial program had taken place that year

and many people involved in primary educstion had expressed cither interest or concern at



elopment. Yet when | set out to find teachers prepared to take part in my
study, I found it difficult to gain access to classrooms through formal channels. None of
the authorities I contacted were willing to grant permission for me to meet with their

administrators. mmmmm:mhmmmmmm
implementing the National Curriculum, preparing for the testing ahead or already part of a
research process set up by their own authority. Another stranger entering the already
no stranger to the British school system. I had been working in England since April of

: irthermore, 1 had a number of friends who
were teachers in England or who had friends who were teachers. If this had not been the
would be willing to participate in this study. I spent a great deal of the time on the
irmingham to the headquarters of the National Association of Schoolmasters, Union of
hve&mmylmhgmmﬂmlm Furthermore, 1 knew all the senior
L m&aﬁmﬂw m;hmylﬁuhvﬂmmtb

invalusble. lnﬂmmﬁﬁ-ﬁ—ﬂhhmﬂqhm
interested in becoming part of my project to contact me vis the NAS/AUWT office. Three



of the teachers I subsequently worked with were contacted through this source.
During January and February, I was able to tape conversations with four teachers
and take notes at another. | also talked informally to a number of other teachers and

worked with a friend of mine with whom I had taught in the 60’s in Alberta. Another was
a neighbour of a friend of mine with whom I had once shared an apartment in Alberts and

her because 1 had worked with her exchange teacher in Canada in the 1960's. | met

asked the person she worked with to participate.

I am taking some time to explain how I came to work with the teachers in this
study in order to demonstrate the opportunistic selection that took place. At the same
time, 1 wanted to make sure that there was a level of trust right at the outset between
myself and the people with whom I came to work. I knew that the kind of conversations |

assurance that the teachers I worked with were both keen to take part, and understood the
nature of the work we were going to undertake. 1 had to be certain in my own mind that
classrooms and had an interest in coming to understand their discomfort.

I was away in Britain on that first trip for five wesks. The weather was bad and at
times made travelling hazardous. At one time when I was in Wales my car engine froze



and | failed to make an appointment on time. This was one of the reasons why one
planned taped interview with Marydid not take place. However, we still managed to talk
in her classroom and this allowed me to take notes. I also watched hes teach. I was able
to arrange taped conversations with four teachers in Birmingham, Wre:cham and Witney. I
intended to use these conversations to identify the issues that were emerging from the
assessment process. SATs were not being administered until after Easter, which in 1991
fell on the weekend of March 29 - April 1. Teachers in England usually have two weeks
holiday around Easter and most returned to work on Monday, April 15th.

Although [ did not really wish to limit the length of the conversations, I was aware
that there had to be some constraints in the interests of data managesbility. I decided to
use 90 minute tapes. This way the teachers and myself would have a finishing point. As it
turned out, all the teachers continued to speak with me well after the tapes were
exhausted. In Susan’s case, I was staying with her as well, so we had plenty of
opportunity to talk about what was happening in her classroom outside of time allocated
for the ‘formal’ conversation. The same phenomenon was to repeat itself when I set out to
speak to all the teachers in the study in June of 1990. Even when the tape recorder was

InC ion with §
The conversstion | had with Susan in January proved to be invaluable. Over a
period of sbout two hours, Susan identified almost every issue that was to arise during the
year. Because of this I have decided to include our conversation more or less in its
entirety.
When the academics, politicians, administrators and teachers sat down to devise
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the tests and assessments for Key Stage 1 they could hardly have had Susan's school in
mind. Few of Susan's children spoke English at home. Their families were mostly poor.
They lived in a culture within a culture. Susan's concerns were not the policy makers
concerns. She measured success relatively. Her's is a story of triumph over potential
disaster. The tragedy is that Susan gave up. She retired at the end of 1991.

Through Susan's vivid description of her working life in a midland town, we come
to understand the daily struggles to succeed, both by teachers and their students.

Susan was a friend of mine whom I had met on a trip to Albania. When |
undertook this research project I decided to ask Susan to participate not just because she
was a Key Stage 1 teacher, but she usually had interesting and thoughtful things to say
about educstion. Susan’s school was in one the poorest districts in England. Ninety five
spoke English at home. Susan spent a great deal of time describing the environment in
which she taught. 1 visited the school because | wanted to place our conversation in a
visual context. I also wanted to compare it with the schools | knew in London. Many of
the teachers I spoke to in the North of England felt thet they were impoverished compared
with those in the South and this fueled their speculation that children in the South had
abandoned by the white working class who had originally inhabited them. Sandwell is
representative of many ghettoised industrial suburbs in the British midiands. [ visited on a
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and surrounding streets. It was a dismal scene.

Inside the school, though, I found little to distinguish it from many schools in other
deprived areas of England where I had worked. In fact, it appeared to be better equipped
than some of the schools in which I had taught in Haringey, London. This was a fair
comparison to make, because Haringey is also a multi-racial borough and considered one
of the poorest in the South of England. Susan’s school was typical of many other ageing
redbrick Victorian schools built the length and breadth of England. It had boys and girls
entrances inscribed in stone on portals above the doors. And it had the usual small asphalt
school gates, both to keep intruders out and children in. Overall, though, Susan's school
compared favourably with its counterparts in the South. That is not to say, though, that it
compared favourably with other schools I visited later on in the study. Wendy's school in
Hull, for example was new, open plan, and extremely well supplied with books and
materials. There was really no comparison between the richness of Wendy's environment
and the relative sparsity of Susan’s. This was interesting for me, because Wendy's school
was in a poor, working class, housing estate in Humberside.

Susan had been teaching in her current school for the past nine years. I asked her
to talk about her life there. She explained that there hadn't been much change in the
school during that time. The families in the area had always been poor because as soon as
often families would send their daugiters back to Bangladesh to marry and then these
women would return with their husbends to the ares and move into one of the small
terraced houses that surrounded the school.

I wanted to know whether Susan's teaching job had changed much during ber nine
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reception to middle and top infants, but the job itself had changed. The National
Tlﬂ‘eslenﬁ'eedomtagamuﬂdowhuymwmddhketodo To plan

gmddm Smtlsvelypracnptwe ltlavaymlashmemdothmgs.
youkﬂawwhishymsmmdaf;;” 1 Butymdon‘treﬂlyh:vethn

gmalhﬁtaﬂ Auheh:kofmmndywthnk,'ﬂml‘wgmmkeep
these targets in mind and make sure ['ve covered this work and that work!
So that has changed. Also the money has changed. There is very little new
emnpmul M:ihﬁmwmmmm

equipment. ‘l‘heldﬂﬂh:pstkeptu&iqm Rq:uniredaneyuu
know, as they're needed, but there's no new work being carried out. 1do
ﬂﬁlkﬂlelﬁdmﬂhkemnnkemmﬂue You know,

erations. But there's just nothing!
I pursued the comment Susan made about constantly being aware of National
1 think everybody's watching everybody else. We've had schemes of
work for English, maths and, well, RE. I don't know whether anybody
ever followed it but it was there on paper. And those have obviously

Oh yes! 1 think you went into your own class and you used to feel, this
umchn Ymmﬂdﬁmi; ,,;;mnﬂphnltnyuumﬂ

Hmﬁﬂh“lmmdmhmm‘uﬂ
to give a certain amount of time to speaking and listening skills, you've
ﬂm“immﬂmmm-ﬁwﬂﬂndﬁ.m

chronological writing. Now, I've never spent much time on that, but
now | usually do one session a woek on that which I dida't do before. |
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really don't know that it's very useful but I do it now.

Well, I think 1 would be a risk. Because we don't know what's going to

be. What we're going to be given to test. What form it's going to take.

Bmlfeéﬂﬂmofﬂ:ﬂﬁgmﬂhmhgﬁmnﬂgm
ical writing. [ think it will be something like to design a
pnnsfcrmnﬂ:ng So, the children in my class, they wouldn't know
what a poster meant, most of them. Certainly the Bengali children
wouldn't. White children may. So I have to go through posters quite a
few times 30 they will know what I'm talking about. We'll design a few
30 they'll be familiar with it and they can do it. Otherwise it would be
very unfiir for me to give them that test. They wouldn't know what I
wuhlglhmu

again to the question of who was checking up on Susan. Was she deciding that she had to
No, we've discussed it and 1 think everybody sort of nearly panics. You
know, they think, "Oh, we must do this and we must do that!" There's
nobody giving a clear guideline of what we should be doing. There are

two top clasees. Myself and another teacher and we're sort of working
out what we think we should be doing.

We talked about the publication of the test results. Susan believed that the first
year of testing that she was involved in was going to be seen as a trial run. She didn't
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them and she doubted that they would be interested in seeing them.

But one thing I worry about. Teachers are giving the tests and we're
supposed to group. The borough is divided into a number of sections and
each group of schools will get together to sort of standardize their results
0 that we are all marking pretty well at the same level. But, having said
that, the school 'm in. We seem to be grouped all the poor schools
together which I think is really poor. I think we should be in a cross-
section like a slice of a cake and have schools with higher standards.

It seemed that what Susan was concemned about was the amount of teacher
judgement required for assessing the SAT's. How was Susan going to be trained to make
sure her judgement was fair?

Well, I haven't got a clue. I'm going on Thursday for a moderation
meeting. Now what I find difficult is, how are we going to moderate
something that we haven't scen. We haven't scen the tests! 1 have been told
that we will have the tests before we break up for the Easter holidays,
about a week before.

I wanted to know whether there had been any meetings to decide how the tests
were going to be managed in the classrooms.

No, we've just had informal discussions. We do not know what the tests
are going to require. If the children are going to have to do practical work
on their own. If the teacher is going to take them out individually to test
them. The Head has said we will get some help in the classroom while
they're going on. That's all we know.

Where would this help come from?

Well, in our school we have got staff who are not class based. What we
call EMS. Ethnic Minority Support teachers. They're there to help the
children. They're funded by Section 11. And, I'm not sure, but I think we
may have supply teschers in.

Susan did seem to know something about the attainment targets. She knew that
most children were expected to come out at Level 2. But she also knew that some
children were expected to come out at Level 3. Susan was doubtfil thet this would
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happen in her school.

Having said that, the children who are at Level 3, if they are tested on

every single attainment target, every profile component, they'll be about
230 things to test them on! The children who are not more than Level 2,

there might be about 150. There are some very poor children. They might
be 60 or 70 because you're not going to test a child on something that is far
too advanced for them.

Susan had explained that she was already filling in profile forms. How was this

working? How much time did it take?

It's taking a lot of time! I have been given two afternoons off which
helped, but it's taking a lot of time. I've done the records for the two core

do this work?

introduction of the National Curric

ten minutes and put down. Perhaps in about five yoars time when you've

the filling in of the forms?

Well, I think everyone does their own thing. Now what I do is, I have a
record book of my own which is a sort of a rough record book and I do, at
the end of the week, tick off things which I've done. You put a dot if
you've taught it to the children. They've done the work. You hatch it if
they're ready to be tested and you colour it in if you have tested them and
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science I tick it off all those children who are there 50 [ know | can put a
dot for all those children, anyway. That they've done it! Whether they
know it or not is another matter! Bmmhdmmymdo:
) i ) h'keﬂ-l,ormupm

dldn‘tdu:hn@ny,md:fnllwnguly tliey‘llhnei‘munﬂmhnw
todoit. And yet you've shown that they know it!

Well, this it! We'll have to wait and see what's on the, what will have to be
tested. Mnﬂwﬁmﬂmuﬂmﬂmmtﬂmm
target in science and there is a suggestion that the first attainment target
wiﬂmfy%ofihanﬁhmwh:hmtbmmh”fi”:i

different?

It was different as far as you weren't carrying this worry around on your
shoulders all the time. You felt freer and more relaxed in class as far as
you could do things you wanted te do like say, more art work, more
mm You had the time for t. Now, you have very little time for

We talked about the szope of the National Curriculum and how Susan had

I think the RE has gone by the board. Up until about a year ago I always
did a little RE sessions every week, but that now is really not on. What |
uﬂmdnwnﬂmmﬂi'["";;;mﬂmﬂﬁmm
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It was the one subject the teachers had to do - right? It was the one
subject which most teachers didn't touch.

R

What was happening about daily worship, though? This was now a legal
obligation of schools.

Well, yes. They go into the hall and they sing a song.

Was this every day?

Yes! Now Friday’s birthdays. That's RE isn't it? We go in and we
sing "How do you feel, one year older?” and "Happy Birthday to
You". Then a badge and a birthday card and then the children who
have been especially good that week have a little sticker and then
they all have a clap. Now that's the Friday assembly.

Was there any religious content in the other daily ‘worships™?

Very little. There might be a little song about, you know, pleasing
God or thank you God for this or that. Little children’s hymns.

I wanted to know how the school coped with the fact that at least 85% if not more

of the children were non-Christian.

What | think has happened is that we don't do anything. Obviously we
have a little Christmas play and a Christmas party but I think thet's mostly
about presents, and decorations and that sort of thing, with a mention of
the nativity. At Devani we have a little party and they make a little Devani
card. | don't know what the white parents make of it! I don't think they
understand what it's about!

What wouid Susan do differently? What opportunities would she have to do things
differently? Who determined that things should be done this way?

Well, 1 think it's always been done that way. Staff, I think have decided.
Because you find at Ede time a lot of the Moslem children are away
anyway, for the day. And when they come back we have a perty.

But was Susan happy with this arrangement?

Well, 1 think it's the best we can do under the circumstances. I think the
Moslem parents appreciste t. They quite like it. Sometimes they send
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food in. That sort of thing.

Susan had rarely mentioned the parents. How much was the school a part of the
community? What involvement was there?

The parents can come into the school pretty well anytime. They come in

with the children in the morning. But, then again, a lot of the Bengali

mothers can't speak English, or have very little English, 30 you can't have
that much communication with them.

How did Susan try and overcome this language barrier as a teacher?
Well, you may find yourself sort of speaking pidgin English to them or you

get a child to interpret. Perhaps somebody in the class. Some of the
younger children are very good at interpreting.

How did Susan view the National Curriculum in the light of the unique problems
facing her school? What did she think about the curriculum planners? Had they taken
Susan's problems into account? After all, her's wasn't the only school in England which
operated in a multi-cultural environment.

Well, I think it's too young to test children. I do believe we should have a
National Curriculum, a framework, for the core subject, but not as detailed
and as prescriptive as that. I mean this is absolutely ridiculous, this
implementation. At the end of the day I would rather just Jo a pencil and
paper test. I think it would be fair to everybody. The administration would
be easy and you would have a clear result. With this, [ mean, I could see
It really depends on how the teacher is going to allocate the marks, doesn't
it?

We turned again to the particular problems Susan faced in her school.

Well, I feel I've got to keep the National Curriculum in mind and I've got to
try and be one jump ahead of it and anticipate what's going to come up in it
and the form it's going to take and make sure that | have presented the
information in thet form to my children before hand. Like the test sbout
the poster. I mean most of them would fail because they woulda't know
what it meant. But I will make sure I have done these things so thet they
are familiar with the language and they will know what is required.



109

Many of Susan's children, though, had poor English. How would this affect her judgement
of their progress against the National Curriculum? Was there any way of taking their

English language problems into account?

Well, I don't know that the National Curriculum does. Becsuse, on the one

attainment target in English, the first one, speaking and listening, I mean, 1

could see how many of our children would come out fairly low, but 1 can

see that they won't. They'll be given the benefit of the doubt. They're not

fluent English speakers. They haven't got a wide vocabulary, they've got a

very restricted vocabulary, although they use it effectively. But you know,

some of those children, they are very bright, they are going to do better as

they go along, so I think you're going to mark them up. I might be giving a

Level 2 to a child in my area that wouldn't get a level 2 say in & white area

in a good middle class school.
But hadn't Susan already explained that her moderation group were all very similar
schools?

Yes, but we have complained about that!
However, it seemed that Susan was prepared, on a personal level, to compensate for her
children's current inability to express themselves in English by marking them on their
future potential; her assessment would not actually reflect their current performance. Yet,
she wanted to be in a moderation group thet did include schools from middie class areas.
Wouldn't her prejudice be exposed when her children were compared with children in
middle ciass areas? Did she really want to have her children's educational levels exposed
in this way?

Well, if it's going to mean anything. So I mean, are we going to say ina

few years time, * Oh, well, this child's a Level 2. Well, which school did he

come from? Oh, well, a Level 2 there means a Level 1 here!” But if you

look here, at the Level 2. "Listen attentively and respond to stories and

postry”. Well, all the childrea do that! "Speak freely to the teacher. Make

verbal and non-verbal responses as appropriste”. Well, they all do that.

*Respond to an increasing range and complexity of classroom instructions®.
Now, that complexity, that's a key word there! So I think that most of the
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children in my class will get a Level 2 anyway, not a Level 3. And yet they

can't really speak the language, fluent English.

We talked about the word, complexity. Was this something the teachers would be
talking about at their moderation?

Well, actually, do you know how long the moderation meeting is scheduled

for? One and a haif hours! With all these schools together, right?
How many schools would be there?
Eight. And this is for the three core subjects and all the attainment targets

How many teachers would attend this meeting?

w o™ w

Well, I'm going along with the teacher who teachcs in the parallel
class beside me. The Head reckons she's going, because she wants
to know what's going on. And one of the other teachers wants to
know what's going on. So she's going to sneak in too. It's
ridiculous. This is supposed to be just for the teachers who are
actually doing the assessment. But 30 many people are keen to go |
think the place is going to be pretty full.

The meeting was going to take place after school. Susan told me that meetings
were called "twilight meetings”. 1 had never heard of this expression before. In the
authorities I had worked in, meetings were never held after school like this. What did
Susan think would be discussed at her "twilight" meeting?

I think we will just look at examples of children's work and say which level

you would put them into.

Susan said again that she would rather have been in a cluster of mixed ability
schools. How were the clusters chosen? Did she know?

Really, I don't know. The lists just came around to the schools and we
looked at the schools we were with and they were much of a muchness.

We returned to the subject of teacher assessment. Susen had been teaching for seventeon
years. She must have done a grest deal of assessment over thet period of time. In what
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kind of National Curriculum?

farE&mmﬂRmmh)m ,;mlumdlﬂmknwnigmﬂ
knowledge wasn't it? No, Iﬂiﬂmwuhkelnlo_ There were three tests
and that went down on their record cards. They were done in the first,
second, third and fourth year Juniors. Each Junior year. And I think that
was done in most of the Sandwell schools.

No, lthmhtvunad ltwu;:ﬂmolm Enm:diaalidldn,

Jmmwhrﬁqqudﬂﬂgdiﬁmﬁrmwmd
their IQ.

I wanted to know what happened to these results. Were they made public?

Yes! I don't think we had individual schools. But you knew. Each school

mw:hﬂﬂﬂgm:m But the authority results were
silable. A graph. So you could see if standards were going up or going

Also, in the school I was in st that time, we also had a maths scheme. It
was very flexible. Lots of books and lots of equipment and we had maths

test st the end of the year. About four pages just to cover the topics we
hldl.mgl! m“mﬂnlﬂlﬂdm

S We didn't teach for the NFER. It was just a one off little test. You



Oh yes! 1 yes, I feel | am teaching for the National Curriculum. Yes! | am

Well, I think probably I would have in mind numeracy and literacy and a
goodgmaﬂhmwledgemdymmw lwauldlnvedlﬂ’a’mtmbpcnm

Well, somebody in charge. Somebody with a post of 1 ility foe
drawing up that scheme. Asnﬂylt':hmthmfﬁuhqm lt‘:_pun
mydﬂdwmﬂy Usually, it's tied in with the reading
jon sheets that go with it, right? And then, the

m&mmﬂmmmmyw
But the maths and English schemes were not chosen by Susan, but by somebody in charge
of that curriculum in the school?

Yes! We did Scottish maths. But we helped choose. Previously we had
done Fletcher and people weren't very happy with it. . . . We had a few
mmmmmﬂmmmm-ﬂmm yuu
would never get to the maths would you? And also, the Juniors at that
time were using the Scottish maths, 50 we thought it was a good idea for

1 returmed to the topic of assssement
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now with regard to assessment? How much would she have controlled herself, and how
much would have been externally applied?

Now, when I'm teaching something, I'm keenly observing if the children
really understand it and do they know it and if somebody came in and
asked them, would they know R?Bmgmmgﬂm Cllmmlum

from outside to test the children. Ymmw thnnwuuldn'the
administered by the class teacher. So I think, that's still in the backs of
some people's mind, that other people may be coming in and testing them.

I asked Susan who she was referring to, the children, or her!

Well, bouit! Yes! Because it was first thought when the National
Curriculum came out that outside assessors would come in. A team would
come in and test the children.

Ohyes! All the time! wummimmdﬁdmduy

has always been a difficult job, hnymmmmﬂﬂmmm
was best for the children. You planned your writing, your reading. You
know, youhnhonnnthewythyww“hm Whereas now,
you've got all the demands of the Natiosal Cusriculum in mind. You think,
*Oh, I must do some dictionary work, some reference book work.” Now,
actually this does crop up in the way we taugit before, doean't it? The
children are using dictionaries. They are using reference books. But having
to fill in a chart that they can use effectively, you know. Know your
alphabetical order, Mywhmmwnﬂﬂnmbdymm?

Now, youhthwhdebunﬁmuﬁi;mhmhﬂm
dictionaries 30 you can tick off if they can use them.

Susan had talked twice about watching children more closely. Was this a good thing or a
bad thing?

Well, I think it's a bad thing actually. Because I think there comes a time
when a child is ready t0 use a dictionary or a reference book, right? And
Mmbuhammimd‘w Whereas now, I feel that
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it! I wouldn't have done that before. But having said that, | mean we've
got to do alphabetical order and the use of the dictionary. I've got 28
children and I've got 6 dictionaries. Rigit? The teacher next door’s got 6,
right? So I borrow her six. But they can't share because they're not always
on the same page. So I have to root around, look for dictionaries and go
down to the library and borrow a few.

What were Susan's chances of getting 28 dictionaries by next year?

Well, we got 6 last year and we have been promised some more after
Easter. But after Easter we're starting our testing.

Was Susan facing any other problems with regard to lack of equipment?

Well, yes! I mean you take the example 1 gave you earlier of creating
electric circuits. With the class last year | had batteries and bulbs. | had an
bulbs. Although the children have done it this time, they haven't done it for
about a month because we've got no batteries and bulbs, 30 theyll have
forgotten how to do it. You know, with infants you have to have these
things available and let them build on it all the time and become familiar
with it because you can do something with them say, this week, and in a
month's time they've forgotten what it is. Theyll think they probebly did it
last year. You know, a month's a very long time for an infant isn't it!

What did Susan feel could be done about that?

Well, I think we need more money. More resources. Of course, the
unfortunate thing about the National Curriculum is that it is coming in at
the same time as LMS (Local Management of Schools).

How had LMS affected Susan's school?

Well, our school is small 50, although the Head is sort of managing the
budget, she hasn't got complste control over it as yet. But she will next
yoar. What I'm finding is, money is obviously tight. We've got cheap
pencils, cheap writing books, warped rulers, grotty crayoms, coloured
pencils thet snap whea you sharpen them. We've got all this cheap rubbish
in the room. Whereas, if I went back ten years ago, you know they used to
order from thess firms which dealt specifically with schools. I mean all the
children had a good quality peacil, good writing book, good crayoms, you
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kmw colounngpatal:.pndaqmpim Now you've got a load of

Yﬂ,ldo! Wmmmmwmmm Ll:tyﬂrl

nmykug: Andmyurwebﬂﬂmelwﬁnlhhepmhmdﬂglud
The Head!

How did Susan feel LMS would affect her job?
Well, the way it affects me, because I'm now 52, I feel that older people
m&ﬁmﬂhmmdﬁmﬂmbmmnthmpafm
salary. Siiscnls are looking for youngsters they can manipul
abwmd!piymlsimy Ymﬁtmwmﬂtymﬂg

been given a bonus. Her school was in a poor area and the parents could not contribute in
the same way as children in the richer arcas in the South East.

1 was reading one of the Sunday papers a few months ago . . . . Down in
hSﬂhEﬁﬂnmhﬂrﬂdunﬂmntﬁm
allowance for schools. They matched it! So they were able to buy
computers, pay for trips, good books for the library, right? Wheress, in a
place like hours you're lucky if you raise a couple of hundred a year. So it's
ﬂnmmm@“mn‘?
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Well, I am absolutely fed up with it. Most people of my age just feel they
want to get out of teaching. This isn't the job we came into. This isn't the
job we have always done. We've got the National curriculum to cope with.
It takes hours and hours of filling in forms. It's very time consuming.
Although you've got to spend all that amount of time in your preparation,
having to do the National Curriculum has cut down the time you have to
spend on preparation. You just haven't got the same amount of time to get
unotown,togﬁtounlhirymgnmﬂgmmlmrﬂmm
to go to the EDC, the Educational Development Centre and go to libraries.
You just haven't got much time at all. Mnthea'dnftlgdiy you're
very tired.

I asked Susan if she had thought about how much time she was spending outside of her
actual teaching time. She told me that she hadn't added it up but that it was "colossal”.

1 know last year, although the National Curriculum started with Year 1 last
year, I was in Year two and we did it as well as a pre-run for this year.
And all I do know is that in the Easter holidays I spent three days in this
room doing records from eight o'clock in the moming until 8 o'clock at
and an hour there. You know, I need a good clear run.

had to teach 28 children which made her job much more difficult than it was 10 years ago.

You've got a lot of people handing you bits of paper, drawing your
consuming.
pay one of the administrators could be better spent hiring a couple of teacher aides. She
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and coming up with ideas, that sort of thing. At the end of the day, I'm the
know who it was that came and told her what to do.

Well, your Deputy and your Head. Drawing your attention to these books,
these schemes, all the latest materials.

with six classrooms. "It's a farce, isn't it," she replied. And, after laughing, she went on to
ing help. She wanted someone who would come in and “take away

jobs I do like mixing up peint, or putting out scissors or cutting up card. This sort of

Mummnhpm“ﬁvﬂme

occasionally and sees the Head and has a cup of coffee. Qﬂephﬂ,hﬂi‘iﬁsn-
He soems quite pleasant, as | said, but he hasa't got a clue, has he? . . . I
wish to goodness they (the advisors) would clear off! I—.l‘uhﬁl
teaching a long time. 1 mean, all I want 0 do is teach the children to read

and write and do their sumber work and do some nice art work and geweral



Up until this last year or two on the Friday lunch time - (Iknuwﬂuu
mﬂevﬂ)hﬂldmw:kddammﬁ:ﬁnar,, ASIONS

might go up to the market for something. 1 haven't been out at hunch
time for the last year. l‘mhvngnmufreﬂu:mbmnﬂhvm‘l
had time to, you know, do any reading in the morning because of the
typeafmkweﬂmdmg

to nine. mmmmmm“wmhnwmm
mh;ht‘ﬂmpnﬂbd‘wethqmm They come in dribs and drabs. |
mesn. You know. . . . The children finish at three fifteen. We finish at

posed by the government. Teachers were expected to work 1250 hours a
year, although in England and Wales there was a stipulation that the Head teacher could
also ask teachers to work beyond those hours if it was reasonable. Susan replied that the
in her school were ever doing those hours and she said "No, they are all doing a lot more!
rights - hnhmmﬂpdﬂﬂnmﬂ-y‘mm:nh!‘ I asked Susan if

s Well, 1 am! But | am fighting it, actually! But [ kmow I've got to
fill in thess things. But I just think, look, with a bit of luck [ can
retire - mw
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National Curriculum.
was surprised that this teacher found the time. Susan had spent a great deal of time the
previous year filling in these charts. | asked Susan if anyone in the school was
complaining about the amount of time it was taking and she said she thought it would be
mainly the Year Two teachers. She believed that they would be picking up the majority of

mn lﬂdon‘tgnmhﬁeﬂgmylmmmﬂm
ofit. “ﬂ:ydnﬂdldo:ﬂth:mk’?

I think they are doing their share of the work. But they haven't got all this
pressure. They haven't got all the form filling and all the testing. It would
hemﬂn:fymplnhnmufwﬁqi!‘

ing in schools in "middie class” areas would be feeling it more because of parental
ectations being higher. Susan had explained how many of the children's parents could
mﬂwﬁmmmmtﬂmmm Expectstions

I think that in the middie class areas it would probably be very important
ﬁhﬂhmhﬂ“wﬁhmdpm&n
National n with them and explain it to them. I know of a parent
“b“ﬂd“ﬂhh“ﬁbﬂ

down in the South East . . . she thinks they're a marvelous idea. ﬁui
secondary teacher. l-_ymﬁpﬁiw,—indi.-ih—huﬂ
But you come to do the same thing here, and it's very different.
Particularly in an area like ours. [ think it may be less difficult in some
wh-nﬂhm Th“mwﬂpﬂyhﬁmpt
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Susan continued on the theme of disparity between regions. She felt that parents
in more affluent areas would go to great lengths to try to ensure their children would do
well in the tests.

They (SEAC) brought out a list of reading books which you have to use
for the level 1,2, 3 testing. Well, certain book shops in the South East are
sold out! Parents have bought the books, rigit?

I wanted Susan to tell me about how she felt about the National Curriculum,
because she had mentioned to me a number of times that she thought it was a good idea. 1
asked her how she thought it would affect teaching generally and speculate about how
schools would be changed by this new policy.
I think it will depend on how it's implemented. Say, with the science.
They're not going to test all the targets. Theyll probably just test two or
three. Well, if we knew they were just testing two or three, that would
relieve an awful lot of pressure.
I asked Susan whether, if only some of the curriculum was being tested, she would bother
teaching all of it.

1 would, but I would be more relaxed about it. [ wouldn't be thinking of it
in the back of my mind. Really, | must go over this again and make sure
that they know it, you know. 1 wouldn't feel under 30 much pressure.

I was interested in knowing whether, once the testing and National Curriculum
were familiar festures of the classroom, teachers would not feel s0 intimidated by the
demands made on them.

I think, in five years time, you would be more familiar with it. Also, by that
time, [ think a lot of publishing companies will have brought out materials
for the teachers to use. At the moment, sy in science, we're buying books
here there and everywhere to cover different topics. In five years time |
should think theyll be good science schemes tied in with the National
Curriculum which you would just use and work through. A lot of the
pressure would have gone.
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Yes, if they were in the school! At the moment
science teaching were revealing.

Mnmmmmmm vaym‘vepttn

put a lot more into it. You haven't got time for those sorts of things.

Oh, | think 30, yes. I think a lot of this stuff, they will have to revise it. A

hﬂlnmm hnmﬁm It's outside of their

'I'!lsyl-vuaq&whnﬂlm Know that the day length
changes t} ut the year. Know that we live on a large spherical self-
mg—z&mmumm&mhnﬁ
sky changes during the yoar. Be able to measure time with a sundial.
Now, most of them can't tell the time! We do our clock at haif past and
learn to coumt in fives going round. Now - whoever thought of thet? The
child has t0 know that the earth spins around, know the orbit of the earth
to think of at the same time.

We talked about the fact that the most difficult of these concepts was ia fict at
Level 3 and thet there was quite a jump between Level 2 and Level 3. Even 50, Susan was
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I mean if you asked most adults to explain these things, I mean, would they
be able to explain it?

curriculum she had difficulty with, in terms of teaching her children. She had spoken to
to her class and she said, "Oh, I'll just forget about it!" So I asked Susan how she would
deal with this if one of the compulsory SATs turned out to be on this part of the
for an infant!”
Although Susan had already decided that she couldn't expect her children to do
this work because she believed it would be a waste of time trying to teach it, she said she
We moved on then to talk sbout how the children were going to be assessed in the
next few weeks. Susan spoke in a conspiratorial fashion about rumours she had heard.
this is going to take. 1 mean, it has been suggested that we won't test on all
grading made by herself and another determined by the results of the SATs. As far as she
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was concerned, it would be the SATs ones that would count if there was a difference
between the two.

If you want yours to count - they've done poorly on the SAT, then you
havetoapprocchtheunhonty There's going to be a special procedure for
. . Someone has to come down and make a judgement! I can't sce
I was curious to know how Susan saw the tests being used in her school after the SAT
results came out.

We don't know. We don't know. Nobody knows. This is the worst thing
about the National Curriculum. We don't know what's going to happen.
Look, if we had the whole goddam thing in front of us. If we knew what
was happening, at least we'd know what to expect. We don't know what
form the tests are going to take. We don't know how they're going to be
implemented. How they're going to be marked. If they're going to be
tested on every target. How many SATs they're going to be. We just don't
know.

We confirmed the date of our conversation. We were talking on January 29th.
The SATs were to be administered when schools returned after the Easter break. Susan's
school had already decided that they would try and do all the tests in the first three weeks
made by the Education Authority because, as she said, “the Head goes to all those
term (just before Easter). The plan, it scemed, was to give teachers the chance te apend

exhausted. [ think it's very unfair.

Susan was hoping that as soon as she got the tests there would be a meeting and




124
she had to test, but didn't know what the tests would look like, or what targets would be
tested. She did believe, however, that in English, all the targets would be tested because

Testing reading, however, was another issue. Children had to read a 100 word
passage and this test would take place outside the time allocation for the other SATs.
were going to be quite straight forward. The maths was more prc ti
heard about a film someone had seen demonstrating the addition test and it appeared to be
someone throwing a dice and adding up the numbers on three different dice and making

I mean, they can add three figures, a lot of them, you know, 2, 6, 4, but to

do it!

Was Susan training her children to pass the tests? 1 asked her about this.

Well, 1 can't just go in with Asian children and play that game because they
got to do?" "Have we got to write it here?” You know what | mean.
They'd be saying . . . I'd have to explain - you have to add up how much it
18,

a year or two on, becau. they would know what to expect. Susan agreed. 1 asked her if

with the tests and the kinds of activities children might have to engage in.



rise? Or would it be just the ability to do tests that would improve?
in the back of their minds all the time. That will be a shadow hanging over
them. ldnnlhmwﬂmthsemﬂhmnﬂmmﬂmmm
children's ¢ ion. I think they will probebly know more scientific facts.
anthamdal‘thedny Iﬂﬂﬁynﬁlhnuﬂmmmmm
crestive writing and litorature and other things, you know, which you have
hdmﬁr:hltmmm 1 think a lot of that will go.

Ithnkﬂmﬁﬁwmmlhlﬂhnﬂmﬁrm At the
moment, trying to teach some of the maths and some of the science,

mmmmpmmmmhmm You

know, to cover the things I'm not covering at the moment. As I said, ina

few years time there will be schemes we can work through and the job will
be much easier. mmﬂhm“ﬂ!MMWﬂh

mmnﬂnw
as the worst part of this policy impl tation, what did she believe teaching would be
The job might seem to be easier, but was it what Susan believed education should be?
I think that in about 10 years time people will be writing books about what
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children are missing out on and what children can't do is this, that or the
other. And where our Nrtional Curriculum falls down. 1 mean, there will
be changes, won't there? I think the content will change. A lot of the
difficulties will be . . .
I feit, from this conversation, that Susan was a supporter of the National
Curriculum, despite her reservations about the effect it appeared to be having, at the

moment anyway, on the children she taught.

No, well, I do think we should have some sort of common framework,
some sort of standardization. And, perents, should reaily know how
their children are, if they're roughly up to where they should be with
their reading. I mean, you do get schools, particularly in poor areas
where, let's face it, children can hardly read and the parent goes up to
teacher and she says, "Well she's really working hard, what a lovely
child, making great progress.” And then, when the child leaves
secondary school without any GCSE's or whatever they call them now,
they realise, you know, it wasn't what they thought.

I wanted to know why Susan thougit teachers would do this.

1 think, particularly in poorer schools, teachers do, because, | mean, you
get children, say, these children come into school with 0 little really,
don't they? And they have made a lot of progress, compared with, if
you bear in mind their starting point. They have made a lot of progress.
But they are trying, but they haven't the same progress as say, children
1 asked Susan why children in poorer schools wouldn't make the same progress?

1 suppose, if you put poor children all in together, you really haven't got
enough people to set the standard, have you? . . . Children can only judge
their performance by looking at the other children around them - the class,

can't they? How well they're doing!

It seemed that for Susan, peer expectation was an important part of educational
progress.

Oh, yes. The standerd in ssy a school in a poor area compared with the

standard in a school in a white middie class area, there would be quite a

difference between the two.



We talked about the influence of the home on performance in school.

If parents are educated themselves, it helps, doesn't it? If they are
literate and read books and take an interest in the child and have an idea.
I mean, I would know how well my child was doing at school. Yow
would know, wouldn't you, if you had a child. Even if you weren't a
teacher you would know, really, how well they were progressing.
Whereas, a lot of parents don't. They rely a lot on the teacher. In
poorer areas, the parents rely more on the teacher. I mesn, middie class

parents can be quite critical, can't they?
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Susan had been in her school for some time, and she acknowledged thet it was not an easy

place to work in 0 I asked her why she stayed. With an audible sigh she replied:

Well, it's 3 job. That's why I'm there. It's a job. I'm not going any
further in teaching. I just want to get out! I quite enjoy teaching, I
quite enjoy working with young children. I quite like working in the
area I'm working in. You know, the children are lovely. Got a lot of
problems and nevertheless, I don't mind that! But I think this is an extra
pressure, having to assess them, you know, in these three core subjects.
1 don't think it's very fhir to them. They haven't had the same chance as
children in white areas, have they?

But Susan had mentioned to me earlier on, when she was talking sbout reading, that the

Yes, Rita, but you have problems you see. I've got two children in my
class, now. They went to Bangladesh last October! Now the little girl,
her English, she's quite a bright little thing. She'll come back any day
now. And her English will be . . . well, we'll be back to square one,
almost. Now, I don't think it would be fhir to assess her. If she had
been in school all the time since October, she struck me as being quite &
capable little thing, you know, really quits good, and I think she would
be doing really quite well. But she'll coms back. And she'll have to0 he
assessed. It's not fhir is it?

1 asked Susan how, in the context of the school she was working in, shs felt about

herself as a teacher.
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Wdl,upmlthstﬂCmmﬁmmmymﬁnymmm

a good job. Ajobﬂiltnﬂﬂmhednﬂe A very demanding job.
There'ulmof;;, ion in it. Whﬁn;m ynujuﬁfaﬂlhse'lm

gotwtoflt,wall mﬁmmmmmmp&uﬂ
that's difficult enough, you know. You see, progress for these children -
well, it depends how you measure progress. If you take these two
children who will come back from Bangladesh. 1 mean, how are you
going to measure their progress really, when they won't have been to

Well, 1 wouldn't have. You would have just dealt with the child. You'd
mwﬂﬂm:hﬂmﬁpmmwmmm and
thinking, great!
Would Susan Aave to do this?

Yes! Yes!

Yes! Itm‘téﬁr mmmﬂgm lthmkﬂnreu-x
mm

thought it was coming from? Was she cresting it herself? Where was it coming from?
Mﬂf:hﬂﬁmmmmbwuvdln:n
reflection on me? You know?
R Even after 17 years of teaching?

S Even after 17 years of teaching! 1 mean, | wonder how many
teachers are going to cook the books! It's been said to me by
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people in higher up positions, “Who's going to check what you
fill in?* You know, hint, hint! It's a bit much isn't it! That's why

1 say, at the end of the day the paper and pencil test is the only
fuir test! Isn't it? It's like these blessed GCSE's.

concerned. What kinds of pressures did Susan feel she was under to do this herwslf?
ind rs had made these comments to her, 50 perhaps they also felt under some

1 suppose the Director of Education - that lot up in the Education Office -1
mndnarﬂaumﬂmmmmfsmm;hm

Wd.yﬂ. Bpubﬂydmrdﬁmmm Mhuﬂaﬂhchﬂeﬂuﬁ
wryhﬁ Fnﬁ;ﬁm Poor bacl nds m::ﬁlymlmﬁam
hﬁhimhﬁnm 1 can make a lot of excuses. I don't
know what excuses they can make!

nlly liiﬂnwhnhf istionship has changed, hasn't it. At one time you
were all in the same boat, weren't you. Now you feel you've got the Heed
up there who's watching you becsuse she's the hirer and you're the
labourer, aren't you. Rigit? So the role has changed.

It scomed that Susen had experienced a dramatic change in the way she saw her
Curriculum, isn't it? Children are
“mh;;, d Tﬁﬁinﬁhmhm And results of
mgﬁn hpﬂﬂnﬁnﬁnpﬁnh_ﬂ. And

well look - mm-m:mm
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I suppose the next one up, the advisor and then the people in authority.
Thsnuaqunmn
National Curriculum because they would have some very good children in their schools.
But at the same time, she felt they migit be under more pressure from parents.
Susan was a parent herself. Her three children were no longer in school, but | was

Well, all my children were very different. My first one was always well ahead
of everything. Ewﬂm:ﬁm:ﬁdlm&m;mna
second thought. The second one, 1 would not have wanted him at that age

uader any pressure. Actually, I would have perhape kept him at home when the
exams were on. When the asscsements were on. [ just wouldn't have wanted

him under pressure. Of course, it would depend on how I thought he would fare
in the assessment, wouldn't it. You don't know.

This raised the issue of how parents were reacting to the testing of their children in Susan's

Well, I suppose it depends on what parents think . . . if the parents think
hhﬂﬂdnmmhﬁk




Ldsﬁee&fyoum;ﬂudmahm&y%mﬂywhﬂ: o

youtdlﬂtepaﬂ:."ﬁll.ymmﬂmmdihgmmmr
But Susan was not in that situation.

Imagine. 1 have a few children in at dinner time. Looking at some of these

1 mentioned that in the authority I had most recently worked in there was a
home/school reading program. Books went home with children and someone in the family
whispered,

Perhaps 1 shouldn't say this, because we are supposed to approach children

lotakeboohhnma lmtﬁmmﬁm MMMME

Wwdwﬁnlmhcﬂdnﬁhﬁlwﬁh'ﬁa
were 30 fir bohind in their maths work they could take their maths books home. This was
actively discouraged in vy school and I had run into some grief over this myself. The
them again.

Well, that's another thing. I had one child. Last week, I had the mother in.

She didn't spesk English. 1 had the futher in. Typical Bengali fither.

Spoke beautiful English. The child coulda't spesk a word!

Well, he was typical. Brought the first wife over from Banglade

children are brought up by the mother at home. }hﬂlqﬁgm
child. Aayway, | explained to him that | was going 90 give him something
to do st home. 1 wanted 0 discuss it with him and get him to do it.
Anyway, the father comes in the next day wanting 0 know what | was




trying to tell his wife. Obviously, the wife didn't understand. So |
explained to him. He spoke beautiful English. I said, “Look, this child
doesn't know his numbers.” [ mean, he would count to ten, but if you say,
"How many here?” - he would say, "One, two, nine, three. five!” You
know what I mean - no number concept. Sohenldhswmlddoths So
1 spent a whole dinner time setting up all this work. Parcelling up work
sheets and books and sent them out. 1 haven't seen them since! . . . . There
ma&wdﬁl&mnﬁedmﬂwwmﬂdukehuhhmumdmm
back. And they will take it in a bag. I insist they put it in a bag, instead of
kicking it across the playground. And bring it back. And that's fine. What
we do have, we do have a few story books. They can take them home.

Susan had more stories.

There was another Bengali lad. Pretty hopeless too. His Mum came in.
She would pinch me, you know. "Teacher, you give him work to do at
hou!' Andallthl.ymh]mr? Sa!pwhnﬁwﬁkﬂnmbgk

yourself!* Mﬁmnﬁam ‘Hednumwwk,myml'
This is the area. This is what you're up against! And I've given him more
Mnow.hnllﬁmihinh:kyn It looks a bit lost.

great failure, reaily, hasn't it?

quorum. You've got to get 25% isn't t? To attend, before you can pass a

Was this just in Susen's school?
Evea in good areas. Even in places like Sutton Coldfield, Solihull. Very
difficult.

Well, 1 know a friend of Jim's (her husband). He was a governor on one of

132
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these schools. He was amazed. But when you think that all the governors
are issued with copies of each National Curriculum guide. They've got to
read through this. They've got to read through all the SEAC stuff. All the
about the running of the school and all of this. And that's going to take a
lot of time and governors aren't going to do that. Would you do that for
nothing?

I replied that I didn't know. But Susan was adamant that she wouldn't.

I think ours just go in. Sit there with the Head and just support the
Head and they haven't got an idea of what's going on in the school and 1
don't think they have any influence.

Did Susan think that in, say, Solihull, things would be different because this was a better

area?

Yes, I think, obviously in good schools you would have parents who would
have some ides of running the school and educational standards and all this
sort of thing. But at the same time I don't think they will have any influence
on what goes on in the school. The oaly thing I suppose you have got. If
the parents want to complain about the school and make a complaint to the
governors then I suppose that could be brought up at s meeting. So I
suppose the parents have got a channel 10 complain sbout the Head or the
teacher. But apart from thet, I don't think they will have an influence on
the standard of education in the school or what is taught in the school.

Even in a very good school?

Yes. Say, you take sex education in the primary school. That's got to be
approved by the governors. All heads say is, “We answer children's
questions as they arise in this manner and support the idea of the family
unit and we answer the questions that are asked.” Perhaps in the general
course of science in the top clasees the reproductive tract will probably be
mentioned in the course of thet. But that's it. Aad it's left to the school.

1 was interested to know about the governors in Susen's school. Was there an attempt to
attract representatives from the different groups in the community?

Well, it's been very hard to get one of each. You have to search around to
pot one of each . . . We have one Bengali, one Sikh, and we had to search,
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This surprised me. Susan's school was in a ps
Well, it's very difficult to get anybody. There's one bloke everyone's trying

to avoid. He's got himself - well, he . . . hnd a child in the Nursery, a child
mmndmﬂmﬂlﬂi‘dith:lm Hawuvaykmmhmmn

ummmmmmummmmwney
mﬂafﬂﬂmadmmﬂhe’:hmm He's even had a card printed

- Governor of. . . . He had a special card printed to say he was Governor of
our school.

Well, 1 suppose he's putting himself forward. I can't see any harm in him
It seemed to me that he was doing what the government had asked him to do. He wxs an

I'know. That's right. But that's a bit out of place, 1 suppose in schools like
ours. lmlmﬁmm-ﬂ.hﬂlkﬂwmhm-ym
they were voting in a new Chairman and he proposed himself and nobody
would second it. Cﬁmﬂyﬁqwﬂdm&n It was a bit
mean.

I was curious to know what his children were like in school. Susan said they were very
N" £

Very good. Very keen. From what I can gather they all do an hours work
before they come to school. Their writing, their number work. Their
English is good. Now they went off to Bangladesh for about 6 months a
couple of years ago and they came back. But be took work with him and
_ﬁiﬁﬂ-yid:

We moved on then to discuss the differences amongst children from the Asian community.
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Some years ago we had quite a few Sikh children in our school. Now they
have moved out of the area. We still have just a few Sikh children.
Pakistani children. A lot of the Pakistani families, actually, have moved out
and the Bengali families are moving in. The Sikh children, yes, they were
quite good. They were better than the Bengalis. Obviously, I think the
children we had, their parents were literate and the mothers particularly. 1
m:hihﬂaﬂmﬁ:pﬂy“‘tmmﬂnﬂ ldnn‘t
know, I've no infi tion
ﬂqmmmmhkiaﬂlhﬁﬂmmgnm&
down. You see. You know. This sort of thing.

Susan had not mentioned gender difference. As she had identified a fairly high
illiteracy rate amongst the Bengali mothers she came in contact with, I asked whether
there was any difference in the performance between the boys and girls in her classes.

You see, what you have - you have your parent governors, your few co-
opted governors that the Head can coopt on. A few of those who have
been coopted 1 don't think have ever shown up . . . I've never been to one

of these. lhﬁhﬂﬁﬁhﬁ]ﬂih&ﬁwm-:
them. The whole thing is irrelevant as far as we are concerned. We just

have to go through the hoope, right? Nothing is decided. 1 think at the last
meeting there were five people there.

We talked about the fact that Local Management of Schools had been introduced
in Susan's ares. This meant that governors had considerable powers in determining how
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Susan had been handed a number of assessment sheets in the first term of the
school year which she had been asked to compiete. In fact, she didn't look at any of them.

I really should say, yes! But I didn't have time! 1 was 30 busy, I didn't

have time. . lmdotlutmqmeklybytmﬂgehliﬁﬁnfew

daystlmlmloohlgudmem That doesn't give me informatior

about the child at all, or their behaviour, or what they can do, if they're

settling doing their grammar. It just telis me what's been ticked off on

there. Very littie has been ticked off!

Susan admitted that she had ignored the assessment sheets. It was decided in her
school, however, that at the end of the Christmas term the teachers would fill in the
not done until the end of each term anyway.

We do the National Cusriculum record sheets. To date I've done the

English and the maths. [ have to start the science. I just haven't had the

time. They have taken hours.

just taking hours filling them out.

I have to look it up. Thers are so many. Look at the work they've
work was done. If they were present they get a dot . . .

targets or not. She was also supposed to retain evidence of children’s work.
hvmm lm&cmmmmdﬂﬂlwl

wassit a8 good as they do most of the time 50 1 . . . moet of them - 1_1
prepared t0 put it in. lwm&qhﬂdﬁihﬁhﬁ
& wesk or two ago. You know, an sverags piece of work. Becauss one or
two of them had really messed it up and I thought, “Well, I'm not putting
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that in!"

Oh no! I just told them to do it on paper because the Head wanted to see
nice work. You know, I put it like that. But I don't know. One or two
boys were playing up. One boy, he was just beginning to write and he said,
*Oh, mine's crap!® He scribbled on his paper. And I thought, "Oh, my
goodness!” And he has been doing such nice work in the last few weeks.
And he can write. I'm not prepared to put that bit of scribble in because
that really doesn't reflect his work. So I photocopied something he had
done the week before hand.

I don't know. Because with infants I'l tell you this. If you get . . . if the
weather is bad and they don't go out to play for a couple of days. Say it's
raining heavily. They become very restiess. I'm not prepared to test them
on a day like that! Or if it's very windy I'm not going to test them on a day
like that! I've got to have a day when they're really what I call their normal
selves, if you can say such a thing. You know their usual selves. Because
M’;mlﬂeﬂlw&ﬁyhmﬁhm

wliiumun lnﬁdﬂﬁlﬂwmmﬂm ltlmknﬁwmy
know. A lot of them won't know.

Mhmahﬂﬂmthﬁﬁimnﬂgmﬁdmwmmm

What I shall be doing with mine is telling them we are going to be doing
wwklﬂyﬂm&ihm“n“hhqmm

bﬂmkﬂ‘ymptnhdcly-iﬁaﬁduh‘lﬁﬂm
hﬁﬂﬂﬂd. BﬁElﬁhﬁﬂﬁm*ﬁwilﬂh|
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other hand, occasionally children do respond.

Susan didn't feel that her children would be put under much pressure. She
showed me the sheets she was going to fill in at the end of the term on her teacher
assessment. | asied her how similar this work was to the work being tested by the SATs.
"I hope it's going to be fairly similar. As close as I can get it!"

1 suggested that part of Susan's strategy was to normalise the SAT work and include
it as part of her daily routine. In this way by the time they came to do the tests her
children would not find them anything out of the ordinary. It was part of the government's
plan, wasn't it, that the SATs should become part of the normal working day? Susan
agreed. I said that it would be interesting to see when I visited Susan again in June
whether this, in fact, happened.

Yes! One thing I am a bit worried about is the National Curriculum.

They talk about children working in groups. I do think it's wrong to

judge a child in a group situstion. I really do. Because you get one or

two children who lead the group and the rest do follow. And the one or

two who are leading it may understand and know what's going on and

I'm not sure that the others aren't just copying. So I really do not want
to assess group work.

I asked Susan if she had figured out yet how she was going to organise the testing.

I've no idea. I haven't thought about because I've got 30 much to think
sbout. I'm just putting it out of my mind . . . We'll just wait and see
what comes! I really don't want to take the children and test them in
groups in another room. I'd rather they worked in the classroom like
they do normally . . . If 1 have to test in groups, I can't test a group
within the classroom, with the rest of the children making a noise.
Infants can be very noisy. So all you can do is take them into another
room. Then, are they going to concentrate? Their eyes are going to be
on other things in the room. They're going to be distracted, aren't they?

problems?
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Well, I think they gave it very little thought . . . I mean, if you look at some
ﬂhwtm“mmmmmmm-ﬂgaf

forms she had to fill out. She talked for more than an hour after I turned the tape off.

humour hid a deep despair of life in the classroom. Her enjoyment of teaching had been
marred by the external world which, like an army in sight of victory, subjugated
relentiessly whatever was left of her teaching territory. She found herself, helpless before
the tide of change. Even her discovery thet the pencils, purchased in a new enviroament
of economic stringency, were t00 fesble to survive the ravages of a sharpening machine
was a poignant message. Circuit boards that a year before provided stimulating scientific
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children's report cards upside down because they didn't recognize English words. Yet
despite these obstacles, Susan taugit to the very best of her ability.
working life was made more complicated partly by the environment in which she worked.
1991 functioned as a teacher, an employee, a parent, & wvoman, a voter, a wife.
Professional lives often affected personal lives and personal lives intruded \nto professia
teachers considered to be personal time, that is evenings and weekends. Many of the
Within these multiple contexts, therefore, it is possible to determi

least a duality of parallel lives; the public, working life in the school and community,
the private, personal life st home and in the community. Where conflicts an

metimes two entirely separate life views. In mediating
imperatives operated in determining what actions should take place. Susan, for example,

conflict between what she personally believed in and what she was obliged to do.
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There seemed to be no relief from the day to day decision making process. Susan's
working world was always in a state of flux. Even the children she taught were not
operation of parents varied from day to day and was unpredictable. It was so
unpredictable that she often had to change the way she taught. Keeping books in the
classroom was a good example. By any stretch of the imagination, Susan's working life

In summary, we can characterize Susan's working world as one in which she tried
to balance the demands of her personal, private world and the demands made by the
environment and the state system in which she operated.

and then assess the attainment targets related to these for Level 2 by March 31st of the
Actually, March 315t was Easter Sunday that year, 50 it was a meaningless sort of date.
Nevertheless, it loomed lilk a threatening cloud on the horizon for the teachers with whom
administered in the Summer Term.




142
Susan's provided a useful backdrop to my subsequent visit in June and July.

Doreen

Doreen was teaching in North Wales in what she described as a middle class
school. Unlike Susan, she had at least one exceptional child who was expected to achieve
Level 3. In many ways, Doreen's working life paralieled Susan's. However, she was
younger and her own children were still at home. She was also married to a teacher
although unlike Susan's husband who had retired, Doreen's was still teaching in a primary
properly otherwise. However, this was Doreen's second bite at the testing apple because
she had been peart of the pilot project the year before. Nevertheless, a better grasp of
everything did little to reduce her workioad. Even though Doreen was meticulous in the

Patricia
the:' were friends and because our mesting had been arranged with Patricia through a
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genuinely appeared to enjoy the challenge of explaining the process to teachers, even
when she was critical of the way it was being put into place. Her own child was also being
tested 30 she had a vested interest in knowing what was going on. Patricia spent a great
g how the testing was going to work, and casting aside many of
on her personal life except to say that you always took teaching home with you. "You
even sat in church thinking about it!" Patricia, therefore, was an enthusiastic supporter of

assessment done by March 31st even though she understood that the problems were noi of
her own making. She was concerned that her students would do badly on the tests and it
just ticking. This was reminiscent of a comment Doreen had made to me. She actually
propared herself 0, as she said, she would “get into the habit of it!" Although Jane didn't
mentioned thet in her anxiety to get through the attainment targets she also found herself
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I visited Mary in February, but was unable tape our ¢ tion because my car
had broken down that morning and 1 had arrived at the school too late to have some
private time with her. However, I spent about a half an hour in her classroom chatting and
watching her teach and took notes afterwards. 1 was also able to visit the area in which
Mary's school was situated. It was in the centre of a bleak housing estate in what was
clearly a very poor part of the city. Mary did not seem in the least bit bothered by the

the National Curriculum as best she could, but it was clear that she had no great
expectations for her students, and was not concerned at how the assessment results might

Mary was planning an Easter vacation when all the other teachers 1 spoke to were

other teachers in January and February of 1991. Using Susan's conversations as a
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The teachers who were assessing in January found themselves tomn between their
own vision of teaching, and that of a distant buresucracy. What they seemed to be
experiencing was a pedagogical schiza sa. Teachers wanted to teach, but the
results as you go along! Did the government have any idea what it was asking?

Doreen

Of the teachers I spoke to in January, Doreen was the most insistent that
assessment and testing were a waste of time. However, Doreen had the benefit of
hindsigit. She had taken part in the pilots the previous year. When I asked her about how

t0 get on with it. 1 didn't mind thet much, it was a change.
the testing took place as planned, even when it became clear to her that is was
sogment for every child, 50 at the end of every day, just before this started
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what the others would be doing, how 1 was going to fit in the listening an
MMIwmwﬂmmm“dhnwlwmm

manage to get everybody settled and not wanting me all at the same time.
So that took planning, you had to do that to the minutest details.

I would stay at school and do the photocopying because 1 couldn't do
without. 1 used to go in at the weekend when it was quiet and photocopy
all this work and then you had to set out all these sheets for every child.

They were everywhere.

to do the tests. Yet, when I asked her whether she thought it was worth it she replied:

I still think it is a waste of time. 23 of those attainment targets are going to
be based on teacher assessment. In the end, we've done all this work,
mmmammummmm

ing!

t of the children's

Nobody gave me any idea at all of what I was supposed to do. So |

thought this up and I'm going to find something where | can prepare myself

beforehand. Somebody in school gave me one of these and said, "This

mﬂdhmﬂﬂ' Snﬂnuwhlﬂﬁr“yhdy This took me from
o Christmas to work out 30 I could get into the habit. It'sa

mwddﬁ@m:hﬂlmm: I went through
every one.

Doreen was describing a recording system for her teacher assessmen
seemed to consist mostly of marking of boxes in acco uﬁlhpmid

.- lriil
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results the following year.

Doreen had not suffered in silence the previous year. She believed that the
complaints the teachers had made in 1990 had brought about a streamlining of the testing
procedures in 1991.

At the end . . . | had forms to fill in on how much time I had spent testing. 1 mean,

these were really complicated. "How much time did you spend planning on it?" |

mean there were hours and hours and hours. It was sectioned off you see. It was,

"how much time did you spend in planning the day ahead?” "How much time did

you spend photocopying?”

But even though Doreen's memory of the pilots was an unhappy one, she

I'm glad I had the experience, even though I complained last year. 1

understand, now, what has to be done.

Jane and Patricia

Jane, however, did not. Our conversation in her Patricia's kitchen one February
night in 1991 often developed into an adhoc inservice session with Patricia explsining to
both of us how the process was to work. Jane was convinced things would go wrong.

This year's a try out so cbviously we're going to get things wrong and
we're not going to get things right. We are going to see if things work and
if they don't we'll ro-arrange things.

Patrici tained
Some of the Key Stage |1 teachers have not had irmning courses yet s0
hev’ acki
Jane's reaction to being left in ignorance was t0 read again and again the

Evenings are spent reading through this. You know, this is bedtime
reading. You can't read it in school. You haven't got the time. You have
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to read it at home. There just isn't time in the day. Especially with infants.

You don't get any free periods.
dinner money and balancing registers! She didn't feel, as a professional that she should
spend her free time counting up ticks.

I told them the last time. I'm not doing it again. It's ridiculous. From now

to hand it in!

I did not draw Jane's attention to the irony of refusing to count ticks in a register
on the nature of recording shortly afterwards.

Well, I feit 1 must record. 1 mean, we've always recorded children's work.
Not to the level that we have to do it now. It was always recorded. It was
under a general report, really. We didn't have 50 many tick sheets to tick
off. You know, it was why a child wamn't working or why a child wasn't
reaching a certain standard. Mlyhnhdpabhsnmﬂ!bﬂhﬂ
a speech problem . . . which you're really not supposed to mentic
Nohomeb.ckmmdorm;mhhmnmhem Ynuhive
to be ever 50 careful what you say.

SEAC were reasonable for 7 year olds.

organised. They're used to coming in and having a half an hour of time

with the teacher whether it be your things, or what you're going to do

today or a story - whatever. You know, they bring in their birthday

Mtodnowndtlunywlm:nhpyhlhhy’ whatever.
that it was impossible. Jane continued,

Well, if a child comes to you wanting help - you would not say, “Go

swayl” At that age their concentration span is short. Half an hour is a
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long time for them to have to sit and do work entirely on their own.
Usually you have to mingie an awful lot and help children. Even when
someone is over there fighting - which happens! Your hear this almighty
noise and somebody'’s fighting. "He's got my rubber, Miss!® You know?
You can't just say, "Carry on!”

round!”" When I asked her to describe the effect the new policy was having on her
1 came into teaching because | wanted to impart knowledge [ suppose, to

children. | wanted to teach children. I feel at the moment I'm not teaching.

I feel as if I'm assessing constantly. It isn't the job it started out to be. You
know, you don't have to be a teacher to assess all the time. You're not

actually giving out knowledge. You're just trying to get whatever you can
out of the children all of the time without actually teaching them anything.
It's not a teaching situation anymore.

under some considerable stress.
I think the effect on the teacher is mental, I suppose, rather than physical. 1
ml“dﬂymﬁhhehywhﬂwﬁhhﬂﬁ_ﬂy
You just feel you are constantly assessing, although you are listening to the
children, you're listening to what they're saying with respect to the
mmﬂﬁam It's just thet feeling all that time that there
must be an attainment target there. You don't feel 30 relaxed. I mean, it's

really made me tense and this must be realized by the children I would
think. There's a tension there. You talk faster.

I like the way they're organized. It's the pressure thet's spoiling it in a way.
Because | have to do all of this before March.
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do this again next year!" I'll have more knowledge and it will be slightly
better, but I'm still going to be constantly pressured!”

Patricia, however, was enthusiastic about both the National Curriculum and the
assessment procedure.

Well, I think it makes you realise that you're doing the right thing. You can
work through things and you know where you're going. Following
through the core subjects. You're following through the documents that
you've got. You know exactly where you're going. You're marking
against Naticial criteria. You're not missing out great chunks. 1 like to
plan so I've got all my planning - so I tick off - and 1 know what I've
planned through the year. I cover it through the year.

Jane believed that the miscue analysis she was having to do with her readers was
impossible but Patricia disputed this, pointing out that with practice Jane would get used
to it. Jane replied. "I haven't got time to get used to it!"

Jane and Patricia had different objectives. Jane wanted to get on with the job of

teaching, Patricia wanted to act as a facilitator in implementing the government's plans.
She was an enthusiastic collaborator.
Susan

whether she thought standards were going to rise she replied,

I think the ability to do tests will increase. Teachers will be teaching with

tests in the back of their minds all the time. That will be a shadow hanging

over them.

Like Jane and Doreen, Susan had worked at night and at the weekends to ensure
that the asscsements were completed. In response to a question about when she found
commented that the only time she had was at the weekends because in the evening she was



151
too tired. She spent a great deal of time filling in boxes from her classroom records.
Susan believed that it was inappropriate to test such young children and commented on
the fact that their ability to concentrate and perform in the classroom was sometimes
unpredictable. When children had to stay inside because of bad weather, for example, they
tended to get restless and their work sometimes deteriorated.
talk to teachers in June. However, her comment sbout paper and pencil tests was
disturbing. To what extent was Susan subscribing to a mode of testing she herself knew
would show her students up in a poor light. This was Susan's dilemma. On the .ne hand
she wanted to demonstrate student progress, on the other hand she was willing to have her
students experience "failure” in the interests of faimess, expediency and reality. So her
poorly on the tests, Susan was even prepared to train them, something she was not in the
least happy about.

Well, I've got to keep the National Curriculum in mind and I've got to be
mdeanMmmmmmﬁmﬂh
form it's going to take and make sure that | have presented the information
in that form to my children before hand. Like the test about the poster. 1
mean, most of them would fail because they wouldn't know what it meant.
with the language and they will know what is required.

about practicing on dice indicated.

past.

Yes! I am teaching towards those targets.
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Thus, Susan's concern that her children should produce their very best results in
the upcoming tests had also caused her to change the way she taught in the classroom.
Jane and Doreen also felt their teaching day had changed. 1 will return to this topic in the
Most of the teachers | spoke to in the early part of 1991 were deeply concerned
about the way the testing policies were being implemented, but all of them were busy
assessing and planning for the testing in the Summer. They were mostly very busy, very
tired and very worried about what was going to happen. Their teaching had also changed.

Finding the Tim

I was talking with Jane in Patricia’s kitchen. Jane was half way through her teacher
assessment and she was feeling the pressure of having to finish it by March 31st. It wasa
Tuesday, Shrove Tuesday in fact, and she was telling me what her teaching day had been
she had always done at this time of the year. It was fun for the children, and she believed
it had always been a worthwhile experience. But cooking wasn't on the list of things she
had to assess. And it didn't fit into her science sttainment targets for that term. She

g rapidly, and with hardly a breath. She explained to me why pancakes had to

hmﬂt&gmdﬂymdﬂnuﬁhcﬁl_:ﬂlmm't - | should

just feel it's a day gone - again. We missed Friday because there was no

school - you know, a whole day out - and another day out when I'm on this

course. You know, even to miss 8 DAY - and [ think - I've had 30 many

children ill - although in a way that's been quite easy - because | have been

ﬂlm_-hnwhhnh-m Oune time last week [ only had
ninstesn children and thet made a big difference - that made a big
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difference to the way I could assess, because even me only taking four out
only left 15 children to sort of mingle and get on with their work and the
level of quictness was down and it was much easier - and the ones being

assessed weren't distracted - because sometimes I find they get distracted -

you know - by what's going on around them. Depending on what it is. 1

AM finding it a problem.

Jane's mounting panic that the tasks at hand would not be completed in time
overwhelmed her, even to the point of being glad that children were sick. She did not lose
sight of the fact, however, that some important aspects of her teaching work were being
spoke to in the early part of 1991 found pressure of time a constant irritant and in many

Intensification "represents one of the most tangible ways in which work
privileges of educstional workers are eroded.” It has many symptoms,
from the trivial to the more complex - ranging from being allowed no time
at all even to go to the bathroom, have a cup of coffee, or relax, to having
a total absence of time to keep up with one's field. (p. 41)

3)  Reduction in creative activity due \o excessive administrati tests
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responses. Commenting on ethnographic studies of the labor process of teaching. he
noted that in schools where teaching was heavily concentrated on forms of skill testing,
of time evaluating students and then spending significant amounts of time administering

One also found teachers busy with these tasks before and after school and,
very often, during their lunch hour. . . . Two hours' more work at home
achmglnmnntumnl,nwﬂl (Apple. 1989, p.44)

mﬂmﬂmmmmﬁ-m “The
challenge of the work day (or week) was to accomplish the required
number of objectives.’ As one teacher put it, ‘T just want to get this done. |
don't have time to be creative or imaginative.’ (p. 44)

lﬁﬂl‘mmmiym Wd.nntmly hnmd‘the

to KNOW then - mxm&mﬂywmm;m“
procedure! Well, !mmmmmm\vmm&m

going through them with it and helping them with it. It's the pressure.

Patricia, despite being generally in favor of the testing policy, feit strongly about
the extra work it entailed.

You can't possibly, (you) can't count the hours. | mesn, you live the job. .

You sit in church wondering what you're going to do tomorrow.

And Jane agreed. Teachers were always in school early and left late. Worse still,




155

Half your lunch hour you are probably preparing. You usually spend a half
an hour, twenty minutes in the staff room having your lunch. At break time
you're always talking sbout the children . . . or called out . . . evenings are
spent - mﬂmwﬂmﬁgﬁu@hﬂnﬁgmm

Curriculum document) - this is what I do - bed-time reading. . . . You can't

mm&mmmmﬂ'n You're thinking all the time
of attainment target. What at sent target is this. You've lost the
relaxation of it. Being relaxed with children. you're always thinking in
your mind sbout the tests and the attainment targets - and I must do this -
31 to get through - and if a child brings something else to you - you think -
can't do that today - heven't got time -I can't talk about that today - I've set
this to do and we have to do this. And thet's it . . . Before - I felt thet I
could go off the subject - lﬂmﬂ”:’f -ﬂmﬁ;dnnnd
up - that was far more interes ’hwﬁihﬂﬂmﬂ then we could
carry on and do thet - - but now I feel - No - I've done it - this is attainment
target - what attainment target that would be I don't kmow - I can't do that.

Susan, working in a very different environment commented in January, on how

I'm sbeolutely fod up with it. Hanpnplad‘mymﬁmlyhyﬁﬂ
want 10 pet out of teaching. This isn't the job we came into - it isn't that
we've always done.

I've lost the enjoyment I had I think. [ mean, I still enjoy being s teacher.

There are moments in the day whena I really think, you know, maybe we've
had a good day and the children have dons well and they've achieved quite
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a lot and I think, "Oh, I really do enjoy this!" But those times are very few
and far between. lﬁdnﬂgmﬂml‘mnﬂmmm
ﬂnm-ﬂmuﬁngﬁrmhgmdlfuhfmmmhhke
this every year fromnowon . .

[asucs
The burning question 1 wanted to ask all of these teachers was, "Why did they do
mmmmmmmwnrmsu-m listic and to

I can't say that I can’t do it. That's my job. | shouldn't be in seaching if |
can't do this.

]hlwﬂﬂmbylmmthphmmwmem How

she was being watched all the time, even when there was no-one in the room.
1 think you went into your own class and you used to feel, this is your
class. You could get on within reason and plan it as you wanted to and do
what you liked. Now you camnot do thet really because you feel you've got
to give a certain amount for science, you've got to give a certain amount of
mﬁ“dﬁmﬁwﬁﬁmm:“mﬂ
time to writing. .



J 1 don't feel as if I've got any control. In a way I feel as if attainment
mmmﬂngm Well.nm:hemmmmlly

the moment. l‘meonphtdyguﬁvmﬁhmmmlz
and 3 in language you know. I think, “Is thisa 1,22 or a 37"

didn't actually control anything. 1 was more interested in who was controlling

Jane. Could she personali

1 suppose if you're talking about personally - It's Kenneth Baker! (the
Secretary of State for Education when the Education Reform Act was
being formulated)

So, whoever it is controlling me!

But he's sitting there in his office. He doesn't care does he?

1 bet he's never been in a classroom.

Well, it's our professionalism that is controlling us. Saying that we are
responsible to colleagues, to curselves.

Well, that's what | want to find out. It can't be tests, it can't be Konnet
Clarke. mmﬂmnmmhmm
Act was being implemented and the incumbent at the time of this study)
have I done? 1 haven't taught them very well. 1 haven't done this and |
haven't doas that. I've oaly had this class since September for a start and

cbvionsly what weat on the year before must have coatributed but it
dooen ¢ matter. It'Ml be on the Year Two teacher. The results will be, "Oh,

157
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Seif Esteem

could tell were in danger of losing their jobs, yet all of them seemed to feel that poor

worked in a school where children traditic

was the norm. This was to prove extremely interesting when Mary came to actually do
the tests in June. However, in January, unlike the other teachers, she did not appear to be

No, they are all doing a lot more! It scems to me . . . that the teachers .

I really am amazed. | know we've lost our nego ndil butthe
mﬁqﬁﬂdmﬁamhﬁnmﬂhdﬂ!

Jane had also mention

Lﬂ_ﬁfnm&“ﬁuwﬁmﬁrﬂy And,yuuhvell
mhﬂymmmm Ymin.m[m]muwnhu
in the staff room. They are not faceless people at the top or anything. In
fact, if you've got a strong union person, and we have, things can get

Jane's final comment was in direct conflict with her own assessment of her teaching

help, even when she was in some considerable difficulty over the performance of her
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them?

Partly from myself, because I feel responsible to a certain degree. I think,
well, if a lot of these children come out low Level 2, is it a reflection on

me? You know?

results she commented:
1 suppose the Director of Education . . . that lot up in the Education Office
lowest scores.

Well, yes. It probably does reflect more on them. At the end of the day 1

could say, "Well, look. I've got excuses. The kids come in late.

Absentesism is very high. Fﬁ;ﬂi@ mmmm

lot of excuses. lmmwuhmﬁymlﬁﬂ

Susan, however, did not make excuses. Everything she was doing in the classroom

Government Intentions
government. Not everyone commented on what was happening to them in the early part
of the year although everyone had something to ssy on the subject in the summer. Doresn
was in her second year of testing. When I asked her what the point of all the testing was
she said bluntly

1 think it is just to check up on the teachers. It's not t0 check up on the
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children at all.
Susan believed it was a question of control.

Wdl,lmmemhddmdﬁlmdohm:ﬁwym
afmnﬂthpmmmﬂhwﬁﬂlﬁhkaﬂwy‘wﬁxd“y

mnyﬁmﬂmmﬁhn&ﬁm Wedm\memm
We just have to do as we're told don't we? 1 mean, put the clock on and in
ten yoars time the schools will be able to hire and fire and teachers will be
able to negotiate their own salaries, won't they? Say, in good schools, if
they really want you, you'll be able to go in and negotiate your own salary.
I think that's they way it will go, don't you?

Wd.lt'lunb 'l‘lllt'nvhyl‘mthse It'njcb l‘mnmmiﬂyﬁﬂlﬁ
n. Yaukmw ﬂﬂdﬂﬁumbﬂy Guulnmfpmhlmud
sless [ don't mind that! But I think this is an extra pressure, having

mﬁnhmhﬁw in these thres core subjects. 1 don't think it's very
fair to them. They haven't had the same chance as children in white areas,

have they?

Up until this National Curriculum came in you folt you were doing s good
pb Apbﬂﬂﬂdﬂtobdm Av:y loman g jjob thue‘uhtaf

lt.
That pressure was to get worse as the year wore on. 1 returmed to Canada in the
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This chapter documents the conversations with 13 teachers held in June and July of
1991. The focus of the conversations was to continue to explore teachers' experiences in
relation to the research questions and specifically their reactions to the testing process
which had just been completed. First the new participants are introduced and then the

experience of administeris

I returned to Britain at the beginning of June. By that time I had arranged

The school Ann and Sophie worked in was in Aylesbury in the South East of

of which were spent in Africa. She was pregnant and was not returing to the school in
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Wendy and Elaine taught in a school in Humberside located in the centre of

I had worked with Barbara for nine months in 1989 prior to my return to Canada.
Like Ann, she was in her third year of teaching but she had taken an unpaid leave for the
last six months of 1990 in order to travel. She returned to her post in January, 1991 but

appeared to be struggling to keop up with the work. I thought she looked tired and

Pamela

Pamela replied to my NAS/UWT advertissment. She had been teaching for almost
suthority had advertised for a replacement but had not had a single applicant! Pamela
refused to take on the job Aull-time and persuaded the authority to allow her to job share
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with a friend. Originally | was going to interview
Pamela's friend was unsble to come. However, Pamela gave an illuminating

to stay away when she wasn't being paid. Pamela's school was in an authority that prided
London and was generally considered to be a 'desirable’ neighborhood.

Angela

Angela lived in Southend, a London commuter town on the north bank of the
Thames Estuary. She taught in a fairly new infants school of around 200 children. She had
being implemented. So incensed had been the teachers in her school, they invited the local
Member of Parliament to come and see what they were doing.

Stage One teachers in Birmingham organised by the NAS/UWT. Jenny and her husband
from complaining about the amount of work Jenny was prepared to take on. Jenny was
also a very expenenced teacher and she worked in a school which was defined by the

authority as a social priority area. At one time teachers were awarded extra money for
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allowance. The school was located in what is know in England as a “New Town". These
were towns built in the fifties and sixties in various parts of the country to alleviate the
housing problems of large cities. 1 was not able to visit Jemny's school, but I did visit
Teiford, the town in which it was located. It appeared to be a sprawling housing estate
surrounded by industrial parks. However, it is located just off a number of importan
motorways and there is fairly easy access both to the countryside and large cities.

Well, this thing has invaded my liy> completely.
Susan, 19th June, 1991
My conversations with teachers in the early part of 1991 had revealed a number of
constant worry. There is little doubt that both the assessment and testing which took
and in what ways, this affected the teachers I spoke to depended on a number of factors

completed by March 3 1st was especially onerous. However, in January and February it
had not yet been completed, 50 | was interested in knowing how the teachers had coped
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Jane and Patricia

Jane and Patricia had both mentioned in January how they sat in Church Mass on
Sundays worrying about their work. In June, Jane described again how she did her
assessment recording.

1 don't like taking a lot of work home. I've got three children at home and

there's always people there, so there's no way I can work at home. I'd

rather go to school for two hours on a Saturday or a Sunday and work

But I would have had to do that at home.
I asked Jane if she could have conceivably done this during the allocated school time.

No! We don't get any free time in primary schools.
I raised the issue of the contractual hours teacher were expected to work. Jane replied:

Well, teachers can't do it in that time!

I came in one Saturday. Two hours on a Saturday. 1 did half of them then,

and two hours on a Sunday after church. 1 go to the Catholic church. 1

just used to pop up afterwards (to the school) and four hours that took me

for each child. And we did it you see. By March 31st. But it didn't go

anywhere. It just stayed in our file.

Now March 31st actually fell during the teachers' Easter break. Patricia said it was
holiday?

up until then and the week of your holiday you can fill in the results. . . . |
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didn't go away. That's what I did. Inﬁﬂ,lmtmaichnolmduthn
because I find it better to come into school . . . I didn't do much the week
het‘nrebeﬂmeih:dﬁlledmdlmylmhu sment because 1 thought,
"Well, I've done that. I'm going to have a week!" Then we had Easter on
the Monday, then, on the Tuesday, Wednesday and Thursday of the week
befnmwemdmblckmlchdlmncimalchmlmdmmrmghdl
the documents thoroughly and worked out my timetable and got organized
And kept reading. There was an awful lot to read through.

had insisted that they take a holiday?

There is no way I could have been back on that Monday without having

Doreen
Doreen had been part of the pilot study last year, 5o she was fairly familiar with the
system. However, she was also extremely well organized. How much extra work did she
put in?
It wasn't difficult at all, but only because I had a supply in my class for four
days. . . . She took the class and | filled the forms in! It didn't take me four
she had 32 children to assess by March 315t und | had calculated that she would have had
Yes! But it's no problem recording it, just the time.
1 didn't do the recording in the classroom. From half past eight until four
o'clock I went into the medical room in school and | shut myself off and
from my records and my knowledge of the children I decided what level

they were . . lmldhwpﬂﬁndtodoimthedgyhn“hﬁﬁ
Mym:m&f sement. Next year | have 38 children

| an assessment of some kind!
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so this summer holiday I told the other two membens

going to sit down and I'm going to make . . werewumlgformto
bring out a record sheet . . ldnn‘tw:mbﬂxe;,ldcn‘twantmlmghke
th:(mtodmdusﬂgmmm)lmnnmuafmm
for science levels 1, 2 and 3 30 that I can see it. I'm going to do it myself,

because obviously no-one else is going to do it.

Wendy and Elaine were supposed to keep a log of the exti 4 hours worked between
January and March but, as they said, "It didn't get done. We were too busy!" I wanted to
know who had asked them to keep the log and they replied, “Them!" Who is "them®? |
replied. "Them!", they said, "Humberside". A supply was provided to help them during
the assessment period, but they didn't, like Doreen, use her to teach whilst they filled out
records. "We never thought of it! We did it all st home in the evenings and at weekends!”
hours including the meetings they had between themselves to plan the assessment. Elaine
thought that it averaged out at around an extra ten hours a week although some weekends

We should have kept a log, we know we should, but if only they had given

us the thing and said, "Here, write it down. For every day.” That would

have made my life ever 50 much easier! 1 wasn't entirely sure what they

meant and | was 100 busy and too tired to sit down and figure out what
they were getting at and then of course I felt guilty about it all the time as

complete their assessment by March 31st only to discover that no-one was interested in

We filled in all these forms and then we sat back and said, "Great!" But |



lost due to the appearance of a government inspector in February. These are a rare
occurrence and the reports are public, 30 schools, who have had advanced notice of the
of producing results despite a government inspection.

That's why our assessment was delayed. Thgyweremwmmdnbmuh
inspection that we couldn't really worry about the assessment, well, until
after the February half term.

explained, she had returned from a leave of absence and no-one mentioned to her the need
for assessment until the beginning of February. What information was available to

None at all. No one set about telling me what to do. Four weeks into the
term | realised that I was supposed to be assessing them myself. It just sort
of cropped up with Sylvia. She said, "How are you getting on? Have you
made any asscssments yet?" | said, "No! Not formal assessments. I'm
finding out where they are." And she said, "You do realise that at the end
of the term you are going to write down where they are on this great long
list of attsinment targets!® Which was impossible. Not only had I only had
dﬁnﬁrmmm“mmﬂimmmmm:m
supply teacher who had them for a whole term but he hadn't recorded what
they know in all those subjects.

So did Barbara just guess in the end?
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Yes!

Pamela

Pamela and her friend were asked to take over a class after Christmas, but they
refused to do it alone and ended up job sharing. However, the assessment created extra
work. How much extra?

Another one and a half days a week when we weren't actually involved i
them, during the teaching assessment stage. Looking at what they had
done, especially in the English. The English took an awfully long time to
dmdemwhﬁtweﬂmglnthchﬂdrmm

targets. lnﬁﬁ.ﬂﬁymﬁnﬂﬂﬁmmﬂmﬂdbymmmhmﬂm

I think other people would have been under pressure and certainly I don't
know that everybody necessarily applied themselves with the same vigour
toﬂofﬂmﬁﬁiﬂﬁiﬁﬂipﬁﬂﬂhﬂlv&ymmgf

ed by

We were given a sheet first of all, just after January, which we then

recorded on. And that was then done away with. ltwumtlif;hhdﬂ
mﬂﬁﬂmhﬂmhh“mﬂm mmhﬂmdolt

mhuonmthaSEACm

Jenny and her husband were both heavily involved in the work of their teachers’
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union. There had been a great deal of discussion in their home about the extra work load
of teacher assessment and testing. Jenny's husband was constantly reminding her that as a

Mwmmmmiwmﬂdhvemdmﬁmhﬂfmhs, Teachers had to do
an awful lot of work over and above the “call of duty” throughout the year, and this was
usually done in their own time.

going to do our topic. It takes a long time. . . . I'd prefer it if we had some

time in school, but in an infants school it's very difficult. Non-contact time

Time for esting
consumed children's time in a1. unprecedented way afterwards. Up to six weeks of the
summer term were devoted to testing. Despite government claims that it could all be

Jane and Patricia

Jane and Patricia, like most of the teachers I spoke 10, found the tests all took
longer than anticipated. One of the tests required children to produce a maths game. This
took its toll on some teachers including Jane despite the fact that she had taken the trouble
to speak to two teachers who had already done it before she did it herself.

You could have spent all day trying to extract that from the child. Maybe
they would have got it in the end but you just couldn't spare the time.
According to the teacher’s document it said something like forty or sixty
minutes, but it took all afternoon for a child to do a game. By the time
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they got out the equipment, by the time they decided what they were going
to do. That took a long time, them discussing it. Then they wanted to get
all the equipment. Then they wanted to make quite elaborate games. The
games they made were really quite good, but they wanted to make them

nonodotlm.whclmmmnmﬁdadmtheﬁikuwdl.

You've got to talk to those two and try and get out of them what the game
was about. And then you have to try and find out who had the idea and
who didn't, you know? Who was the leader, and was this child just
following? You can actually find that out quite well. And there are a lot of
questions you had to ask them about the game and that takes, that's two
children, and that's one afternoon . . . and then, if they could do it, you
mnppondtoteutlmfuruval:! (Which, as Patricia mentioned later
was, "Inviting a more open response!”)

Jane sounded as if she had been under quite a lot of pressure!

They gave an example of how to do it with 28 children, which I followed
slightly. 1 didn't want to do much testing in the afternoon. [ feel the
children are better in the moming. It was unavoidsble. 1 did have to do
some testing in the afternoon, but I tried to do the bulk of it in the moming.
Bmaﬁathem.lwdnqnnl ”’,:mhnllmufm At

nevermtoguthuuhthmﬂ 1 had 29 children. lhslﬁvaafthm
making a game one afternoon and it was absolutely chaotic.

Mary
Mary had been fairly unconcerned sbout the tests when I saw her earlier in the
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who did this. So how did she cope?

We went to Switzerland for a week. . . . But 1 tell you, after, it drained me
terribly. I couldn't believe it was possible to feel 30 drained. In our area
we all work hard. All teachers work hard. But 1 did not feel | could be so
drained after administering these tests. It took me 6 weeks with 20
children. . . . I'd read my book over the second week of the holiday and
thenbellutmodtonng.ﬁn:lly And I coped. Andl‘mmlngnngl
couldn't.

Doreen
me that she had read through the instructions booklets many times before she started the
tests. Hom,ddmﬂhdﬁ%golmyfmmﬁﬂgtohmmdﬂv&yhnh

1 did about an hour a day. 1 got them into groups. Becsuse 1 got them in
four groups and they had recommended that you get them in groups of
four to do these activities. So I grouped them. I did this in the Easter
holidays, this sort of thing. . . . I decided myself to start on the maths . .

for no particular reason. RHﬁmdmnﬁdﬁMImdd
find five minutes during assembly time. Science, well 1 thought the maths
would be easier. 1 didn't want to start the writing right away. [ wanted to
prepare them siowly. So I thought 1 would leave science to the end. | did
mhouudtyforﬁvew&h Sometimes it was a couple of hours.

prior experience? She didn't say.

Wendy and Elaine
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Well, it was! It was hanging over us. We spent a whole morning
discussing what we were going to do. It wasn't 50 bad for me because |

didn't have 30 many to test as Elaine, but it was hanging over us. You
couldn't put it out of your mind. . . . There was lots of reading. You just
muldn‘tmmdth'mghltmmdknuwn You had to read and read

and read.
It seemed to me that some teachers had spent all year reading about tests!

Barbara
Barbara was under pressure because she had a lot of catching up to do. So how

I did go away for the Easter holidays. But I did an awful lot of work as
well. Since February I've been doing about twice as much as 1 would
normally do. In the evenings. Most evenings.

given the SATs to look at on March 11th. So she had from March 11th to the end of the
Easter holidays (April 15th) to organize the SATs. Barbara expressed s common view
It's ridiculous, isn't it! It puts you in a complete panic. 1 was in a panic.
also had problems with the maths game, although the children liked doing it.
I didn', in fact, have time to finish that. 1 guessed the results of that one as




Pamela
the tests from consuming their lives. Part of the problem was the job share. Each teacher
wanted to make sure they were testing the same way as the other, so they were always
popping in and out of school.

We were in and out and in and out and in and out of each others’ lives.

One would go in the moring and then come back at lunch time and see

Pamela was supposed to be doing only two and half days a week, but in fact during
the SAT:s this didn't happen. They tried to write down how much time they had spent but
they couldn't quantify it.

It was like doing a full week. Not that we were involved with the children,

but we were involved with meeting each other, because what was

paramount in our minds was that it should be fair for everybody and that if

one group experienced it one way, then the other group would experience
it the same way.

It was long. It could take forever if you allowed it to. You had to change

it and be realistic about it. We aliered it in effect

. . . we tried it the once and found half way through what was going to occur . . .
and we changed it.

Susan
Susan had her own strateg’ ¢s for ensuring that the work got done, but it didn't stop
1 found 1 had to keep looking in the book to check things. But I spent that
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night and the following night and every spare minute checking into it and
all the holidays. . . . I sat up there (her office at home) for a week and
phnmdndlinddmgh,mw I've finished it. That wa. .he end of it.
But, then, you've got to go through all the hoops and do the testing,
haven't you? . . mmmm::lyhﬁmdy As you know,
1 don't have young children, but I was just thinking, if this thing had
happened sbout ten years ago when [ had three young children and a house
tgmmmmmmahnﬂmﬂmmmﬂm
unmleﬁuﬂmﬂafmpemthn,hnndﬂukemlwﬁﬂlﬁafm

Susan had a different problem from the other teachers that I worked with because
many of her children had very little English. This added to the time it took to administer

know it or not.

Toﬂmhuﬂlmdmmlhhﬁehm
. Some could be done before and | filled them in . ﬂieradum

Mnﬁmmnhﬂmlh,thmh”,
Mhmﬁymmﬁlﬂh“uduymnﬂﬁrh

weeks and choose the best. Well, I thought, I have a batch in the cupboard

and I'l bang a date on and use those in case I'm stuck. Rigit?

As it turned out Susan didn't have any trouble with the maths game, mainly

This is something | have always done with them. I didn't know it was
coming up, but I've done it with every class I've ever had. You know, you
give them a | inch paper and they design their own game that keeps them
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period was what consumed Susan's time. Apart from the fact that the fruit got mauled and
often went rotten, the test took on a life of its own.

Attainment target 1 was given an hour. I set the rest up. They had to copy
a page our of their reading book in their best handwriting. You know,
rewards for those who kept quiet and kept their heads down, right? And |
set it up and explained it and we just finished the Level Two test and it was
time to go on to Level Three and it was time to go to assembly. My God, |
had to drop it and then come back again and carry on. You see, some of
the children took 40 minutes. Some took and hour and a quarter.

Susan was always reluctant to press the children on these tests.

You can only push kids so far, can't you. There's only so many hours in the
day and only so much you can teach!

Jenny

Like all the teachers except Doreen, Jenny and her partner were constantly worried
that their testing schedule would fall apart. Pressure to finish was always on teachers’
minds. Jenny, however, identified one particularly frustrating aspect of this testing
process, the help that was made available. | am going to examine that in some detail in the
next section. Here is Jenny's somewhat cynical observation regarding the help line that her
authority set up!

We were given two dates when people would be at the local teacher centre
where if we feit we needed help we could go. They were actually during
the SATs. SATs had been going for a couple of weeks. But that wasn'
what we needed because you couldn't go to those and say, "Give me more
time!” [ thought of them more as counselling sessions really. I didn't go to
any, but I thought they would be counselling sessions where you would go
and they would sort of pat you on the head and say, "I'm sure you're reslly
coping and don't take it out of proportion.”

But the teachers | worked with understood the beast they were dealing with,
including its ever expanding proportions. This does not seem to have been the case with
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have been perpetrating regarding the ability of teachers to administer them unaided in the
course of the normal school day were soundly laid to rest!

Help
Teachers received help during the 1991 testing period in a number of ways.
Fwdqm-mwmmmofm Mytheymm

Doreen was the repest performer s
oftlnm:lnmmdﬁnhlﬂlsxl‘s She told me that no-one had come to see

The teachers’ books came and the handbook and I read that. Everybody
did. And all the packets and the SATs. We then had four mestings. A
total waste of time. In fact, | nearly walked out of some of them because
ﬂwﬂmmﬁmﬁﬂy-hm Thyid:h
ﬂf m&mn&m&phﬂnhmﬁﬂ. Not
give you all the information and then tell you what was in the book. You
ﬂﬁ“ﬁhﬁl“ﬂﬁmﬂﬁﬂ’yﬂ' . During
hﬂﬁymimmﬂgu&émﬂmmw&i
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they did have a video which was quite a good video actually and some
information which they kept until three o'clock and that's when 1 got the
forms and you had to wait for them. So there was no way that I could have
walked out.

Wendy and Elaine had a similar experience. Although they were desperate for some help
with the English SATs they didn't get any. And the training sessions were even worse
than Doreen's.

The first one was useless because we arrived and they said we don't know
the answers. All they kept saying was, "We don't know the answers!" and
it was a complete waste of time.

Sophie had gone on a National Curriculum Training day and found that useful.
But Ann and Sophie had no training sessions for the SATs.

We had a day when all the staff went. . . . and we went to a meeting. But |
didn't go on any specific courses for how to implement the SATs. I had no
advice as to how to do it. It was totally me reading the book without any
backup from my Head. He came and gave me the book and [ said, “What's
it like, John?" and he said, "I don't know, I haven't read it!"

If Ann and Sophie had not been given a course, what did the other teachers know?

They knew nothing until that training day. They had a day for the whole
school. I'd been, kike, saying what we had got to do. There was almost a
rift developed, because they hadn't got the pressure and they didn't really
take it on board. Then, they went on this course, and they went through
what we would have to do and then everybody in the school came and said,
"We've got to get some support for you!® So that was good.

Of all the teachers faced with the prospect of testing, Barbara was in the worst
situation because she had hardly resd anything and hadn't been given anything. So her
training sessions, held in the second half of the term of before Easter were crucial to her
survi:al. What were they like?
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They were good in what they did, but you just felt that they didn't cover
everything in enough detail. There was not enough time to inform you of
everything you needed to do. . . . I had one training day after we got the
SAT pack . . . it's ridiculous, isn't it!

At least Barbara had the documents to read. Pamela was not so lucky. When |
asked her how her training sessions went she said:

During the Christmas holidays we had our first INSET day tc talk about
the SATs and teacher assessment. That was a total disaster. The people
who arranged it hadn't got any of the documents they needed to show us. .
.. It was a wasted day. And we made our feelings known. Well, we met
in cluster groups. We did meet once together as a whole. To minimize
complaints I think they clustered us. I'm being cynical but I think it was
easier for them to have us in cluster groups. . . . We broke down into

groups of six.
Pamela only met with all the other teachers in her district once before the testing

We all met at the beginning of the Easter holidays for the first and last time
before we went back to do the SATs. . . . There was one man in charge of
the system, Peter M. He was a secondary teacher. He was a very nice man
whose attitude was, "If you can't do it, make it up!”

Susan's training sessions consisted of filling in the right boxes. And, of course, it
was a twilight session. She had gone to learn how to do the miscuing analysis for the
reading tests. Remember, Susan had ignored the iustructions over time-tating of the
tests. '

I had to go on this twilight session and sit there, and they gave you a tape
record and you had to sit there filling in boxes. I mean, that is an appalling
waste of time after a day’s work in school. I read the books and
understood them the first time around. They're not terribly difficult to
comprehend. Now, I had to sit in this hall for a couple of hours listening to
. . . and it was 30 silly, because I had tested mine already! . . . But, even if
you hadn't, I still would have been able to do it. And you have a printed

Angela was not surprised at how bad her training sessions were. She had been



180
force fed training for years and wasn't too impressed with it. After 23 years teaching,
Angela was deeply skeptical of "experts”. So it was hardly surprising that she became
angry when her SATs training consisted of learning how to add up her students marks
correctly.

hﬂwmtaﬂ]up Butmbodyh;dtheSAT:whenwewentmmlt vas a
waste of time. . . . We went to one of the first ones and then we heard that

theykeptch;ngmgthﬂnundimdﬂmmqmldthenmlmmmng
different and the next lot something different again.

I was curious about this. What was Angela's explanation’

Prmnnﬂyﬂzgumkeptdmw:gﬂ;mﬂurﬂgykﬁmhu
of information. Teachers at the meetings were really quite angry about it
mdthe:dwmmdeﬁméyonmedefamve

Jenny had seen a trainir.g video the previous year. She was critical of its contents.

Last year, on one of our Baker Days we had a video which had been
produced. We were supposed to learn from this video what sorts of
evidence we should be looking for. . . . It seemed a bit of a set up job. We
found it a bit trite. . . Idnn&ihﬁﬂsyuﬂdhkemﬂnﬂm

There were 30 many times we could say "That's not possible! Wﬁuthe
rest of the children while she's on her hands and knees on the floor

discussing a year's work with one child?"

spoke to who seemed satisfied with it.
The training days were very good. They took us through all the SATs and
said we had an opportunity to do a workshop. We had an opportunity to

work each one, and then to decide. It was very, very good. Very well
organized. And we were able to select what we wanted to do.
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meeting when we were all together. None of them, in effect, was prepared
to get their hands dirty . . . to organize actual activities, the science
activities, so that we could all take part in them and see what would
happen. Now, none of them was prepared to buy in all the little items that
were needed and actually set it up. They merely talked about it in a
hypothetical way.

1 was curious to know whether Pamela had complained.

Oh yes. They said, well, we just wanted you to talk about it in your groups
and see if you can think of any problems that might arise.

In actual fact Pamela was given some hands on experience. some training for a
maths SAT.

We were given one activity, which wasn't really. It was one of the maths
activities. The one where you have to have counters to invent a game.
Except, they didn't have any counters for us. It made it rather difficult for
us. But we were asked to talk that through and we were given roles within

our group.

The role that advisors and moderators played during the testing season varied
amongst the groups of teachers in the study. Overall, they were unhappy with the advice
they got, though there were exceptions. Administrators came constantly under attack for
a variety of reasons. The main probiem appears to have been either disinterest or distaste
for the task at hand. But ignoring the problems of their teachers just compounded the
stress.

Help from Advisors and Moderators

Patricia was a trainer herself, though she said she never had enough time to do the
job properly. She was allocated a small amount of time to help the testers, but she also
had to look after her own classroom. In the pecking order of trainers she was at the
bottom end: A part time seconded position with no extra pay. Patricia gave Jane a lot of
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help because they were friends. But Jane also received he!s from a moderator who was an
authority advisor as well. Patricia was responsible for ten teachers, but Jane's moderator

impressed. | asked if the moderator was under any pressure.
Less than us. They just wafted and said, "Oh, what are you doing? Lovely
dear!" They visited everyone but they just drifted in and out.

Jane, however, wanted to assure me that her advisor knew what he was doing.

But | also hear that Bill Matthews had obviously read everything very
ﬂmmgﬂybﬂ;ugﬂgnﬂmmmmmhehﬂm“
ukadhm Hemmofﬂﬂmm Butmnd\nmenuldn‘t

above Patricia. She was known as a "key" moderator. Unfortunately, she couldn't unlock
the mystery of the tests for the teachers she was advising. Patricia also attended a training

There was an English input in the afternoon. The English person on the
advisory team spoke about the SATs and got it wrong. Now, I stormed up
tohﬁ'nﬂmd, Smyhnym‘w;nuhm! le:vm‘undn

D'I.YE!' BmﬂiewmnHemmmsz
teachers who were doing SATs which was incorrect.

Jane explained that there were an awful lot of advisors involved in the testing.
explained what she had to do.
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This was the whole trouble you see. Quite honestly. We've had our results
and there's probably going to be . . . there's a lot of discrepancy. For
modification. . . . One class in our school has got 38 results different from
the teacher assessment and the other class has got 52. For moderation, you
see. It says, 'for moderation' on some of them.

Didn't Mary have anyone come and watch her while she was doing the SATs?

No one came. Unfortunately we didn't have one person. And I coped.
And I'm not saying [ couldn't because following the teachers' book was . . .
but again, I notic..«\ that I had to read the teachers’ book plus the
assessment book hwcause there were discrepancies. What level you
assessed them at as slightly different in the assessment book from the
teachers' book anc this caused a bit of friction.

But if Mary had noticed a discrepancy who should she have gone to?

I went immediately to the teacher next door! And then we got a 'link'’

teacher, you see. Supposedly. We knew there was a name on a paper. . . .
She's a head teacher. . . . but to be fair. She is a teaching head. But I knew
there was somebody at the end of the line. The people [ blame are the
advisors. And I say this quite honestly. Knowing our area. We had 40
children doing the tests between the two classes I felt that someone could
have picked up the phone or someone could ave come to inquire.
Because there were plenty of people released to do this sort of thing. They
were working hard enough and they were quick enough calling us to
meetings - after school meetings - to tell us what was coming in this box
and all of this. (Mary meant the box with the SATs and instructions in it.
But she didn't see this until just before Easter because her Head kept it
under lock and key!). And they kept saying, "Well, we will be coming into
you, and you can expect us.” But we haven't had any. It will be very
interesting to see whether they will come in to moderate. 1 think this will
be very interesting.

Doreen didn't see an advisor either and no-one came to see her while she was

doing the tests. Wendy and Elaine were given a number they could ring ring if they
needed help, but chose not to. Neither were they very keen on meeting other teachers
who were doing the tests.

It migit have been useful, but it might have been counterproductive. You
might have had a discussion and then gone away thinking you'd got it all



wrong. The guidelines aren't sufficiently rigid for anyone to say "Ah, but!
You really must do it this way." So whilst there were times when I would
have liked to know how other people were tackling it, it might have also
feit I was the only one in step.

I asked Wendy and Elaine how they would have feit about being watched by one

of the advisors during the tests. Elaine commented

I probably would have apologised in 16 different positions if I'd been in one
sort of mood. If I'd been = another kind of mood, I would have said,
"Who says? Who do vou think you are?” It would just depend on how |

In fact, Wendy and Elaine had a very low opinion of their moderator.

Our moderator thinks it's all wonderful. We think he's on SEAC's payroll. .
. It's just that he's a silly little man. . . . He came to see us at the end of the
SAT:uﬂherallyputmrhﬁhup HGW!I ing that he had been to
mha*xlmdsnﬂweﬂn@uﬂﬂmyﬂwwnmmﬂéemﬂuﬂa
waste of time and he was implying that all the other schools he had visited
had all been wonderful and nobody had really suffered. Well, we got really
mad at him, didn't we? . . . His attitude was 30 holier than thou. I thought,
"Surely teachers can't have . . . .* Well we knew how we felt about it. We
was painting such a rosy picture about it all. Because I think he wants to
be doing it again next year and 30 he's hoping they don't sbendon the
testing. Aﬂlnﬂ.‘ldm'tmm:hmmymdthﬂhddm
ﬂntﬂ:ﬂnwxytheymmppmdtohedmgm:;f;
situation.” Mhmmmmmmmmm
done it in the normal classroom situstion and I said, "I bet they didn't finish
them!® "Oh, but they did!" You know. Of course, he wasn't a Year 2

No! If we had questions to ask him he didn't know the answers
Emmmﬁnmm

and Elaine, although she made these comments in response to a question about what it
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a presiessional.

thank #'s something to do with having more time with other people in the

=ame saniation and really being honest about things instead of going along

to INSET courses where the tutors praise you to the hilt and say you're

fomg a wonderful job and we love you for what you are doing and all that

ﬂ‘.whmwh;lyourﬂllywnnnnoulkmthmherpeoplemdgﬁmme

“ymmhtm‘ny "Look, we're not going to do more than this amount

of work." Soyeuh:vethefeehng,then,thﬂevaybudy’:lh:m |

think I was in a situation where I felt that everyone else was really getting

to grips with it, and I was getting left behind.

During the SATs Barbara's science advisor sat and watched her doing the tests.
She saw this as an affirmation that she was on the right track. Unfortunately, Jenny had a
quite different experience. Her moderator was also the primary advisor and in that
capacity she had undertaken an official i ion of the school just before Easter.

She came in and did a week's inspection in our school and then we heard

that she was going to be our moderator. Now, that alarmed us because we

thought, "Well, we want somebody who's going to be user friendly. We

want somebody that we can say, "Look, what the 30 and 30 are we

supposed to do with this, because it ain't working?® And how could you
dmhlt? thﬂlehatmllmdgwm-ld mthmhhvaﬁd

of role. Anywuyﬂgﬂﬁdmhek(ﬂlehdbmmmthm)fnr
four days before Easter. She shouldn't have done, but she did. So we
m&mm@@hmmmm“fﬂﬂmm

mmmmmmmnlmm Ynu'vennlypn
mmmdmdu; Now you're coming in as a moderator. You can't
expect the staff 10 relate to you properly or feel comfortable.” And the
moderator came in and did a bit of s0ft soap with the two of us and said,
." bish, biah, bish! . . . Well, we weren't reassured, we really weren't. So




The first time she came in, and this is going back to what I have already
said, she came in with her clipboard, see, and she sat at the table and I got
four girls who were about to do the maths shapes, one which was very
complicated. Now they were four bright girls, but they were on edge
because | was on edge because she was there with the clipboard.

Was this because she felt she was being examined?

Exactly! Especially as on the floor (she was sitting on a child size chair)
she had got her teacher guide book - open - and all the time I was talking
to the children, and | was very conscious of not leading them or giving
them extra help, every time I said something, she looked down at her book
ﬂﬂmﬁdﬂ:pgauﬂlthuﬂi'%ldﬁngmmywm Any
minute now she's going to say,"Just a minute!” . . . I said to her afterwards,

Vas | , Q,hﬁﬂgymmbchqﬂENﬁﬂEka' "Ah,
wall ﬁm*hmmﬁmmmMSAT This is
the first time I've seen it done. So I had to keep checking to see what was
suppused to be involved.”

Well, when | said to her that the group didn't perform well and I felt |

ought to test them again because she was a stranger and that put them off,
she said, “I do feel you could have been a little more helpful to them. 1do
feel you could have told them things more often." Now, if it had been one
of the moderators who I know has recently left the classroom and who I
regard as on a par, | could have accepted that, but as the couple or three
weeks before she been as an inspector . . . was she . . . did she really know
Mﬂwm“nﬁpﬁlmﬂuﬂmguhmﬂdmhm?

Now when she came in the second time . . . it was only the second week of
hSATb&muﬂﬂmﬂMhﬂmmnﬂnﬂ.hmm
she came in was in the fourth week of the SATs and we were coming, well,
trickling, very, very, slowly towards an end and by thet time I had had
enough of them and 1 thought, “Uhm, there are far more important things I
should be doing then this,” and [ was relaxed and, *I don't care this time
what she does. I'm getting on with it!" But she was different. This time
h;nmdnlphnﬂﬁmﬂhﬂdmﬁﬁﬁuﬂﬁ
didn't sit there silently with her clip board and referring to everything
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I think somebody will have told her. But having said that, she, on neither
occasion did she say, "How's it going? What are the problems you are
we could have said to her, she left half an hour before she should hav:
mchdlmhﬂdéﬁEﬂdthﬁmhdmngl
boring SAT. And so she left a half an hour before Karen's session had
ﬁmhedShewuhamﬂuﬂdmcmldn‘ua:thpmm

What did Jenny think of the advisors generally?

Someofthanhnvgbemnmppmﬂv:uﬂ:ymblym When we
were first told we were going to have a particular one, Valerie, we said,
ympathetic. " But the ones who have been advisors, | think they thought it
was a little beneath them. Pearl did say she thought she had been
dragooned into it. But she gave us the impression that she hadn't actually
sought this appointment. It had been imposed. . . . She ce tainly wasn't at
wﬁhmmﬁmwwhmmmmﬂymmg

Dndlemyﬂmkmudﬁmweundemyknﬂufm? Would they be
biamed at all if anything went wrong?

gone wrong at that level they're always shunted into another job. I don't
think we have ever had a situation where an advisor has been blamed and
& __ge _ ﬁ = *_ 3

od in & way that a teucher could be. They've been

into some lesser job, or asked if they would take on

Slnmdinhdlmﬁunhmndﬂnulndhkehmaﬂﬂmmm
firstly to learn and secondly to inspect.
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S Yes, 1 did.

They're supposed to be advisors, not inspectors.
Yes, but some of these children are so dozy!

r v »

Why shouldn't they see your doziest child?
Like many of the teachers I spoke to, Susan feit a deep resentment towards the
advisors.
R What's your feeling about the advisors?
An absolute waste of time.
But they're getting paid to do it.
Paid to do what, Rita?

~

Well, you teil me.
Well, 1 don't know either.

Well, what are they doing?

Well, there's a huge team up there. Perhaps they're up there
reading. Absorbing it. I don't know what they're doing. But it's an
awful waste of money isn't it? . . . The thing is, they're up there
organizing training days and all this sort of thing. And they're
training people to do something they've never done Lefore. And
they know less about it than the teacher who is doing it in the
classroom. No, it's an appaliing waste of money.

Money emerged as an issue when I talked with Pamela about moderators.

The person we had was a Deputy Head who volunteered. This caused
were on ons side and weren't oa the other really I think. . . . the other
with no infants experience. My moderator was a junior teacher who I had

» ™ O W™ »n
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worked with before. . . . They were the people who wanted to take the

money | presume. . Idcn‘ttlnnknwuolfaﬁmemybodyhumwu
offered topgoplgwhowelmhngmﬁmhatharmnﬂwha
wanted to work outside on other things.

It was Pamela who had complained about the moderators not being willing to get
their hands dirty. And money was on her mind.

couldn't you get money for doing it! You're doing the extra work. We

were doing the work and they were just visiting us. . . . | don't know from

other people. I just know from friends. We just felt that it was a lot of

extra work in comparison with what the moderators had done and were

prepared to do.

Angela faced a different sort of dilemma. Her Head had been asked to undertake

I found out from my Head that all the Heads were asked if they would do it

and she said the Heads in this area got together and said they wouldn't do it
bmnnwnmumd;obuﬂdqdﬂﬁtmwhythqdmldgomﬁ

When a moderator was finally appointed, he turned out to be a juniur head with no
infants experience ("They never do have, Rita!") who was using his own supply cover to

le!leﬂ’ZlﬂﬂiH !nmycaghedidn‘tuﬁﬁinmgﬂa‘jthlmi!tlgﬁﬂh

I was going to use it at one point, but my Head wouldn't let me use it and
said we would decide for ourselves what we did. . . . I could have done it
without her knowledge. . l‘-h&uﬂdﬂn-ﬂ;hﬂ:dﬂm
of the school.

Nﬁbdhmﬁmlmmmmmmmmm

ensuring that the tests were completed. m&&mm&mm‘?
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Another form of potential help for teachers were their administrators. The Heads
were responsible for ensuring that the tests were administered correctly and on time.
However, how much they involved themselves in this process varied enormously.
Amongst the group of teachers I worked with reactions were mix

Elaine had mentioned the reading she had had to do before Easter. What was her

Head's reaction?

It was just piled on us, Butthgﬂﬂdnﬁnllydﬁ:‘tmmmw She
kept saying, "Here Elaine,” handing me some inf ion. And then she
mﬁm,'&mbwmmmgﬂmdn“hwmdomh
that?" And I used to think, I just wish she had read it herself and was
reminding me of what | was supposed to be doing instead of me reminding
her of what she was supposed to do. Was she supposed to fill in this form,
was she supposed to do the other. I got to the stage when I said, "I can't
cope with this!® lmﬂdhvem!yﬁkemﬁadymhwbmm
me a little bit 50 | wasn't worrying so much about the admin n and
ﬂummmm&'nunﬁ‘gth:ﬁmﬂhmaf
thing. . . . I didn't consider it to be part of my job to remind the Head of
whllgdnlldhadq. Having said that, her attitude was, well she
didn't want to know, originally. She didn't agres with them. With all of
this. She felt and still feels, I think, that the tests we normally do in school
were quite all right. . . . Basically she's a very kind woman and she couldn't
m“mm“m:ﬂ She's extremely busy. But
Humberside actually issued us with a whole load of documents before the
official ones came out. A big pile of photocopied stuff. She came one day
ﬂhhgﬂﬁeﬂmﬂmﬂﬂiﬂﬁghuhm

Mmﬂ?ﬁﬁbmmdhllﬁﬂd
whhhﬁidni‘hnﬁtwﬁlw

Mﬁﬁmﬁﬂhnﬁwhmﬂmcﬁﬁﬂm'
He dida't know thet. A lot of the Heads weren't aware. A lot of them
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Two teachers would take full responsibility.
Jane described her own situation.

In my school I don't know what my Head would have done if I'd been

away. He wouldn't have had a clue what to do. | mean, he's a lovely man

and he's very nice to work with, but he just says, you know, that's your

pigeon. He didn't come into my class once. He didn't offer his services

once. At the time I didn't think inuch of it until | heard what your

(Patricia’s) Head had done. He came in and took some of your groups.

Patricia’s Head had come in and taken some of the tests. Jane was annoyed at how
much Patricia’s Head had been prepared to do compared with her own.

He let the Year Two teachers off assemblies. He took them off staff
meetings. They didn't do any of their PE. 1 still had to carry on with my
PE. My Head did nothing when I think about it.

Mary’s Head did all the reading tests for her, but refused to discuss the results.
instructions to that effect. He was obviously under the impression that these tests were
like the old 11 plus. Doreen's Head asked her every day how she was doing, but didn't
help her with them in the classroom.
Sophie's chief complaint was that she had a class of 33 to test including 3 statemented
children and the Deputy Head had only 19 in his top junior class and no testing to do.
Here's how Sophie saw this scenario evolve in her school.

Allnﬂnlnuhmtﬂdthyhuthm Enhmvmﬂ-yd;ﬁ

hl':piuop mmmnm }kmﬁamm .Our
Head has no idea of man r..anagem ,;'urnﬂlymd.-b:
1 am cos od, that's what he's employed for. So he shouldn't be there. .
mﬂynﬂlpnﬁhthm Haim:mﬁnu




"a them against us situation” which has always annoyed me. I know a lot
of the governors and I've taught most of their children and I know them
socially and whatever and they're actually quite a good bunch. They don't
expect to tell us how we should teach and they value the staff in the school.
But whenever he goes to the governor's meeting he always goes into this
"them and us" situation and he does this because he's frightened of them.

What was he frightened of?

You know, he has no power of logic. He's not a good arguer. I mean, he
lost 27,000 pounds. He told us we had all of this money and we decided
what to do with it. We asked him if he was sure and he said yes. But of
course, the County came back a few weeks later and he had left off a
member of staff. For goodness sake! 24,000 pounds he lost us!.

What about the numbers in her class?

This year, with the high class numbers, no-one wanted to take the top class
so0 suddenly, Mark, his Deputy, who's paid to take the flack, had to do it.
So suddenly, for the first time, the Head put the classes in year groups. |
landed up with 33 and he (Mark) ended up with 19. I hollered that I
cnuldn'thvelclmafﬂwﬁimmhnmhlﬂmafw
staff did! Weﬁhmmﬂyﬂm“:ﬁdmhmnmﬁh
governor's meetings, to put our case, to sxy that it wasn't justifiable. Now,
who's our teacher rep on the governors? Mark? Obviously the Head's
there. And Mark!

R But they clected him!

S Yes! We were a bit nsive when we did. 1 mean, the person who

R How did they feel about her?

S 1 was refused. And it was from the Head. He phoned up the head
of the governors who he was as thick as thieves with and he refiised
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me permission to appear. So the next thing we did was, we wrote a
letter. We sat in my classroom and we said that a statemented child
counted as S on the role and their name should be written down §

times because they are the equivalent of § children. So, in fact, in

my class | have 45. His argument was that I got some support.
Butthemppoﬂlilguhmmeﬁﬁhnﬂhenmnﬂymhnvemdo

a lot of the resource stuff. You've got to learn to sign. . . . That's

Barbara's Head decided not to mention anything about the assessment
until Barbara had “settled in". Barbara suffered a great deal of stress because of this.
When | asked her whether she thought her Head had appreciated what she had gone

Maybe, but he thinks . . . he just thinks that's part . . . that's part of what
Angela believed that teachers became Heads just to get out of the classroom.

and testing

m:?ﬁmﬂu:ﬂhhﬂm&dmﬂmh&%‘thmﬁ
there. So he came into the Primary and he did, well | think he only did
about four years and he only had experience of 4th and 3rd years - top
juniors and then he got an Assistant Head's job. It was ever 30 funny
because when he arrived at this school he was then put in the admission
class, which was pretty awful really, wasn't it. For those children. He
hadn't got a clue. He hadn't ever taught young children, reception, 30 that
nearly killed him. And then, when the Head was pregnant and went on
m“ﬂhmm“hnﬂnw:ﬂm It was
hm&qm“nﬂnﬂ,m&mﬂy” ing, eve
juniors.

1 feel my Head could have been more helpful. . . . She's been off-loading
mmmhmﬂnﬂmﬂh’lmﬁdwmm I
mean, everything that comes to do with the National Curriculum, she says,
"Here Chris. Read this!"
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She's taking early retirement now 30 I think she was just opting out of the
whole thing. . . . But | was under quite a bit of pressure from the Head to
get it right, even though she said it didn't matter. She would say it didn't
matter one day but then another day it did matter. And the same when we
got the SAT results. I mean, every result we got wasn't going to tie up
with the SATs. But she was all hyped up and said, "Did we want the chap
to come in?" and | said, "No!"

Angela didn't get any help from her Head during the SATs, but she didn't mind.

On the whole, thank goodness, we were left alone. . . . | am a teacher. We
felt it would be another added stress to have somebody else there.

However, many of the teachers I spoke to disagreed. They were only to happy to
have some classroom help. The quantity and quality varied.

Classroom Help
Teachers received three kinds of classroom help during the SATs period. Firstly

they were given detailed instructions from the DES. Secondly, teachers expected
additional resources such as reading books and science and maths equipment. Finally,
some of them received assistance with their teaching.

The DES Instructions

Apart from the amount of reading involved, teachers were mostly positive about
the instruction bookiets put out by SEAC. Wendy commented, "There was lots of
reading. You couldn't just read it through once and know it. You had to read and read
and read.” Doreen, though, felt that the books were "great” and "everything you needed to
know was in them". This was just as well, because for many of the teachers this was the
only help they got in devising their testing strategies. Negative comments were made
even down to the words teachers were to use in administering the tests.
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Somenmﬂiemaftmmgwubmughuhoutbyhcknfmm These

equipment, books and even fruit and documents for keeping track of curriculum

assessment.
Almost all the teachers complained sbout the need for books in order to do the
reading SATs. In fact, some of them found out about which books they needed through
(Angela) We didn't have the books. Well, they dribbled in. We started off
with not many at all. . . . | mean, we didn't know what to get. . . . The first

welmswnbmtﬂﬂebmhwuwhmduympnmdmmem
. We knew they cost a lot of money, but we wouldn't buy them in case

theuew:p:pﬁ'hdn'tptﬂienglihn

One of the pressures was, you know, the list of reading books that came
out. Well, we had a few of the Level 2's. [ went into town. | thougit,
*I'm going to go through these and buy these myself. Well, the Head, Jean,
Dillon's in town. And then I went round to various libraries and book

How many did Susan round up in the end?

Well, we had about five or six and three or four of those I got from the
library. Then we went out buying and looking through the extracts of bits
the children had to read and I thought, well, these are suitable for our
children. The stories would be more familiar to them. But we didn't have
the books. So I spent several afferncons chasing around looking for the
books. Aﬂﬂ'lﬁﬁﬁw“_’ti....fby_i“wuﬂdh
provided with resources and we werent. We weren't provided with any
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Well, I spent a lot of time getting those, and with my own money. . . . In
science I bought all the fruit and vegetables. . whmynuggﬂm
wgnngﬂgqpph:ﬂbumﬂﬂﬂmm“emnﬂﬁﬂty
had finished with them and the pears. The pears were terribly dear. .
bought a lot of apples and pears and they were terribly dear.

Didn't the school have arrangements for paying for that?

S No! Isuppose I could have asked.
R Why didn't you?

S Oh, Idon't know. I felt mean.

R Moan? Why should you buy things for your class? Your salary

isn't for buying thing to help the government out. You're not a
charity!

S Look, I bought two or three of these reading books, but I shouldn't
lﬂw.tuhlythnle

Pamela was scathing about the reduction in resources in her area.
lmﬁBl“thdl‘mhﬁEmm . There was a
stage in Bexley when we had equi ”"imdwehdmmﬂn

schools and they're all gradually being removed and it's all going back again
rather than forward.
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Sometimes they worked alone. Others had help from within the school. Heads, ancillary
staff and nursery workers all appear to have been called upon. Occasionally, schools were
provided with an extra teacher for part of the time. In one or two cases more imaginative
solutions were applied to the problem. Jane, for example, rounded up volunteers.

This year all the help in my class was voluntary. . . . | had a friend of mine
who came in. She'saquahﬁedtmh«mdnmpply She came in. | did at
least know that the other children were getting quality teaching. She
doesn't get paid to do this you know.

I asked Jane if her Head knew about this.
Oh Yes! He was thrilled to bits.

What did Patricia think about this?

wouldny,'Oh.wllleyou‘nwmoouldyuupugouﬂﬂmgethn
person's drip or their bed pan. We are s. We are trained to do
a job. The other teachers had to suffer. Theylonllltharhdp

In Jane's school the special needs teachers was used to help with the tests.

She was supposed to be with another class. We were taking her away from

Wendy and Elaine also got help. Humberside allocated 10 days of supply to all the
teachers involved in the testing. But there was clearly panic in the administrative

Wendy pointed out.

We had a letter during the assessment time, before the SATs actually
started, from Humberside, which suggested that to administer these tests
parents could be brought in to do the administration duties in the school to
release people like Diane, who's our school secretary, to come and help us
out with our tests. They actually put that down in & letter. That didn’t go
down too well. . . . How they dare put that in writing I just don't know. . . .




I think that was just somebody’s bright idea. I think they were flapping like
mad. I think they realised what a lot it was to cope with and they were
casting around for any solution.

Mary, Susan and Doreen were given a Nursery Nurse.

(Doreen) The Head bought in a Nursery Nurse for 2 days a week. Every
weuk Shsmmnﬁ‘ommlmolﬁnﬂs She was not normally in the

Oh, I think it was quite widespread. The only thing is, though, the NUT
said you must try and do it on your own and not have any kind of help at

all and see, and to be seen to fail. That's what we should have done,
because without an extra pair of hands it would have been quite difficult.

In the second week I did have an NNEB training student in, which was
great. | gave them little maths books and set them up with work. It was
awful really. I mean, she was a good kid, but she was only 17 and she was
quite good. But I shouldn't be doing that.

What did Doreen feel about the school bringing a nursery nurse in to help her?
Well, 1 was grateful.

Sophic was not! She had been given a variety of help by her Head, but in the end

buy in supply time. | said that I had 33 and there was no way that I could
do it. But, in retrospect, I think I would rather have had the class. We
bougit in supply, well, actually the hearing impaired assistant. In fact, she's
a qualified teacher. She had them two and half momings. That dida't cost
the school anything. A special needs had them for helf 3 moming doing
“dhl-ﬁymﬂhhmmlﬁ
Well, the supply teacher was worse thea useless. She was awfl. And |
had the dilemma of, do I withdraw the children and, like, assess them in
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groups, and make them special, or do I do it in the classroom? 1 decided
on the latter. I said, it's bad enough that they know they are being
assessed. I told them. I thought they had the right to know. Although it
was going to be fairly normal. And they had to know because they were
having all these different teachers. And, in fact, working alongside in the
classroom was awful. The other teacher was totally incompetent. Some of
the kids can't count up to more than thirty, some can. One day she said
they were doing thousands, 96,000 pounds. What does it look like? For

God's sake!
The disruption caused by extra help and the effect the testing had on
children and teachers will be discussed in the next section.

mast sinking with them! "
Mary, June 12th, 1991.

mmhyﬂmk-ﬁﬂﬁbﬂhmnﬂﬂdﬁmﬂﬂ
The pr tion of their work deteriorated. Their behavior. You weren't
mﬂmﬂnm Normally, you don't sit with one group for an

hour, without giving a lot of input to the rest. The most you spent with

one group was 15 or 20 minutes at the most.

(Jane) 1 found that when children brought things to show in the moming,
because with the SATs [ tried to start as soon as | possibly could. So I'd
mﬁ—ﬁ-ﬁﬂnhdﬂﬁ-ﬂﬁyyumdnhhgy
You know, the assignment. And thea I would say, "Right, [ want this
$roup now”. Adhydwmhqnﬂqlmm-dlmlﬂ.
haven't got time®. Whereas, before, you could have done a day’s topic on




They actually had an author in who makes pop-up books and this child was
thrilled to bits and she came in, and she had actually bought a couple of

these books and said, "Please, please, Miss, can I show them,” and the
teacher said, "Sorry, I can't do it now. You'll have to do it tomorrow.” |

was waiting to watch the assessments and I said, "Why don't you come and
lhnwme?‘Anthhtthﬁuhupmﬂﬂnmmhppy But the teacher
didn't have time. And I fully sympathized because I wouldn't have done.

Shwnmﬂﬂmhdlupnﬂllnhmﬂwummwﬁehh

Even if you didn't have the moderator you knew you had to get through
four groups that morning. And I used to think, "If I don't start now I'm not

going to get through them.”
But despite their despair at the intensity of the testing period, Jane and Patricia

It's made you focus more on the points that need to come over. You think,
if this is what they are going to be assessed on next time, you really try and
hone in on those main points. Which I think is good in a way. I mean, I
mﬂnhmmm

Oh! It's lovely. We're hatching oggs and we've got tadpoles and changing
into frogs. It's so much lighter. Their writing’s improved and you can go

Mary was really enthusiastic when she started the tests, but things fell apart at the

end of the second wesk. Mary's children became bored.



At the end of the fourth week, Mary stopped anyway.

I took a week off. Not a week off school. 1 took a week off the tests and |
went back to my normal routine. I only had the Level 3's left to do and it
changed the whole attitude after. I had to do something because they were
getting quite restless and bored during that week and all I did was catching
up work they could continue the next week when I knew I would have to
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Mary felt that her teaching had changed completely during the testing period, and

she was deeply resentful.

I think that it has been imposed on us and I think we've all done it like fools
really. . . . We had no choice at all. We were presented with a pack and
you knew you had to have a result at the end.

1 did feel very negative about them. 1 did and I still do. . . . I did try and
make it as interesting and innovative as possible. But obviously with the
maths activity which you're doing with about ten groups, by the time you're
getting on to number nine you're not feeling quite as sparky! . . . I tried to
be objective and some of the things were good, the flosting and sinking and
the maths game. They are things I have done in the past and they are good
primary practice. But I folt very cross that they were forcing me to do
them and to fit children into slots, which you can't do anyway. | mean,
what a child knows today he might have forgotten tomorrow

Sophie also feit the tests became very mechanical and she didn't like this as at all.
I think it would be a sad thing if we all became automatons!

Susan was worried her children wouldn't know how to do some of the tests 30 she spent a

number of afternoons training them.

In the English, the non-chronological writing, they hadn't done it . . . . |
spent the Wednesday afternoon doing it. 1 thought, "Right, even the
poorest child in the classroom will be able to do thet; be able to sit down
and do whatever they said. But it wasa't tested. . . . Nobody informed me
of thet. . . . You see, they changed it. You get all this information. You
plan the work, and thea, all of a sudden, they're aot doing that, they're
doing something eise. | mean we haven't had much time to digest it, have
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Pamela had a similar view:

There was another reservation I had about the SATs. We were asking
them to perform tasks of which they had no experience. Andywmre
anybody for an exam by giving them a similar experience. The cooperation
we were asking for, “hﬂmukdﬂmnmmkmthn“ybﬁfei
. I would have liked more time to give them the experience in workin
gmupsotlnttheylllputmqnlly Bmuaeﬂntwwlﬁtmlnhq
Because, whenever you had a group, no matter how you did it, you could
not get people who were shy to say what they wanted to say and the
1 mean, if you look at the way I would teach normally, 1 was just talking to

someone the other day, this year I don't think I've made a single word card.
That's gone out the window.

She was also upset at the level of coercion that entered her classroom.

One kid in my classroom, he was a very shy little boy and he wouldn't do it.
Henldhedﬁ'twﬂtonlkglm And | said, "Come on. You can
doit. So I sat down at dinner time said to myself, "Well, I've got to tick
aometl-goﬂ" and [ just made him make something 30 I could tick off his

Of all the criticism, I think the thing that is hardest for me to bear is the

Childrea's Learni
about this?
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suffered were the ones who were not in your groups. They didn't

get your attention. And the quality of their work went down. You

didn't have the time to sit down and go through what they had done

that day. The quality deteriorated. Everyone's work went down

when the tests were going on. The children loved doing the tests,

but this was because they got your attention. Only one child asked

if it was a test!

‘1\

The most worrying aspect of all this was the fact that where there
was a class that was a mixture, where reception children had just
been admitted, those reception children rioted. They rolled on the
floor. They clobbered each other. The were filling in sheets where
it said colour two fish green, two red, and three yellow, they were
SAT activity. Those children had no model of behavior. They
didn't have any teacher input. Tlﬁyibﬁ‘tmﬁeuﬂmaﬂ-pwnh
the teacher or with other children. They had no model of am
mmmmﬂﬁEﬂﬂwmmgﬂﬂmm
get on with.

J Sometimes they would cry and scream in the moming and you
mﬂdny.'lmgmmhﬂnl' You'd be trying to do an

men ﬁdmmﬁhﬁm“mhhp.mbyw

mymkmw lﬁanswﬂh:dmuﬂhyﬂhgﬂlg

hhﬂﬁ*nq&hmﬂmmﬂmm
without attention. Only to a certain extent though. Their
concentration span is a little bit more than the others though.

I don't think it was even a noutral experience for those children. |
think it was a negative experience. That's the most worrying thing.
lt':mtmthdnymlﬂt I think their behavior was
regressing. They had no idea what school was all sbout. They
didn't know how to put things away or get things out. It was
awful.

and the attention too, but at least one of them burst into tears. Why did thet happen? She

m‘
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M &gofmyhﬂs;hﬂm.hhdhammymmmme
tests and had been at that particular one for three hours. I started
ﬂlmﬁmﬁMIﬂmmmhymm
the test is fair?" he cried!

M Well, when I composed him and quietened him I said, "Look,
there's nothing to worry about, I'm not asking you something that
you'll never understand.” But he thought 1 was asking if he'd done
it in a fair or unfair way.

To a child, it doesn't have the same meaning, fair in a "fair test”.

M Not at all. You're quite right. The point I'm trying to make, by the
he's a very, very reticent child and he never shows feelings and he'll
never wait for you to tell him what to do, Matthew will have gone
on with his mathematics and finished it. And he's quite capable,
actually. Euhdnan‘lihqmndm,hmhmm
at it and he persevered right through, and I said, "Thet's it!" And it
mmhsmwhnfm'mmaw3m“m
guess work.

behavior in her class.

started. S@ymmmdﬂﬁumdﬁaﬂyﬁm
with them. So, the ones who had fhllen by the wayside, if you kike, were
ﬁmﬁ“ﬂhﬂymﬁmmmm
maelves, and they were getting bored and distracted. But this is what
mlmni‘ymﬁ *I've broken my pencil, why can't I have another{®
It was getting you up tight and I felt at the end of the fourth week I wanted
to stop.
Mary went back to her normal routine for 8 week. But how did she fieel about the

in our ares especially noed structuring with the three R's quite honestly and
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if they lose two weeks of that . . . I'm not saying that | wouldn't include
things like floating and sinking, I would do that, but that would come into
my topic and into my book and I would gauge it as | wanted. [ would
know how much to give the children, when they were tired and when to
switch to something eise. But being geared and structured to complete a
set of tests would not be part of my pattern again.

Jenny had a similar experience. What concerned her was the way teachers were
obliged to deny assistance to the children in the interests of ‘fair’ testing.

It's a very hard thing. If you're a caring infants teacher you can't see a child
struggle. . . . We'd done a lot of shopping you see, they were used to that.
1 did have a group of little girls who are not very -, well -, they're shy.
They didn't like making their feelings known and they don't like offering
the one who cried desperately needed the prop of her word book and in the
end I let her. I couldn't stand to see the poor child upset. But, of course,
her assessment was ‘working within Level 1° at that SAT.

Did Mary'’s children benefit in any way from the experience?

No, I don't think they did benefit because they were doing so many silly
things as gap fillers to fill in their time, colouring in. And if | showed you
what Clwyd gave us as gap fillers for these children you would be amazed
that they would give such things to 7 year olds. Colouring in. How many
words can you think of that begin with C. Well, you give those to children
in our area and they can think of Cat, Cap and that's it. Well, they're so
many more words beginning with 'c. "Can you write this for me in my
dictionary, Miss!" This is what you had.

Who produced the activity shoets?

A practising teacher, who was trying to be clever and please a little band of
people that she'd beea given a job to do. "Well, you're a good teacher.
You devise something that can keep these children occupied.” And I didn't
take one of them out of the pack after that. | dida't take one of those gap
fillers out. I thought, 'l do my own.

discarded during the tests.



E Although 1 did have a lot of time with a few children for short

spells, I do think overall | was neglecting them. Part of that is that
you get into a routine normally, m:ltlu:wm‘tmulmunn:

ﬂmmmmmuﬂyﬂﬁuﬁﬁﬁm xcitable
very easily, Mrbénmdam:dmdmormlw
I was losing them. 1 didn't actually. I had a supply teacher in every
Fndaynmmngfanwhlemdtheymbﬁwmv&yhﬂyl
found it 30 embs g. 1didn't know whether to irtervene. |
mlwflﬂymnlﬂlﬂ,mmlﬂﬂhﬁ*tgn That sort of
thing. I couldn't really believe that they could behave 3o badly.
They played her up. That's not to say that they don't play me up,
because they do. 1 felt that things like reading, ordinary, just
hearing reading, just keeping up to date with what they could do.
That went because I was relying on helpers to do that. . . . In the
mdmmmmuprﬂyweﬂ.hnldﬂm They
were heard, but for quite a long time I worried how they were
getting on. 1 knew what page they had read, and this sort of thing,
but it's not the same. . . . And | didn't do most of the reading
ms.bmsd:yﬂuddﬂthn

w They didn't have their normal curriculum, reading went by the
board . . . normal things that we would have done like visits to the
Iibruywcdldmnpmmt.hnuddgnbymm

E Very mundane activities a lot of the time too. . . . occupying type
E If I gave them a worksheet I felt guilty.

w Well, yes. Because all our educational philosophy for years and
years now is not to give children worksheets and filling in stuff. It's
all got to be worthwhile activities. Well, you can't do worthwhile
activities when you were doing the SATSs.

I had spoken to some teachers who had loft their SATs children to get on
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with it. Well, I didn't think that was quite fair. I felt I had to be with them.

A lot of people did that floating and sinking and let them get on with it. . . .

You see, 1 don't think you can do it properly unless you're with them, can

you? Nor with the maths, or anything. The writing you could. With the

science and the maths you had to sit with them to throw two dice and see if

they did it nght . . . . I don't think everybody did it properly. 1 might not

have done it property. I don't know!

Doreen didn't produce any “fillers". Her class carried on with their normal
classroom work. But, if she had spent approximately an hour with each group of four
during the testing, how did her class cope?

Well, they would come to me! I'd explain, I would say at the beginning,
"Well, I've got to sit here and this is important.” You get used to it really.
They just came to me as they normally do for marking or for words.

Doreen had been given some help.

Yes, not all the time. But I worked out that certain assessments would be
Doreen only tested for an hour each day. Overall, how much were the children
affected?

Well, I didn't teach at all. 1 didn't do any teaching as such because, you
know, when you gather them together for a class lesson or something, or
you introduce something new or you're doing a science topic. Well, |
didn't do any of that. But at least they did carry on with their normal work.
I never once said, "Oh well, draw a picture or something, or read.” | think,
really, that helped them, because they really didn't think there was anything
different going on.

But how did Doreen's children bohave?

Well, that was disruptive. 1 can't say that they were terrible, but I noticed
that they were different. Because, also, they do react to somebody else in
the room. They're not an easy class either.

Ann and Sophie were concerned about whether the children knew they were being
tested and the offect this would have on them.
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S 1 would say mostly they were happy because I spent the whole
time joking with them. I mean, I'm very lucky. The class I've got
now are really a quite extraordinary class. We've got a tremendous
relationship. Very, . . . | mean when I say, "jump!” they jump. But,
at the same time we can have a good joke, we can have a good
laugh. 1 literally joked my way through it. Especially one of the
maths one, the filling in of the sheets on the shopping. 1 mean that
really did, that almost traumatized my life. Because it was the one
that was 30 obviously a test. Fill in the missing blanks. It was
obviously the most like a test I think. And the fiact that the sheets
were printed. | mean the maths, handling data’. For a level 3 child
the axes were there, all the spacing had been done for them. 1
thought it was appalling. . . . If they had said to me, "Do a graph
sbout 30 and 30," I could have made them do the work, or, in fact, I
could have done a sheet, but as soon as they knew they were

S Oh, without a doubt. Definitely. No matter how much they
enjoyed the task.
A I mean, some of them even came to you didn't they, with their
reading and said, "Am I going to have my test this morning?”
Like Patricia, Pamela was concerned at the effect the testing had had on the
summer intake of infants in her class. However, her children also enjoyed the testing.

They were in their seventh heavon because they were getting an awful lot
of attention sbove and beyond everybody eise. And they were enjoying it.
Children wanted to join in when other groups were being tested. Especially
the infants who weren't involved in it in any way shape or form. At least
the class next door where everyone was doing SATs they all got a turn at
the floating and sinking. We couldn't with all the best will in the world let
our other chilisen do it. we just didn't have the time. . . . They were
asking, "Why can't we do it? Why can't we do it?"

But even though the children were enjoying the tests, Pamels knew they were not
doing the work she felt they should be doing.



Teacher Stre

June,

‘1‘

-

w ®

At the moment, what I'm doing about it is, my friend and | are
gmngmhdfmmmngmhmuynﬂmshupmthm
we haven't done.

Yes!

To resolve your guilt?

Yes! Isn't it awful?

Do you think it's awful?

are the government becsuse the children are the pawns in the game.
lt';hl:ehd:mgndq. Thsdqm‘udmn':bamhcked

lﬁvm‘tmmﬂnm mmm&m So
they can't report back what they are not doing.

Although only a few children seemed to have suffered much stress during the
mpﬁimﬂmmmﬂBMMMmM

t stage of the process and during the SATs themselves.

Mary, who had been really quite relaxed sbout the tests in January, told me in

It drained me terribly. 1 couldn't believe it was possible to feel 50 drained.
In our area we all work hard. ummu But I did not feel |

mﬂhmﬁﬂdd\ﬂ“ iministeri

g these tests. It took me six weeks

Sophie, who by June was pregnant and going on maternity leave commente

209
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My life is tolerable. I still love my job. But I didn't enjoy that five weeks. |
would have given up my job after the first week.
Barbara worked night after night to keep up with the work.
B It wasn't a very happy time at all on a personal level.

R I would say it's not the responsibility of the teacher to work night after
night. What do you think. What's your responsibility?

B What I think and do are two different things. You're caught all the
then, unfortunately, sometimes I do it!
Angela blamed herself for the stress she was under.
I do think it's a bit my personality in that I'm the kind of person who will
worry about things. . . . I think I was probably angry as well. I did feel

mmmwduludm&eﬁmﬂmwhd;lmnﬂudi

waste of time. And I was expected to look at the National Curr 1to
soc what this meant, and you know, there was tremendous amount of work

that I, that the two of us in the school, were having to do.
Were the rest of the staff at all sympathetic?

Oh Yes! And all the staff would say was, "We're jolly giad we're not you
Angels - laughing!

But this did not help your stress?

No!

To Condibi
Teachers in the study were concerned with many aspects of the

testing process. Were the tests fair? Waere they reasonsble? Waere they appropriate

Who hed devised them? Were the teschers suficiently prepered to administer these tests?
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A fair test?

It would take another study to examin
teachers made regarding the assessments and tests. All that is possible here to do is give
were amongst the teachers in this study.

Some teachers in this study did the reading tests themselves, but in other cases,

E Yes, 1 did think it was useful. But I don't think it's the only way I
would assess reading. . . . [ also thought that to do it takes time.
access to the set books at home, whilst others had not. The implication was, therefore,
Jane A lot of parents had bought the books. | had only six for Level 3




didn't quite get it. He had nine wrong. But I decided to try him on 2
(There was an assumption i
others didn't.) Many teachers felt that the reading levels assigned to the books were

were poorly constructed and of little value in determining standards. She had this to say

The reading, actually, I thought, the reading and the writing stood out as
the most ridiculous in the fact of the difference between the levels, and also

the difference between the Level 1 and Level 2 books. I mean, the "Little
Bear” book was 30 easy for them to read, and, in fact, in the end, I thougit
well | may as well SAT them all on this one because, like, there was "Mrs.
Jolly's Joke Shop®, I forget some of the others. Some of the others, the
children really had to have a sense of humour to read it, but the "Little
Bear” was 30 simplistic compared to the other ones that really if 1 had
tested them on "The Littie Bear” - Oh, I even said "tested”, that's how
cloned I am! If ] had "asecssod” them on the "Littie Bear” they would have

Yes!

Well, we got them all. We had all of them.
Yes!

Well, that's a first!
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(Laughter)

R Well, we're in the south of England now, and 30 we've got all the
claimed that all those rich parents in the South had bought them all
up, s0 they're going to do all right!

wbmlaua-ﬂmyhuqmd:ﬁmlhdmmm
at Level 1, and with the Level 1 books it was like written into the
teacher’s book that these were books that children would . . . have
at home and have experience of. Waell, how dare they. 'l'hzy'nn
middle class. My daughter will. But how dare they assume that
every person, every child would gain access to this kind of
literature. This was who the tests were devised for, the middle of

the roed kind of child.
R What kind of classroom or school did the government have in mind

S Our school. Out of my class of thirty three [ would say thirteen or
fourteen would achieve Level 3 - almost every attainment target.
Some achieved Level 4.

then anything were the reading because the Level Two, [ think
there were six statements about, you know, using an alphsbet,
knowing a book was a book, putting things in alphebetical order,
several things, but the Level 2 one, the one that stood out in my
mind was “read with some intonation and fluency”. Now that they
Mhﬂwmd‘nﬂhﬁyﬂhmﬂﬁwmm
they dida't use any intonation. They would have been very fluent,
Nilﬂhyit’nﬂlwﬁ-ym ons of them was
“Hello" a"H#!‘ i‘lﬁlhyeuﬂ'!dnﬂil‘ﬁyhﬂ

A The thing is, when you spoke to the sdvisors about this they said
they should be a 1. Aad that's caly becauss Sophis questionsd
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intonation whereas other teachers wouldn't bother.

S You see, I thought the N-1 rule might apply. But it didn't. And in
the writing they had to get all of them. You've got “writing isolated
letters”, "know that text carries a meaning”, "being able to point out
words at the bottom of the page”. In Level 2 you've got
"demarcate at loast five sentences”. 1 mean the difference is
incredible. I mean, some of my kids that I assessed at Level 2
wrote like a half a page story. They were really good. I read them
and | read them to the advisor. But there wasn't one fulll stop or
capital letter . . . 30 a half a page story that had taken them a haif an
hour was a Level 1 which was the same as Dave who came to me a
couple of years ago and couldn't hold a pencil. I mean now, he can
hold a pencil and he knows sounds and all that, but he was one of
my hearing impsired children and he was achieving the same level
as someone who had written & whole page simply because he didn't
put in capital letters. 1 think that work was a Level 3 really.

Angela was also upset about the requirement for capital letters and full stops in
order to attain Level 2.

In my opinion, infants don't really understand capital letters and full stops.
But to get to Level 2 they had to. Level 3 - well - none of them could get
Level 3 because that was the full range of punctuation. So, I mean, really,
I had already worked out with my teacher asssssment that basically they
were all going to be Level 2, weren't they? 1 really think thet if it had come
out at Level 3 it wouldn't be true, becauss I don't really belicve that there's
any 7 year old who can fully punctuate English and know what they are
doing and understand it. | mean, at secondary level they get those things
wrong, don't they?

Like Sophie, Susan had a number of comments to make about the way parents
would view the progress of their child and whether, in fact, the reading tests were cither
valid or relisble.

R The pareats’ brochures say that the aim is to raise the standard
around the country and that these tests will benefit the children.
There is this implication thet they can measure progress in a
comparative way around the country because everybody's doing the
same test. Do you think they achieved their goal?



No! Because I don't - it doesn't really measure progress. The
Level 1 is a non starter. Level 2 is the grade they should be at.

One of the things people have said is that Level 2 is 30 broad that a
child could be at Level 2 now. Next year they would still be on
Level 2. The parents would be no further ahead in knowing how

These tests are not standardized. That's the one thing they're not.
For example, the reading books. [ was speaking to someone who
comes to our school who's involved in the National Curriculum
testing and he ssid, the reading ages, they did them on the books,
and you know what the range was for Level 2 - Seven to Nine. So
could be tested on a reading age of 8 - 8%. Now that's why in my
to try and give these kids a Level 2. The easiest reading books only
have a reading age of about 7. The range goes from 7 to sbove 9.

You wanted to give them a Level 2. Why?

Well, I suppose a whole host of reasons. 1 thought you had to be
fair to those children, especially the bilingual children who had
really made a tremendous effort with their reading and could read
and had made progress and this should be acknowledged shouldn't
it? And if there is a Level 2 there for the getting if you can find the
right book, then I think I should try and do it - get the book.

This whole idea of faimess. Supposing your children had been
tested by someone outside the school with their choice of books,
not yours, and tested your children and decided that in fact 20 were
at Level 1, is that not fair?

with each child and each child in every other school around the
country. But there is a wide choice of book with reading ages
betweea 7 and 9.

So the government is giving this ides that we will get some measure
of the reading level of children around the coustry and you're
m'ﬂo,youhlot! Level 2 is 50 wide it gives no indication at

all really.”
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No!

I mean, you could, unless they were really bad, put most of your
children in Level 2 - if you were really pushed.

About half a dozen. I've had four non-readers in this year.

So it does make a distinction between the really hopeless and the

Yes! But they're going to miss it unless I find the rigit book.
Having said that, during the last half term [ went into town and
found another book that I hadn't been able to get hold of and I
knew it would be at a lower reading age and it is. It's about 7. 1
think it must be the lowest and I've tested two children on thet and
dﬂyput mmmmm-:mngdmman

Td'whﬂhﬂunhqufﬁuﬂ'“ 76.thﬁwutb

casiest one I could find. They're only allowed 8 errors - they had
12. On this book, I know their reading had come on a little bit, but
not that much, I think one kid had two errors and the other had 4.

Jane  The shepe and space one went really well and I found quite a few

achieved Level 3 bocause the assessment was quite simple and
straight forward. . . . The one that caused the most problems
ﬂﬂyuhmswﬂﬂhhn This is where
they had to know and recall sumber facts. People were wondering
how long they should delsy before they actually say the answer. So
if you throw the dics and, say, it was three and two, then how long
would you let them go before they would answer. Pauline seemed
to think it was just a fow seconds, you ses, but I added a bit more.
I mean, they've got to register the sumbers first, and if the dice are
the wrong way round they've got 10 turn the sumbers round



and two - five!" Aslonguymdon'tun!mm(m
with fingers). . . . there had to be no visible signs of computation.

Patricia Level 2 was ‘recall'. Level 3 was ‘instant recall'. So there was the

Jane

tests who said, "Oh, don't worry dear. Don't be too hard on them if
they do this a little bit. So what do you do? So what I did was,
where there was a discrepancy between myself and a teacher, and
there was on a couple of occasions when the teacher said, *I think
she got it!" and I said, “No, I don't think that child did get that.”
there was a maths sheet that went with it, a pupil sheet, quite
difficult with money problems on it, and they fell on the sheet if |
out anyway. It didn't really matter about the recall in effect,

In fact a lot more achieved that than 1 initially thought would. |

thought it was instant recall, but now we know that it's not.

Angela and Susan experienced the same problems.
Angela Thet one was a bit difficult. Where they weren't supposed to use

their fingers. 1 think thet was ridiculous because even adults use
their fingers. Weil, one or two, they were sort of going like that

should be tested in groups.

then again, they say you can work in a group. Alison next door put hers
into groups and put one good ons in each group 0 they all copied the
good one. . . . You see, group testing is very unfhis. It's the leader your
mﬂnmdoumwm . 1 dida't do it in groupe of 4 because
that's not a fhir test. lt‘um.dwcmcﬂ:nhmhy
just copy ons person. Some of them did it in two's, & lot of them did it on
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you!

In the dice test, children were not allowed to use their fingers to count. But Pamela

P

Luck played a part in the dice game. In some cases you could have
some very good throws. 2 plus 2 for instance. Yes, I would say
that some of my children were particularly lucky. But that's what
the rule states.

Yes! But you could still be very lucky. One of mine was very
lucky. It was like backing a horse as far as we were concerned.

The test in science that caused most problems was the “floating and sinking”
mmmmmmmﬁﬂmmmhnmm
m&ﬂgmmmmﬁmmmmm

There was an inherent flaw with Science 1, it sort of carried on
from part A, to Part B to Part C. In part B they could use non
standard measures. In part C, they had to show the need, or had to
mmn_ﬂdu_m&-mmm

d_whymhpﬁmﬁﬂlhp-ﬁﬁﬂm
use a kitchen scales that will oaly give you a 25 gram differential. . .
- 80 1 said, "Get rid of the scale, they're 0t helping the kids,” -ii
gave tham ons gram weights. It said, label to the nearest div ,
Well, it's sbeolutely stupid. mm:ﬁhﬂmmi
out. Because you had 10 have two objects that were very closs ia
weight 20 that the childrea could actually do something with it.
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Jane A lot of objects they chose were very light, like a leaf. Well, they
couldn't weigh it. . . . It showed hardly anything on the cubes. We
mmmmmmmm1mmum
on the kitchen scales.

and the branches she had sawn into little pieces made no impact on the scales.

)ention tricia that at least one newspaper had reported the
case of a banana that should have floated, but became soggy from continual use and
resisted all efforts on the part of the child to make it float. icia made an interesting

and Science 1 are assessing the very things we can't assess. We don't know
how they use and apply their knowledge, and how they investigate and
l!ypolm Mhmﬂﬂﬂthmﬂmmm“uﬂm

1 found on the flosting and sinking | was almost sinking with them. It was
tnnmﬂmfthmfymhke !hﬂlﬁﬁ:cfpmblﬁ-mum

Tﬁsmmymﬂﬁufﬂu 1 was like a child. lwnlnm
when they got to Level 2, but then 1 realised that their capabilities were not
foraLevel 2 .. .. but it was rather dis ting, especially in the floating
and sinking. mymmw#hﬁnﬁyﬁmmﬂnm
probebly an — ,,:;;ot‘mz AnddmiwhmlmmdmdQ it
mﬁmdoit.

Angela just got fed up with the floating and sinking and didn't bother with Level 3.
1 didn't have any problems with it. I only just fitted it in and to tell you the
mﬂ.nﬁ;-ﬂﬁﬁitﬁiﬂlwﬁﬂd‘dﬂqnhlm
bother with the Level 3 floating and sinking.
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Well, they might have. But I found it very difficult to understand. And I
couldn't actually see what was different between Level 3 and 2 really. 1
couldn't see what else the children could tell me about floating and sinking!

(Laughter)

Appropriate Tests?

A number of teachers commented on the wide age differences within the Year
Two classes and the effect this could have on performance. Wendy and Elaine felt that the
way the assessment and tests were administered was unfair because some children were so
much younger than others when they did them.

E It is what I have been saying for a while. I think it is all very unjust
really. January and February, from that time on to June, July,
usually you would expect to see quite a lot of improvement, and
maturing too.

In what way did Wendy and Elaine think the system was unjust?

E You have to give a Level don't you? You have say at the end of the
year. And you're basing this on something, on an assessment you've
made in the Spring Term. You're talking about several months.
The school year's only from September to July.

R Unjust is a strong word. How were the resuits going to be used?

E Well, they're going to be given to parents and I think they're

misleading.

Pamela had strong views about the inappropriateness of testing 7 year olds,
especially when some of the children had been in school much longer than others.
However, she believed the Summer children did not do as well in the tests and she also
treated them differently in the classroom.

There's an age problem as well. With the Summer children. Yes, some of

my children are very young. They just haven't been in school long encugh.

1 mean, the older children who are virtually juniors have s different
approach to work even from my children. . . . I don't think SATs is a fhir



Yes! And we had the opportunity to look at the class who had been in

school longer and we feit that if they were going to be doing the same
things we must give more to the children who had been in school longer

because they were going to be doing better. And they did. It was born out
bywhatwcfelt

exercise, even though they thought the SATs were a waste of time. Mary felt the tests
needs children in her class. Because there was a high level of teacher judgement and Mary
large number of discrepancies | i
of children who 1 know are in better class areas than ours. | would
love to see how they scored on these tests. . . . | sometimes think
Mmd&pﬂﬁm:ﬂ&nﬂy And then, of
mngnmgnuhynﬂﬂn,dnﬂﬂu.m:tm
siow learners. And it's proved a point to me, quite honestly, that. .

. it catered more for those children, but I really, really think that
dwymmusyfnrpdelﬂtu

R Are you saying thet if these tests were done in a school where there
were really, mﬂyh‘hdﬂiﬂnnmdﬂadmnv 18
expoctations were high, no discipline problems and hard  wrd
mmmmmmmm




80% of the children around the country will achieve Level 2.

M I find that very hard to believe. The question that I ask is, "Were
they fair tests for the whole country?” There are children there who
have read endless books. My children can't even put a full stop. If
they put a full stop it's all at the end of a line. That's as far as they
can see. But there must be children there who were achieving
wonderful work, but I was assessing on what they asked and my
children achieved Level 2 and 3 creative writing. Now if that work
was put side by side with another child's work in another area who
had got a Level 3 it would be paltry.

R So there's quite a big range?
M Yes! 1 still can't see that those tests are standardized.

R But you think that was the purpose of the Government to compare
one school with another?

M Oh, definitely. But I think thet could go out of the window
tomorrow. I don't think there's any need for that. Because I still
think children at 7 are far too young. Again, they didn't realise it
was a test, but some children in other areas do. We have to report
to parents.

1 still think that overall they were good. And I still stick to thet. I'm not
saying that I would like the government to devise a system for me to do
this. I think it could be something local. It could be anything. It could be
within a school. It doesn't have to be each school doing the same thing. 1
was trying to tell the staff lower down the school, it would be a good idea
if they did a test of their children at the end of the year, because it changes
your outiook completely on those children, absolutely.

As far as the tests in science were concerned, Mary felt they took time away from

If 1 had had that time I could have dons 8 super topic and my topic would

have been electricity, quite honsstly. And I folt the children could have
gained more by playing with the little boards that we've got and
experimenting and doing all this sort of thing than repesting floating and
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Nothing. Absolutely nothing. 1 suppose I'm trying to be positive and
trying to kid myself by being rather pleased at how the children have done
better than I thought. I know I keep coming back to that, but as far as |

the tests would be reduced.

ldon‘tnunypoulmmmqﬂmdownnﬂ I just want them scrapped

and just do teacher assessment

. I don't know how they are going to cut it

down to any value.

D

O ®» U »

That's ridiculous because the measures differ from one school to
another; from one county to another. It's ridiculous, isn't t? My
standards are not the same as somebody’s down the road. So it's
not standardized. . . . | mean the criteria are quite well defined,
mlywhnymhnkiﬁm.hnmﬁuhhﬁdimofh
meetings that we went to, we were asked to bring pieces of work.
We were sort of looking and saying, “What do you think this is,
Level 2 or Level 3." "Oh, that's Level 21" And I was thinking,
“that's never Level 2." You know? So I think people are still
learning, aren't they? But for Level 2 it does say, it's got to be two
sentences.

Yes, they are.

Yes. I tell you the one I had difficulty with. The oaly one | was
sort of hovering about, was oae of the maths ones where there were
only two statement of attainments and one of them was,




' 'm standing in front of that board and I'm doing this with
ﬂmnldﬂdﬂﬂkﬂwdﬂﬂdmmmﬁﬂ,mlmm
all at Level 2. Now when it came to indivi ition of odd

nﬂmnﬂs&hﬁﬂtﬁmﬂ‘tmm Nmthﬁﬂ'inn
w:ytlmdildrmnlsvﬂl But at that particular statement of

nent, because there are only two of them, they have to

d:evethmemmﬂkvﬂz And I thought, "Well, I have this
ilamml. Wiﬁdoldn?' Baamnlnﬂydxﬁ‘tmmputhsn

va‘ym Thlt‘sﬂgonlymlludlpnbhnmthmy
conscience about.

Barbara's assessments were done in & hurry. She didn't really have time to assess
properly 50 she found herself guessing what level her children had attained in order to

They were very sketchy. I pulled figures out of the air in a lot of cases. . . .

what they can do in a couple of weeks. But for the science it was

impossible to know how much they knew in all those subjects. So it

we should have had a SAT and no teacher assessment. I couldn't see why
Barbara was one of the teachers I worked with who admitted that her assessments
were not based on work done in the classroom. [ asked her why she did this. After along

I couldn't put my children through a situstion where they had been in class
but hadn't been through the system. Also, I dida't know what would
ﬁpﬁhnﬂﬁ'tdnl




improved becsuse of the demands of the National C

A
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Myseif and the other teachers feel that we're just trying to get all
U\eﬂumﬂntaremdmmmuu“‘remmmym
Wempuuchngandthnhg,'()hdnﬂ Wehm‘ldmatlm.
Oh. Dear! We haven't done this. . . . What we did, we went
through the topics and divided the science into three and during the
year we covered levels | and 2. We didn't bother with 3.

Why?
Because we were having a job to fit | and 2 into the year.
Would the children in your class have been able to do Level 3?

Well, possibly. But there again, I think it is an impossible thing to
try and achieve - to teach all children at different levels.

Susan couldn't cover all the work either.

With some of the things you had to add up all of those attainment
targets and the childron aren't tested on every attainment target,
say, maths and science. I felt | had to top them up to be fair.

What do you mean, “top them up?”

Well, I hed filled my Sandwell records in at Christmas. What the
children had done up until that time. Then I filled them in at haif
term. But then there was another half term to fill in. Now, |

go through and fill them in again.

No! Nmmmpﬂﬁhmnmﬂm
of the topics I had dose. Slthpafﬁrﬁpmnm
there are things like, "moving things®, "how things work® and

30 how could | shade it in? . . . So those are left blank because they



haven't been taught yet.

R But then, when you come to do the SATs some are related to your
teacher assessment and you wouldn't have had anything to compare
them with, right? . . . You've filled out some as working towards,

but they haven't done it, right?
S Yes!
R So it's a bit misleading?
S Yes.

the grades she gave were fairly accurate. However, she knew of at least one teacher who
wasn't 30 diligeni.

Well, I've got this friend of mine. She . . . it's quite a good school . . . she
shaded everybody with Level 2. is:-d.'mdﬂg'ndﬂdthahtm
at Level 2 and she did the tests and the ones she thought were alright she
let them throw the dice until they were up or down to exactly what she

thought.

What did Susan think about this?
1 thought it was very good because I knew the school. And I know those
kids are pretty good. Out of a class of 32 she had 10 Level 3's. Well, she
might have had a few more in everything. She thought, "What's the point

in wasting all this time?" But in a school kike that you can do that, but in a
M%mnﬁuﬁmﬁhm

S I shouldn't be saying this on the tape.

R Well, what is the purpose of having everybody doing it at the seme
time all around the country? What's the reason for that Susen?



[+ -]

Well, you've got to standardize things, haven't you? Make it an

Oh, No! You know what our’s are like. They go home for a
couple of weeks over Easter and some of them wouldn't have
spoken English for a couple of weeks and they need a few days to
get back plus the fact, it was Ede, wasn't it - the end of Ramadan,
just after Easter? One is at the end of Ramadan and one is at the
end of the pilgrimage to Mecca. So we had half the class away
when we came back.

of Ramadan. How many children out of 29 speak English at home?

Five
So the majority

Yes! Well, some of it. The first day back I had nine children. Now
you know this clever plan they'd got where they had grouped it for
you - which was ridiculous. Well, 1 had all of my groups worked
out but then, of course, when I went to test them, none of them
were there. So as for this planning. It was a complete waste of
time. They trickled back. But having seid thet, it suited me fine to
have only 9 children. Oh yes! Because I could test them easier. |
mean, here was the Head complaining about the timing but there
are two ways of looking at that. From my point of view it was
great. The Head dida't have to do the testing!

As far as doing the tests before Easter, if you don't believe thet
there is any standardization around the country - all things are not
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mmdﬂﬂmmﬂmmmm does it

S Well, 1 think there has to be some standardization. There needs to
h:ﬁﬂdﬂewb@yﬂmtﬂw Ymm‘ttmth:p

involvement in the testing process and this could lead to bias.
P I think that in a small school teacher’s knowledge of the children is
too great. . . . | know, myself, thet I would have given a child

P Yes! Thet's what's wrong with it. You're too involved with the children.
You want them to do well. And give them a bit loager. If you think it's
there. . . . You don't want them to seem a fhilure. That's what I've got
q-nilnSATl. . There's to0 much teacher involvement. Because
yau'n mthqhﬁﬁ. Ymﬂ_ﬂynvﬂvdn_hh.

whﬁhydm’thinnm Mynhm lfyuuﬂwﬁi

Patricia and Jane were critical of the people who devised the tests.

P 1 doa't know where they got their ideas from because they're
slready giving out information as to the evaluation of the SATs

before ever having asked anyone.

J There are obviously committees organised, aren't there? Set up to



J But they're not. And this is what [ find. There might be a
committee there talking about this assessment, and none of them, or
maybe one of them, twenty years ago, taught in a Primary School.
And this is where the difficulty is. They've got no idea, 1 think, of
what goes on today in a Primary school with six and seven year
olds. Tluyhve-ndulmmm. Tln’:’ntheidd‘yﬂ Wem

done and that's the ideal situation. &nﬂn:ﬂﬂm“'y
rarely exists.

P This had been billed as a National Trial, therefore if it is a trial and
there’s a proper evaluation then changes should be made. Basically,
I think the Year 2 teachers want the 32 TA's scaled down because it
w&rtoomy It was ridiculous.

had chosen them had no knowledge of infants.
even know an infant. I thought they had gone into a book shop and picked
up books for Level 1 that looked like a child's book but they hadn't actually
looked at the vocabulary because some of the vocabulary in those, you
know, it had a big picture and one line - therefore it was an easy reading

book! I felt, I mean, one of them had the word fragile, which, for a Level |
reader, they were very difficult.

either the National Curriculum or the tests.
R Have you ever felt that you were part of the consul

tive process?
P No! At no time.
documents. vmuu-hﬁ-m Mmﬂ-ﬁ-j

Mym-ddmd‘mpb Wﬁymgmumym
that you were perfoctly fres to write and say what you thought?



P Oh Yes! We did! Oh Yes! Our school did write. The post holder
mmm:ﬂm“umﬂﬁﬂ
our feelings on it. At every single available of nity we said this
was not appropriate for infant children. '!'humpodlm
practice. It will be wasting our time. We don't wish to do it. And
n“mﬂym Mﬁmwﬁmmh

w »

So why were you ignored? If there’s a consultative process but
mﬁmﬂhﬂl“w&.mﬁhﬁﬂnh
mﬂn‘:mu‘thq_d Qﬁmmmﬂﬂ
mine . . . what's the point of the consultative pe ,

P I think that unless you're involved in the teaching you forget all too
quickly as you get older, exactly what children of S and 6 and 7
back to their own pasts and when their reflections of their own
pests are not what really happened but what they think should have
happened, [ don't think it's quite the same.

R So what you're saying really is that the people who are constructing
the curricula are not in touch with what's going on in teaching?

P No!

It was alright to say we think this should be done. It had obviously been
dons by people whoss knowiedge of how the infant child mind works and
how infant teachers worked and how the school day goes was very mited.
lh’tﬂhﬁyﬂfﬁ—ﬂhnmm
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J Wﬂ_lmhgﬂy nﬁuthﬂ_gaﬁhmﬂh.

ﬂmmﬁwmlmmwmhm
bilities are. | get carried away with what [ would kike them to
ﬁhmhﬂlﬂﬂﬂ:wﬁshﬁmlmm
with this. thmwmmnmmmlymwm
you are really capable of delivering or what your children are really
capable of achieving within a set time. They've gone overboard and
thought, "We'd like them to do this and we'd like them to do that,”
forgetting that there is a limit that can be done in any set period of

’\

practising teachers are involved in developing this.

J Well, yes! But, it sounds a bit like knocking it, but I've got to do it,
either they are out to impress or they're afraid to say, "Hang on a
minute!” It's very easy to forget when you're out of the classroom
and carried along by what other people have been doing. It's
hmudmmmnﬁm:ﬂl‘nmn“m
happened because, the area that I'm in, Telford, is a fairly poor area
mmpmmmmmmm-ﬂm;
fairly high level.

Jane 1 just think the whole thing is a waste of time.
It's not telling us anything new. I think we always need to aseess
reading 90 if there are any special aseds problems we can highlight
thm We always do it anyway. It would be nice to do it
ally. It would be quite usefil. It would be no problem. They
mﬂmﬁhﬂnm you can take it home and assess it in
you own time.

P Yes, alot! About the sumber of criteria you can assess at any one
time. Being more specific about what you're actuslly assessing.
Setting up the activities 20 you are sssessing what you want to




\1‘

brougi to the fore. . . . if that was made the important issue and
ﬂmwmm@lﬁﬂyhﬁwmmammmn
how to do it now.

It's making us focus more on the attainment targets, 30 particular}

mmﬁdnmlm“ﬁg(ﬁnﬂm)mn
out in huge sheets and split us into three groups and wrote down

whwewuﬂdﬂpmldﬂdmdmom:pﬁﬁah‘kvﬂcf

ement. And then she spoke on how we would use that in our
mm So, really it's making us absolutely focussed

on what we are doing.

Were toachers going to be better trained at assessment now?

P

You don't know whether this information is actually going back to
the training colleges. . . mmm“hm

P

dnn‘tﬂﬂ“udm Wc‘mmmm
ariculum, 30 why bring in something else.

It's dead simple, because you sit them all down and it's done by
break. It's standardized as a raw score against their age. So you
9ot a pretty good idea. . . . But | would rather adopt something
dnghhcfhﬂ'l‘lnﬁt—hﬂnlﬂmm

reading tests varied from school to school and from teacher to teacher. Jane, for example
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was no confidence in the SATs?

mtmmmmmmdwﬁemmpLaéI
or 3, I mean Level 2 is like that (very wide), 50 it's probably going to give a
more specific idea.

P Well, I always work in groups.
J 1 don't think that was true of me either.
nudal;anﬂieudt:lmﬂdndﬂkdthtmmiﬁhmmb'mmadmlh

Basically, I think the idea of a SAT was good. ltliﬁmlmgrﬂgnﬂs
all of this the children's true potential. I had terribly un them.
an“m:ﬁsm&mmmwm In
a school like ours, for example, where we've got a high percentage of
ﬂuwﬁmﬂmﬁ.hym,ih:ﬁyﬂhnmofﬂn

mmmmmmﬂqﬂﬁﬁnhymdh l
tried to say, well, you've got fingers, if they're desperate, you know. But |
tryuilglhmmknﬁ-mﬁ. But the slow learners were

ieving more then 1 expected, because they were sbie to use counters
-ﬂuwm'-qﬂe' The same applied with science actually. Science
1 was oral. Describe this, the objects that we had, and they were O K.
Now, I put one child as working towards Level | and he got Level 2. A
slow learner. Now if you had asked me this before the SATs, my teacher
assesament would have been working towards level 1, becauss whenever
we did science he would sit there and say nothing and woulda't contribute,
but on a one to one question basis, on a specific topic, which it was, | mean
these materials, there was oaly one question you could ask, you know,
“Describe the materials.” 0.K.? So from that aspect | was pleased with
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the outcome. Overall, | would say, the initial tests were too simple, that
some of the Level 3 ones were too intense on too narrow a subject.

Wendy and Elaine had mixed feelings about the value of the tests. I asked them if
anything good had come out of the tests. After a long silence they replied
E I think we've already mentioned, being released to work with small
groups. I mean, that was a luxury for me. That was great.

Therefore, they actually probably achieved more. Conditions were

favourable. In that sense, some of them had a chance to develop.

Smcfﬂgmtheymﬁm I wasn't too happy about
sment activities.

| attention's a good thing or not.

E Because they were able to work in small groups then I did find out
and some children did surprise me a bit, pleasantly.
What about discrepancies between teacher assessment and SATs?
E Not alot. Just some. It was mainly that they did a bit better than I
thought they would. I was just thinking, though. If we start
assessing in September, if we assess and say, that's it, and put it
down as a level. If we do, then, test, there's going to be a vast
difference six months later.

w 1 don't see how else we can do it and keep our normal classroom
situation going.

E But then we're going to have even more a discrepancy than we did
this year, I think. Olh-wnﬁ.wﬂhwtopﬁdmﬂmdﬂnﬁ.
“Oh, well, we'll put her down for a 2, she should be 2 by the
Summer. It's getting ridiculous.



would be surprised if a lot of people haven't done that! .
W Because | think they would want to get everything done in time.
assessment and tests were similar to what she would do normally.
I think some of the science things were nice to do. But it's nothing that we
dm‘ld@myw:y We have a reasonable science program going. We work

in groups. We have the children in small groups for science anyway. .
We do different activities with groups of;, say 12, whenthey‘renllmaf

quite actively engaged. . . . We're working to the attainment targets, we're
thnhuupmﬁrﬂmmdnwhntbmmm

-~

Yes! I could have filled them all before | started. Yes!

v

S Well, yes! But you're always wiser after the event. If 1 knew what
mmmuﬂuSAT:-ihwlm“m.nlmﬂn‘t
have bothered. . . . If 1 have to do them again - everything - [ shall
it - or invest all the time I did invest. It was all new to me and |
thought, really, I must be familiar with every aspect of it - have it all
st my fingertips 30 I don't make asry mistakes. It was silly.

~
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administered in the past was satisfactor

S

We have had testing in as far as every school had done their own
testing. Every school I've been in the children have been tested
every year. Usually the NFER or something like that. English tests
and maths tests. Although all schools haven't done the same tests.
So I suppose it would be a good idea to bring them all into line.

Oh Yes! But you can get situations, particularly in Sandwell where
standards were very poor, and where the kids were told, "Oh, they
were doing very well," and all that sort of thing. Then they found

indication of a child. If a child is up to standard. I think we have
had in the past, at some schools, and these are probebly ethnic
Mvﬁehhﬂ:“mhmwﬂﬂowijmmﬂ
the parents believe they're doing really well academically. In fct
they are not.

Well, I think you can determine the reading age, can't you? That's
straight forward. Aﬁhmwﬂhm pretty straight
forward. But the maths is a little more difficult.

So you think it is possible to devise a fair and reasonable test?

Well, no! Well, you don't even have to have tests. If you have a
Natioaal Curriculum you know what kids should do. You know,
kids in the top juniors should be able to do long division, this sort
of thing, decimals, fractions. You know what they should be able
to do. And if thet is down there you know what kids should do at
thet age.
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R Do you think that every child should be doing the same test at the
same time around the country?

S No! Idon't think it needs to be tested formally. Butlthmhtemid
be left to teachers. I think we should have a National Curri
actually. Well, some of it's absurd. ldnn‘tkmwwhnidﬂwnnup

R Yes! Bmdiﬁ'enlﬁ‘mkﬂﬁemdpaopleﬁﬂﬂmu;
flexibility within it - that you can still be a professional teacher
within it. But, I'm interested in what you have said about testing.

S Well, the testing isn't fair. They only test a certain number of things
on the SATs and it's not a fair reflection is it?

R Well, how would you set it up if you were doing it?

S Well, I think the English isn't bad. It just needs to be sorted out a
bit. It isn't that far out. You need a preliminary level. Reading
only has to be changed a bit. The maths - well, there is a lot of
formal testing at a young age. It doeen't take into account that
children do more practical maths tasks. It is rather formal from an
carly age. But I think we should be able to draw up a program of
what children should be able to do at a certain age.

It might, eventually. 1 don't know. But this is the worst class | have ever
had and the worst class for reading and everything and thet's because they
supposedly started the National Curriculum a year before they came up to
me. But the teacher said "We haven't bad time to do all of this - we've
hours in the day and oaly so much you can teach.

R Cﬂymhﬂhmnhﬂﬂt“mmﬂ&:mmn



P Yes! If we were given the books which we didn't have. We only
had three. In our school we do a very similar test anyway.
to compare one school with another. After a long silence she replied:

P This is difficult because you've got to take into account areas where
the children already come into school prepared.

R Well, what kind of school are you in?

» v

P I'm in a very middie class school where I would say half our
children come in already reading - to some degree. And, have had
some reading experience. Bml‘wdnuqhmmmdm
the borough where they come in and have a job remem who
they are. Thnqﬁnnmhnﬂﬁqwmﬁm
our children, obviously . . . it's a good test for them. 'ﬂuylmk
mmmﬂ-ﬁﬁmm:ﬂm

R So yours is a high performing
P Yes! ...

R I think what will show up and what is showing up is that where
poverty is grestest reading levels will be lower.

parents.
P 1 don't see why we need it if there's a Natiossl Custiculum. 1 can
ﬂlhmwﬁ“mmmlﬂ

wlw-—'t

mﬂlﬂimmmﬂ:ﬂh' SCause



We should have a National Profile really.
We know where we are, 30 there's no need for these tests.

I really feel there should be a National Profile. They gave us a
National Curriculum and then every school has got a different
method of profiling and if a child moves from one school to another
it sometimes makes it harder instead of easier because they have
different ways of recording.

Why did Jane and Patricia think the government didn't introduce National

Profiling?

P

P

They didn't have time. 1 think there would have been a lot of

I don't think there would have been.
The Unions would have opposed it.

Schools have to spend an awful lot of time working out these
profiles.

Provided it came from the teachers up and it wasn't informstion
change it when they had already ducided.

1 mean, some are more extensive then others, aren't they. A sheet
for maths, a sheet for language and a sheet for science so far. But
some schools have got wads on science. Ours is fairly simple and
straightforward.

Well you get down to the end of the day, all | want to know of my
children coming homs is, “Here, this child is sbout averags of 50.”

Many of these profiles and record of progress were very lengthy. Who read them?

]

I would have to look t0 ses who are my Level I's. Otherwies it
would take me a fow weeks t0 work that out. . . . but in my school
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I'd probably go and ask the previous teacher before I'd look at the

You only look st the most up to date information. Never mind
what they did at five.

We don't write anything down now about personality. You've got
mhnmﬂﬂmmmmnyﬁymthﬂnﬂ,m
of the parents. You're not allowed to make any observations which
are not directly relsted to how they are working. You can't say,
“this child’s come from a broken home and this is why his work is

vam;rpm” will understan

ud, 1, 2, 3, but they wouldn't understand the
Whhﬁyﬁlwﬁmﬁhﬁ: Theyll

E

lfhyhawthn’sLnﬂi Level 2 and Level 3, I think theyll be
bitterly disappointed if they're not Level 3. 1 will try to sort of think
of the idea that most children will be Level 2. I will try and plant
hhhhh&hﬁ!ﬁyﬁﬂyﬁhmﬁ ldnlﬁ
want to disappoint them. I doa't want them to be disappois

their children either. Anildm‘lmﬂyhnwlﬂim-
what the reaction will be.

w

This is the main complaint in the report I wrote. . . . I shall have to
say to the parents, "She's a pretty good Level 2".

Well, we will (laughing). “She’s worked really hard and she's just
managed to get Level 21° 1 should think that most of our parents, if
their children has got Level 2 will be quite happy with that.



241
well!®
E Oh, 1 shan't enjoy that one at all.
Would parents view Level 1 as a failure?

E If they're late developers, or if they're very immature, or if they're
Smhﬂd:y;wmmhnﬁ.dmﬂzhpemﬂiﬁtMm
time they're tested they'll do so brilliantly well that you'll say to the
teacher, "Look how she's come on!”

Would it be a problem?

E I think it might well be.

w Bmmofdndi&umﬂmi:mcfm:! if there
was maybe 5 achicvements in Level 3, they would do maybe 3 but
MM&MMZ

down who are just reaching it and some other children who are almost on

Ym.dvudwi—mmﬁrmmlmiwnhm:i
the profils component. Now if they don't ask me, I'm not going to say
much about it. mﬂhin_ﬁdym'mhﬁiyhﬂhdn
achieve to have Level 27° Then, I'l get the documents out.
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I put them at 2. Because | did it again and again and again with them until

As it is now, at the parent's afternoon theyll be given the reports on the
afternoon and they won't be able to make head nor tale of it. . . . the
parents that will come, they'll be mothers. They'll have a trail of children
behind them and they won't be able to make any sense of it. Some of them
will, but if they went out a week before hand older brothers and sisters,
some of the fathers - a lot of fathers can read English - they've been
brought up here and got a wife brougit over from Bangladesh who can't
speak any English. Mymﬁﬁunﬂmﬂh&mg It be
a waste of time as far as the parents are concerned, except for a few

S Quite hndyldm‘lhmv Nowhere on the report . . . it's got
Lﬂdliar! . . does it say what they mean.

R I think at some stage the idea is thet you would explain that to them.

*Yours is Level 1 and yours is Level 27*

S Well, I think i would take s few woeks.
R For them to understand that their child was Level 1?
S Yes!
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P I think that they're going to realise when they get the report how

little they know. They thought they were going to know a lot more
and I think when they get the reports that they know no more than

they knew last year.

P Absolutely nothing because they're apathetic.

before March 313t in about five topics I hadn't covered. They
might have been at Level 2 and when it came to doing the overall
profiling this did show because it dropped the level down.

Doreen, who was not happy with keeping the SATs, felt that assessment should be

We're still talking sbout Levels, aren't we? 1 don't like them but I think
they're here from the age of 5 - 16 and they won't disappear because they're
part of the National Curriculum. . . . | don't really mind that.

You're giving them unrelated little pieces of work. And they come out at
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J Wednﬁd.hkenhafﬂmémﬂydﬂ,nh:k;hﬂwhdi
covered the whole cu im, one that the Head had seen in the

Child Ed. or som ,’f’ﬁﬁhﬂ:ﬂjﬁdn Bonxes for all the

R Were you pleased with it?
J No!
R Why not?

J Because it was meaningless. You can tick anything. As we have
pmvﬁmwe‘ﬂdmthAT:,u“mFﬁd,my
colleague and 1, as we have done the actual assessment and looking
back over all these we found that with the best will in the world
teachers of children at Year 1 had already filled out Level 3. And
yﬁ,uﬂgmmlmmmmm

Mhhﬁiﬁhhﬂpﬂhilﬂi
J Because it looked good. It looked as if it had all been done and
m“mm




w

WﬂmmmmMmmﬂmmMm
missed anythis nmﬂdhemnlghﬁ: Wdl,themywe
Mnmﬁhm“mmm“mﬁma
whmwemdw;aurm;nw:mmmm
stroke if you thougit that your theme would cover Attais

Target 3, Level | whatever. We were doing that. Well then it
mmm“mmmmmamMe
“m-@uﬂmhﬁmuﬂm‘uﬂwmmgym
80t to rethink this. The way we were doing this is useless. We
illmldn‘t-i, ,,i;'mmﬂﬂgsddushmmmﬂm“m
in during the planning stage. Some people were putting spots and
leaving it blank and it got hopelessly out of hand.

Well, I don't see how you could record simults

No! You couldn't!

What did you feel about the fiact that you were being asked to deal
iﬁhﬂﬁ? mmmmmnmmm

mdﬁﬂﬂhﬂmﬂdﬁymamwﬂﬁymm
all do it. In a very simple and clear way. 1 mean, they have
enormous resources to do that. So why do you think they didn't do
that?

I've no idea. It would seem to me that if you were going to set
anything like that up then you ouglt, alongside it, have a system of
recording it. Tal:wlapnimhasiu;hﬂnymﬂ.d'npl
its act together, say, as some authorities did, | understan dins
how we want you to do it. I've got friends in other authoritie '
they've said, "Oh! We haven't got that. Wﬁhﬂp@nﬂm
this.* We had nothing. Even within the County you can have all
these different ways of recording it.
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school doesn't like the authority’s sheets they're under no obligatios
to use them. There was an enormous amount of duplication of
work as far as [ can see.

I want to try and get to the bottom of why it was that the
Government chose to leave some things up to the authority, some
things up to the teacher but other things not left up to you at all.
Like, some things - you do that in this day at that time and you
deliver this. Some things were heavily prescribed and others
weren't. Did you think about that at all?

hﬁmmﬂnﬂpﬂnﬂﬁmmunﬂ“hﬂm

1 mean, do you think it was a Government oversight or do you
think it was quite deliberate?

I can't believe that it was an oversigit. Because if you're going to
be 30 preacriptive and say this has got to be done by March 31st on
this sheet. OK! How do we do it? Exactly what do you want?
Because, just flipping on 8 minute, when we actually got hold of the
&\Tﬂﬁ“hﬁdnm“iﬂ . that our criteria were
far more nitpicking d‘ymﬁnhﬁ:SA’l‘:m The SATs
were fir casier. So most of the children levelled out at 2. Not
because we were putting in 2, 2, 2, 2, 2, - willy nilly - but because

Ounly on those SATs thet we've had. Somebody said thet ¢
hﬁyhlﬁ.mfnmﬂyﬁhmh“lm
sumber each year, then it's going 10 be a sumber of years before
we've dons encugh t0 be able 10 say, well, we pow know what they
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going to work.

was because of the National Curriculum, not the SATs.

Jane | think the National Curriculum is a good thing. It does give you

the . . . topics to work from. I'm not decrying that at all. | think
Mwﬁdmﬂnﬂhqhkeﬂﬂ,uﬂ!ﬂﬂnhhﬂpdme
a lot. But why they can't just rely on your judgement, how you
assess, rather than have to do all this testing. 1 really feel it's a total
mduttﬂ'mgofm Imﬂﬁn‘nmd‘ﬂuﬁx

Itliltn'inupi You can't miss anything, because it's all

racing anyway. You'd have to watch for two years to spot
th@thmmghunﬂﬁanmhgmm
on all the time."

I don't think the National Curriculum worries people 30 much because
actually s lot of positive things have come out of it. Thhuinzuﬂﬂ
assessment and the records of achievement which is 30 phonoe

consuming. Whndiqhnﬁymmhqhm&mptm
subject per term per child and annotate it, well, Christ, that's hours of work
and write written reports. You don't get peid for them. [ mean, you don't
§et overtime. You do trips, you've swimming galas.




Susan believed the science curriculum would help her girls.

It was good for the girls. It has addressed the minds to the fact that
science was an important feature of school right from and early age.

1 wondered whether Susan thought the National Curriculum would have been
adopted so readily by teachers if there was no accompanying assessment and testing.

R
S

R

Supposing you had just introduced the National Curriculum.
Yes.

And not worried about the rest - the testing. Do you think the
teachers would have taken the science 3o seriously?

Oh Yes! Because then it would have been teacher assessed and it
would have had to go on the girls' records as well as the boys and
you would have to teach them equally. They would get the same
chance.

So you think they would have done it if the teacher assesament was
obligatory. You see, one the ideas | have is that if they had not
brought in the SAT' for instance, this was the external measure of
your success - you can tell me whether you think it was the
teachers’ success of children'’s success - | mean, I think some
teachers feel it's their success.

Yes!

The National Curriculum received a great deal of support from teachers in this
study. Jenny, the last teacher I talked with in June gave her insight as to why she thought
the government had introduced the National Curriculum through legislation. Many of her
comments demonstrate the conflicts and contradictions teachers faced in dealing with the
curticulum policies.

J

So you think there should be a National Curriculum?
No! 1 doa't!
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No, I don't. No. No. lmmrmumlmmn
right before. The National Curriculum has focussed our minds on
the fact that even in Infant education we have got make sure that
we deliver a wider area in depth of subjects. You just can't go back
and say, well, they've only got to have a basic education. So, it's
made us realise. But, having said that, a lot of us were already
doing science. Science was inbuilt. l&dn'u;lllnm But it
was in my planning. History was in my planning. Geography was
in my planning. And I'm not on my own. ltwuwnhm:tofu:
BmﬂnHMCumhmhumﬂ:mrduwemdmdy

doing it.

Why do you think the government feit they had to legislate it?
They've never legislated anything like this before.

I think they were under pressure from various areas. | don't know
who. But | feel there was a certain amount of pressure to say that

there's too much free and easiness in our schools. These teachers

are pleasing themselves what they do and maybe there were schools
around the country where things weren't doing too well. And, also,
it was a backlash at the 60’s and 70’s where such a lot of initistives
were being floated and taken on board in a lot of schools in a lot of
arcas and somewhere along the way they felt the time had come to

stop it.

xmmmm;nnumlmumm

d-l&mtﬂmm m:mywﬂhwhaanmny
l“wﬁﬂnnmm Mmlh&ﬁfﬂym
which | never agreed with. A lot of bandwagons that people
jumped on to make a name for themesives, get themselves known,
pet & bit of promotion, that weren't doing children any good. But a
lot of good things have come out of education, thet teachers
themselves have initisted, and proved to work. Control. Very
political isn't t? Control. It was all part of this need t0 be
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R Do you think they have succeeded?
J No, I don't!
Jenny identified one of the major issues for teachers in this study, the control over
teacher's work. In the next section I will examine what teachers had to say about power,

considerable stress amongst the teachers with whom I talked. However, most of them had
been teaching for many years and only one of them was working on a temporary contract.
What caused these teachers to work 30 hard, despite the fact that their jobs were not in

which both encroached on their personal time at home and on their normal school work?
their attitudes towards their work, the Government and their unions. However, in most
cases the issue of professionalism was raised in a tangential way. Teachers found different
about something until they had tried it. As far as the NUT boycott was concerned,
teachers felt it was ill-timed. They had already put in a good deal of work and were not
Each of the teachers in this study belonged to a union. In England and Wales there
is a choice of belonging to four different unions. However, as membership of a usion is
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not a requirement for teaching in the U.K., teachers also have the choice of not joining
any. The teachers I spoke to either belonged to the National Union of Teachers (NUT),
the National Association of Schoolmasters/Union of Women Teachers (NASUWT), or the
Assistant Master and Mistresses Association (AMMA). AMMA recently changed its
name to the Association of Teachers and Lecturers (ATL). None of the teachers I spoke
with belonged to the smallest union, the Professional Association of Teachers (PAT).
Only PAT has an absolute ban on strike action. The NUT has a provision for industrial
action but does not require its members to follow union advice. AMMA had, until
recently, a policy of not striking, but that position has soften over the last five years. The
NASUWT has always provided for the possibility of strikes. Under Thatcher's
Conservative Government the rules for taking industrial action were tightened. Unions
must ballot their members through an independent body before they can go on strike. If
the Executive of the NASUWT advises its members to take action after a baliot, non-
compliance can result in expulsion from the union. Members are aware of this provision

During the time of this study all the teacher unions were actively campaigning to
mitigate those aspects of the Government's policies that most affected their teachers.
Additional work load was always the most prominent issue followed closely by the issue
of unworkable and unreliable tests, the publication of test results, the content of the
policy and especially testing and assessment and, more recently, teacher evaluation and
performance pay.

Many of these issues were related to another aspect of the Government's policy,
local management of schools (LMS). The thrust of the Government's policy in the area of



252
school management was to reduce the control local authorities had on financing of schools
controversial because of its implications for funding. The formulas that were applied to
determine the level of funding were often insufficient to pay for essential services such as
teachers and materials. We have already seen in the study how many teachers were
experiencing difficulty in acquiring the necessary resources for the testing program and
how class size was growing. However, there is also the issue of control.
the Government wanted to decentralize education because it distrusted local authorities,
the majority of whom have been Labor controlled. However, the delivery of the
Government's testing and assessment procedures had been left largely in the hands of local
authorities sent representatives to national training days, there was no cohesive plan for
putting the testing and assessment policy in piace. Thus, teachers often found themselves
*floundering” because of the fragmented way in which policy implementation was devised.
In many ways this gave teachers some considerable control ove: the assessment and

Teacher Unions in the UK always hold their annual conferences at Easter time. In
1991 these were to prove especially fractious. Prior to the annual conference all the
teacher unions, including PAT which had a history of non-militancy, issued a joint
directive to teachers regarding the upcoming tests and their potential work-load. By that
because firstly they had been trialled the yesr before and secondly, the assessments had
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been going on in most parts of the country since Christmas. There had also been some
studies published, most notably by AMMA, which demonstrated excessive
during the previous year’s trials.

The NUT teachers voted in favor of a boycott at their Easter conference.
However, the Executive of the NUT refused to recommend this action to its membership
and the boycott did not take place. It was with this development in mind that I asked the
load. Their views were mixed, but in almost all cases, they held strong views about what
it meant to be a teacher, what it meant to be a union member and how they felt about the

All the teachers in this study completed the assessment and testing tasks to the best
of their ability. That is, some teachers worked a little harder at it than others, but this
seemed to be more a reflection of their view of professionalism and their personality than

: tification for doing the extra work was to give her own status as a teacher
credibility. mmnmmmnmm

It'unﬁufﬂﬂhdm If you don't vote you heve no right to
sin. | wouldn't have a leg to stand on if | didn't make my point this
ynr Twill do it.




1 think they're (the tests) wrong, but, am I God? Am I more importan
Solmﬂyﬁltumlawﬁntoﬁgﬂfmﬂmychﬂﬁnmdnnmdthﬁ
. and I only think you can criticize if you have taken part in it. If I had
done it half-heartedly and filled in the forms or whatever I would never

have really known the pressure that not only I was under, but also my

testing and assessment was unres bie because most teachers in England and Wales had
managed to do them anyway, she observed:

The public don't care how much time we put in! But they would care if we
refused to do it!

Tobe Fa
Barbara folt that if the children in her class had not done the tests they would not
I couldn't put my children through a situation where they would be the only

I think you're in the same position as nurses. If you don't do the job the
petients suffer. If I don't put all this time in I'm not going to be fair to the
children.

If 1 didn't do it thoroughly I wouldn't be giving the children the correct
grades.
Well, nobody!

And Susen leughed!
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Pamela, however, felt that parents were entitled to know how their children were

You are stuck with another problem with the children in as much as if
everyone else in the country is being tested then those are important
results. I mean you don't know whether they are at the time or not. But
you also owe it to the children to take part in something that everyone else
is taking part in. For their sake. And for the parent's sake.

Oh, no! But there are parents as well, aren't there? They are somebody
eise that you must serve. ‘Cause that's what you're there for. To serve!

But wasn't it true thet the parents were likely to find out less about their children from

-]

w »

1 care. | just do!



"I didn't know what would happen to me!®
Jenny became animated at the way the testing had been implement

As a guidance it would have been O.K. But when you're presented with a
thick document with so many levels and each level has got 50 many bullets
you inevitably feel that you are expected to fulfill the requirements. We're
told, "It's the law!". Our Head kept saying this. "We've got to do it, ladies.
It's the law!” Weﬂ.fn‘nhliwmr:pnﬂiamhrukﬂghwurmh
falling foul of the law or not fulfilling the requirements of the lsw. How do
you know if you are or not?

I asked jokingly if Jenny could be put in prison.
No! We did say that!

Patricia observed that many teachers in her area were afraid of failing. Their self-
confidence was low, despite the fact that most of the teachers she was working with had

It's not in you nature to say "I can't do it! I can't cope! I've fhiled! You
don't want to say thet.
completed. Some folt a sense of achisvement that despite everything they had succesded.



I felt pleased that I'd done it. The thing is, teachers do it anyway. 7
samples was in case someone came back to her and said she had not assessed the
Yes!

B 1 feel responsible for the children. | feel that I should give them the
bﬂﬁlmﬂftﬂmﬂmmmwmm
then, u ly, sometimes [ do it. My head tells me, "No,
tlm‘lmtnﬂﬂl' . I've always felt that 1 should do more. I've
lhly:ﬂnhil‘vanutdmmgh

Was this guilt?

Yes! I think so.

~

Well, I get very angry . . . But | did it because [ thought, if | don't
dnﬂ!‘m;ﬂmtn.nunij-' I'm not going to have a clue.

Worrying that something might go wrong seemed t0 be on the minds of most of
A Isupposs I wanted 10 do it properly, dide't I? Get it right!
What would have happened if she had got it wrong, [ asked? Angels had no reply.
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have been any dire consequences if things had gone wrong. What was she afiaid of? "I
anxious not to muke a mistake?
Well, I don't know!
You've been teaching a long time!
I know! It's stupid. | know. Yes!

©w ®» v »®» ©n

At my age, what am I? 527 mmnfmﬁmﬂﬂmﬂm&
get it right. So [ planned everything meticulousl

S Well . . . I know, I know!

1 don't know. I still want to know where this big stick is.
Where is it?

Well, 1 don't know. I supposs a lot of teasion builds up.
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hmymwﬁnlh&mmdﬁﬂﬁmhﬁﬂ
ficulties with learning to read and you put it to the parents that they need
mmdthgynsdhdp initially the response is, "What are you
doing?" Not, "What can we all do together.” And I think they look for a
reason, not in the child, but in some external factor and you're there and
you can be blamed quite easily for what you haven't done - as they perceive
it.

lmmmﬂqummhuhmdmlm“
done. I find it hangs on me. Guilt. For what 1 haven't done. Because, in
mmwﬂmkmmmmmmmmm

You've just got to make the best of it instead of grumbling about it. You

can do SATs. You can do anything. You're an adult. But those chikiren
have missed a half a term's education. And there's no way around it. You
mmﬂ”hh“mﬁuﬂmmuwﬁhﬁﬁ

But you didn't cause the SATs to happen.
P No! m:mumm&nmﬁm

MImm&nyﬂf nmmﬂlﬂnnﬂmﬂﬁm
R And you foel guilty?

P Well, . . . my friend and | are going in s half an extra moming a
wﬁuﬂmmﬂ@ﬁmmhumm



P Yes!

To resolve your guilt?

R

P Isn't it awful?
R Do you think it's awful?
P

Yes, I think it's terrible.

To Judge their own Success

A number of teachers claimed that they had worked hard to facilitate the testing
process for the sake of the children. However, it often seemed that they wanted the
children to do well because it would reflect well on them. It would boost their morale. It
is important to remember that at the time of this study hardly any teachers were formally
evalusted.

Teachers could choose some of the subject areas they chose to test on. Ina
number of cases they chose the areas they thought the children would do best in. Mary,
for example, thought her class would do well if they were tested on materials. However,
the teacher next door chose human influences, not because she thought the children would
do best at it, but because she was more interested in it.

1 took a rather sneaky way out. I chose materials because I knew they had
previous knowledge of it . . . but I found they did better on the handling
data material than they did on anything.

Doreen made a similar comment:

1 chose the simplest ones. [ didn't train them, but 1 chose the ones that 1
thougit they were best at.

Mary, who told me on a mumber of cccasions that her children always did badly
and 30 she was not under any pressure regarding the results of these tests, still tried to
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make sure that the results were as good as she could make them. "We had the children at
heart, you see!™ The best part about these tests, as far as Mary was concerned was that
the children did better than she expected.

1 suppose I'm trying to be positive and trying to kid myself by being rather
pleased at how the chikiren have done. Better than I thougit. I know 1

keep coming back to that, but as far as | am concerned, that's the only
positive thing that's come out of this.

For Promotion
Angela believed that some of the men she worked with would use the testing
process as a means of gaining promotion.
The men are worse, if anything, than the women . . . They all want to keep
in with the Head and that'll be even worse now.
Patricia was also keen to be an advisor because she believed it would increase her
chances of promotion.

The Teacher Unions' .
There were mixed reactions to the NUT Easter vote to boycott the tests.
However, none of the teachers followed the unions’ request to take on only as much work

as was reasonable and thea consult with their heads if the task became impossible.
more militant than the average teacher like herself. She had also put in an awful lot of
work prior to Easter which she dida't want to see go to waste!

It was too late to tell us to boycott. We had put all that work in. Work
done by then. There was n0 way we were not going to do it. [ voted no!
(At the local vote that was taken) | wanted them (the SAT's) to go ahead.
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Militants go to the NUT conferences. All the teachers doing the tests
voted against the boycott. It was too late to do anything about it this year.
And you can't do anything about something unless you've tried it - see how
it works and what the problems are.

: I asked Jane what she would have done if the NUT Executive had decided to go
along with the conference vote and support a boycott.

We would have had to have done it (the testing). Our jobs would not have
been safe if we hadn't done it. We would have been in breach of our

contracts.

Did Jane feel that any teachers would have boycotted the tests?

Yes. Some of the London boroughs. Nobody's job is safe. Well, we're
OK. here - it's a growth area. But I wouldn't have boycotted the tests
even if | had been asked. It's a different kettle of fish in London. There'sa
different atmosphere there. 1 went on strike in London. I never would

here!

P We had a very big strike in 1970 - during Margaret Thatcher's time,
when she was Minister of Education. That was a very, very large
strike. Nearly every school went out. Most schools had decided to
shut down. That was for more pay. Teachers were very badly paid
then.

Doreen commented on the Union inscruction to do only what was reasonable.

The trouble with that is that not everyone will do it . . . I can understand it.
They don't agree with testing. They want to stop it.

Doreen didn't agree with the boycott either and for much same reasons as Jane.
But she was also sympathetic to the teachers who supported it.

D 1 admire them. I don't believe in it, I don't! But I couldn't have
boycotted them.

Do you know of anybody who would have done?
D No! I've no idea. ['ve huard of nobody.
But there must have been someone?
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D Some might have done. But it was too late then.
Mary didn't want to boycott either. But she felt the Unions should have worked

could have done this without a boycott.

We've had questionnaires from the Union and I still say it's up to everyone
mﬂtheUmantampnmthehud Rather than put the onus on teachers to
strike and things like that. It should be nipped in the bud initially.

R What's the main reason for you wanting it to be nipped in the bud?
M I don't think it's necessary!
Mary felt that if the timing of the conterence had been different teachers may have

But if they are, what will your reaction be to having to do them all
over again?
M I think the Unions will stand up strongly. Now they are prepared.

They've had our answers and they know people don't want to
nnke But we were asked to strike once we had started the stupid

R The NUT were the only ones who took a positive stand. What

’\

M Well, I didn't want to strike once | started them.

)

M mmm:::hppmﬂthemmﬂmﬂiﬂm
mhﬁg !fﬂgmmbmmm
mﬂmm:mmﬂlmnmﬁmm




R So the reason it didn't get boycotted was because it just came at the

M Yes! I think that was one of the reasons.

R Was it because you had already put so much energy into them at
this point that you didn't want to quit?

R You had started 50 you had to finish! What kind of teachers sat at
Stage 1 teachers?

M 'l'hgmndlrytuchﬂl.dﬁ'méy Not people who were
ementing it. Definitely. Because we had the children at heart.

What you're saying is that the Key Stage 1 teachers wouldn't have
gone to the conference looking for a boycott?

M Well, they couldn't have gone. They would have been too busy
mfcﬂhﬂﬂ;mﬁ‘tw (Imghs)

W That's how it should have been done. But teachers are stupid,
R Well - I don't know!

w Well, they fall over backwards to do what they think they are
supposed to be doing. Teachers aren't boishi enough you know.

R What did you think about those (union) instructions? Yow didn't
take any notice of them . . . you just besvered on doing hours and
hours of extra work. Allyuuhdamwﬁmhm There
was no flexibility. You had to get it done. What would have

happened it you hadn't got it done?
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Well, I think the Head would really have been quite pleased. But at
ﬂlemtmwewmﬂdhlvefétwemlaunghﬁm letting
ves down and letting the chi Wi,

In what order would you put that?

Well, I don't think it would be letting the children down at all. In
fact, I haven't finished it all . . . But [ wouldn't have wanted to go
the Head and said, "Sorry, I can't possibly do it!”

1 don't think we had the guts to go out on a limb and say, "Look
we can't do this in a normal situation.”

wuuldmaﬁoﬂntpeople

of it?

Well, I thought that was going too far! But when I had gone half
way through the SATs I thought they had been right. But |
couldn't have seen at the time that they would have known they

Pmﬂmdmmwhnmmmﬂnmw

was initially, what kinds of people actually voted for it and where
theytemmdwhnuwy'ndnq? It was a majority at the
conference.

Well - my first reaction was, "How sbsolutely wond
Wemmmﬁlmmmﬂddﬁ
whole thing and | just wanted to get back to normal. | didn't want
to do the SATs at all at the beginning of the term. 1 said, “Well, |
just can't face it!" What sort of people? I presume they were left

_ 'l,,j
Were there any Year 2 teachers sitting there at the Conference?

So you initial reaction was, "Great, I don't have to do it!"



It certainly was!
R So you would actually have boycotted?

No! No! If I had been instructed to . . . Uhm . . . I don't think I

m

m

R When it came to the crunch you don't think you would have

E If the whole of Hummberside had boycotted, I'd have gone along
with the crowd. 1 don't think I would have stuck my neck out,
*You do what you like, I'm boycotting!" No! I'm not into that sort

This is the whole problem of the nature of teaching and unions. If we were
all in the same union and all teachers, like, say the miners, if one says out
the miners actually did come out. They could all come out. Now they've
broken themselves up and they have no muscle at all. If it meant that
everybody could agree and wouldn't do it, then I would stand up and not
do it with everyone else. But the problem is that they're always going to be
some people who are going to do it.

Even 30, Pamela doubted if there would be much support in her borough as it was
80 Conservative. "The last time we actually did anything in Bexley was in 1976."

with Humberside for spending thousands of pounds attempring to maks the policy work
instead of “sitting back and letting it work the way it was supposed to have worked and
and neither Wendy nor Eleine had cbserved it. We had an interesting conversation sbout




what it takes to become a leader rather than a follower.

A € m »

€

But, as [ said, it takes a lot of bottle to do that.

But the average teacher is like Elaine and me. The average primary

But the average primary school teachur elects these people to make
these statements to you. It's true that the head of the NUT is not a
mhﬂh&m“lﬂmﬁﬂlﬂwm
ntatives are teachers and the vast majority of those are
plm'yta::hm They're saying to you, don't do any more than
you have to do. So there seems to be like two groups of teachers.
Union teachers who don't do any more than they absolutely have to
hmﬂhmmhm Why is there this

ancy between what unions think you should be doing and

what you sctually do?

Because we're used to attempting the impossible. We just feel we
have to do it even if we don't agree with it. 1 don't know. Perhaps
at another time we wouldn't have.

Hyﬁuhﬂwmyuuhuidhﬂtlﬂiﬂyuumﬂmhymt,
would you still vote for a union representative who would?

Yes, I would.

Even though you wouldn't follow their advice? You see, someone
has to start it.

I know! I know!
I can't be a leader.

g
~dl
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I'm curious to know. What does it take . . . Well, it has taken
mmﬁmummm
Somebody has got to the Government. I'm just trying to identify
who. You've said it's the Unions. ii”" pdy said to me the other
day, "Well, the parents have been more or less disinterested as far
as [ can see!”

Well, I think it depends on the school.

Well, alright. So what was the pressure that was brought to bear on
the Government that the Minister has said, "It hasn't worked and

I'm changing it!"

So it's good that you have militant people in the Union standing up
dfzr!ynumthmghymdontnmﬁlyduwmmeytha
lhﬂ'ed.lwaukl 77777
Would you?

Yes.

A

I was very amused by the NUT vote. 1 was on playground duty the
first Monday and I was out there and my Head came rushing out,
"Angela, Angela, what are you going to do? What are you going to
do? Are you going to boycott the SATs?" And I said to her, "I'm
not in the NUT, so I'm not.” And although she's a strong NUT
member she would have had s fit if | had said 'm not going to do
SATs.
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A Well, I knew the teachers wouldn't follow it! I knew!

R Why?

A Because teachers don't! You know, I've been long enough in the
Union to know that teachers will not take action. Teachers are 30
spineless on the whole. You get very few in primary, militant
teachers. I think you might get them in the secondary, you don't
get them in the primary.

Why is that, do you think?
I think they care about the children too much.
But if they really cared about the children . . .

> »® > =

Ah, yes! 1 know that . . . I've said that to them . . . but there's this mental
blockage.

Angela had a bleak view of teacher power.

You can't beat the Government propaganda, can you?

Can you not?

No, I don't think so!

What do you think teachers can do?

Just leave the profession.

Teachers as a group, then, you see as fairly powerless people?
Yes, 1 do really think 30. | think it's their own fault, because I've
always supported the Union and I'm the Union rep. You would be

amazed. The minute strike action comes up they all fall away or get
into a terrible state about it.

> ® > »® > »® >

»

Why is that, do you think?

A I don't know. [ can't understand them really. But they won't. They
won't!
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1 wanted to know if the reluctance to take strike >ction was related to gender in

any way. Was it just women who were reluctant to strike?

A

>

> ® > =

No, 1 don't think so. The men are worse, if anything, than the
women.

Why would they be worse? Looking for their jobs? Promotion?

Yes, promotion, definitely. Especially the Head. They all want to
keep in with the Head. And that'll be even worse now, won't it?

Really, why?

Because Heads can decide who gets extra money.

So you think Heads have more power now?

Yes, definitely. Governors do what the Heads say now. Because

govemors don't know anything about running a school, do they?
Well, in our school, anyway, they do whatever the Head says.

Jenny was married to an NASUWT local executive member. He taught in a
secondary school and was continually complaining to Jenny about the work she brought

Has there been any discussion in you school over the number of
hours you are working?

No! Not since the very first time it became a contentious issue. At
that time we had got a very strong NASUWT membership. Those
teachers have cither now retired or have left for other reasons and
gradually this business about the hours has slipped away - until 1
remind people. They forget! We've got two non-union members
who, one in particular, who would like promotion, 30 she never
argues. There's a probationer who is very much aware thet she
shouldn't be doing things but she does because she wants to get a
good report. We've got a teacher who was redeployed, who is an
NASUWT member, but still feels, mistakenly, if you like, beholden



to the Head for having her job. So she doesn't like overstepping the
hmmds mhﬁmulmmm who bﬁ:iugof
tﬂwuﬂﬁqﬂyﬂaﬂ,mﬂhmmd‘mmnmﬁm

mudmnnkemmofmyﬂng Son'ldxﬁmhmw So
people tend to bury their heads and get on with things. Perhaps
have a little niggle, but do things for the mistaken feeling of having
an easy life. It's got to be done somehow, they might as well do it.
And there's nothing she can give us to help us, so we'll do it in our
own time.

the state they're in. The fact that they do, especially in the infants,
primary to some extent, but especially in infant education, where
you're used to getting on with it, and people just accept that the
job‘iﬂﬂttobedme ltlinkn'iﬂlaﬂleaﬁhemlhgm You

mmdm;mu‘wgm:ehmamﬂgm Andluymr
right to say, "So far and no further”

What would your Head's reaction be to you, or anybody in the
school saying, "I'm breaking my contract if 1 do this work!"

primary heads is that they think they're little Hitlers . . . it's more
primary schools than in secondary schools. But, then, it's a

2N

J

lm‘lmﬂuinﬂwhyﬂwu.ﬂu:ﬂmthnphnmﬂﬂn
meeting. Perhaps emotions were riding high and the vote was there
-hnhnmhmmmﬂm even



NAS members. Three of the NASUWT members resigned in the
last action because they felt they could not take action and think
this has generally been the feeling in infants schools. 1 don't know
about Junior, but certainly in the infants achools people look at the
children for one thing and we say we can't jeopardize these
children. It's like nurses and patients - and mothers - and they
won't do it.

R Well, it's largely women in infants schools.

J Largely women and | think they traditionally belong to a
mfmmﬂmmnmﬂsygﬂﬂomy&mﬂcmm
culties. But a lot of them say, "Oh, No! I couldn't strike!"

My reaction was, "Grest! I'll be able to doit. And I will doit." I've got
someone in the house monitoring what [ was doing and saying, "You
know! You know what we've told you!® But then, two things happened . .
. I was quite prepared to stand by my rights, if you like. I've got a
disadvantage in that my colleague, my friend, is a member of AMMA.

1 know .. but she's a non-active member of AMMA you see. Well, my
colieague, she's a lovely girl, but she's not prepared to stand up and be
counted, or something like that, 50 thet was s disadvantage. The other
thing was, I went to a meeti 'm“ﬁdmimhw
about if it is impossible to do all this?” And we were told that Shropshir
MtheLEAmHmhﬂuymdwhaﬁdeIhSAh,
&Mwmmnmwmm“ﬂ'&nh:ﬂmm
lfweandnnmtlumwemﬂ. providing the work load is not this, this

J Yes, | do! Because I don't think men are prepared, or if you like,
daft enough, to put in the hours. Iﬂ-tthsyﬂ:ymm
on the up and up looking for promotion most of them will say . .




I'm interested in the idea of women ploughing on and doing this
enough!”
J Yes! I'm already at that point now!
Unlike the other teachers in this study, Barbara had been prepared to stop testing
in halfway through.
Barbara was also hoping that there would be a ballot the following year. How

-]

plement education policy. | was interested in knowing how teachers felt about this

they? I now don't like to tell anybody that I'm a teacher
because we haven't got any standing in society.

R Do you think the Government hes the rigit to run schools the way

A Yes, alot!
R Do you think they have a right to?
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(further silence)

A I suppose, in as far as education does affect the well-being of the
country. But | don't think they should interfere as much as they are
because they don't know anything about it.

tlleﬁeunpmwngm
R So what are they really doing? What's the purpose of all this?

A Well, they think people will vote for them if they think they are
improving education.

A No, but the public thinks they are. 1 mean teachers probably know
ﬁiey'remhnnnbudyahndue;,dnﬂny? Andpeupledm‘tl |

mﬁbmﬂﬂwmﬂn‘tmm

R And they've got it in for teachers?
A Yes, that's right.
ing, isn't it.? It's

A Well, this Government's making a mess of everyt
not just education, it's everything!

R Yes, but this is a bit differen m&miéhwh
mind . h:’uiudy:-il'nau”;j,, .

A Well, 1 think Major thought he would be on to a good thing if he
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A Well, eveiybody who has a child worries about education, don't they?
R But is it enough for them to actually vote for or against a Government?
A As a teacher, it determines my vote a lot!

Taking Back Control

Most of the teachers in this study were asked to write reports about their
experiences. Some just didn't bother. Others wrote reports, not because they felt they had
much influence but because it made them feel better. However, the fact that teachers like
Susan wrote to their local M.P. suggests that they believed some changes might take place
if enough people complained. I asked Pamela how much influence she thought she might

have in bringing about some changes.

P

R

I could do nothing. 1 don't think I could do anything. I handed in
my report. We were asked to write reports for the authority.

What do you think will happen to those?

Well, I chose not to write the report for the authority because 1
didn't agree with the way in which it was . . . laid out. It was laid
out in such a way that it could be interpreted as anyone wished. It's

just the same as when we go on courses. We're asked to tick boxes
and say what we think of it.

Right.

So I wrote a three page document that 1 felt reflected what |
wanted to get across which I think has been filed in the dustbin.
Why did you write it if you thought it would be thrown in the bin?

1 wanted to get it down on paper and in my own head so that if
anyone challenged me | knew why I feit what I felt. And, [ just feel
that the way it was introduced and the amount of consultation with
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teachers involved with children of that age group has been so
limited that there is no interest in knowing what we know . . . They
didn't ask the people who could tell them. You would only h:v: to
walk into any infant classroom I should think, in the country and
say "Do you think you could this?" And I would like to meet an
infant teacher who would say, "Yes, I think this is a jolly good idea
to test children!”

How did Pamela feel about the Government's right to control education?

R You say you can't argue with a Government that's been elected and
wants to test?

P Yes!

R Why not?

P You can put your case, but if that's what the country wants, that's
what the country gets. I think parents were hoping for a lot from
the SATs which they are not going to get. [ think what parents
my son got nine of them right!”

Pamela worked in Bexley. This education authority was one of the few around

P 1 do think the parents want accountability. | think they feit that
they, lmm-;;mmm@magms
and they love to see these children who have passed the 11 plus.

P Yes, but even 30, not just middle class. Bﬂleyuﬂlhlmy:he
clected Conservative because they are comm ;',unhe:ynem
Mummmﬁlhsw Ava’jii ortant one.
It's what they fight electionson . . .

R Yes, but what about the ones thet don't pass?
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believe in the comprehensive system. But you have the elitist who
will always keep the system going. And the people, well everybody
aspires to their children actually passing the Il plus. It's what
everybody thinks is possible with their child.

Even the socialists?

Yes! No!

I want to get back to the purents.

Yes! I think the parents wanted . . . I think when the 11 plus was
removed nationally, I think they didn't have this - my child could do
well. And I think parents wanted a way of seeing that what their

child could achieve . . . and I also think parents of children who are
not doing well are interested, in a way, to know where they are.

Professionali

The thorny question 1 asked many of the teachers was whether, as a professional
person, they should refuse to implement policies which they didn't agree with and which
created an excessive workload. I was particularly interested in Pamela’s response because
although she was job sharing and was only supposed to be working half the week she
worked almost full time but for half the pay.

R

At what stage does it become the case that you as a professional
have determined this has to be not good for children’

1 don't think people are particularly bothered about professionalism.

It's used as a term when they want to appeal to you. To do
something. To stay and do extrs work.

Which you do anyway!
Yes! (laughter)
You're a very good professional person. You work for no pay!
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But I don't see myself as a professional.
No? You don'?

No! I don't think teaching is a profession . . . teachers don't have
control over what they do.

None?
Well, it's being eroded all the time.

But earlier on you were say‘ng to me that one of the difficulties you
have with the SATs is ti_st there is too much teacher involvement;
that the teacher, in fact, was being asked to make a lot of
judgement. You didn't create the SATs, you administered them.

Yes!

But in that sense, you were very professional. Put it this way. Do
you think a street cleaner could have administered the SATs in the
same way? What element of the testing required that it be a teacher
that did it - as opposed to a street cleaner doing it?

We can leave it to their judgement.

But they were asking me to make a judgement over something
which wasn't possible to judge because I had no involvement in the
first place in saying what I was going to look at.

lﬂhﬂhmﬁhmnywhtlwﬂdtnbnknmﬂdwmhnwl
was going to look at it, then that would have been professionalism
But as it was, | was asked to do something and make something ot
innﬂmmnmm-hlhdhdmmn

devising the task in the first place.

278
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have done in the past which was create the task?

P Yes! Or be involved in its creation.
R But that's been taken away?
P Yes!

R So what is left in teaching for you that it could still be classified as a
profession?

P 1 consider my professionalism has been taken away . . . the National
Curriculum is determining for me how mchtmlel;pmdmmy
classroom on the various areas which in my view don't even need to
be introduced at an infant level.

;:eymmahqgnﬂ:mpmmywpnm Etnwe'vebeen
right all along!
ldon‘t:ewhywenadmfﬂmeuNﬂnulCumaﬂum Beﬁ:tethse

Wdl. d:y‘vebamthdo&m iwmmﬂyﬂlﬁltﬁﬂﬁe‘u
mnmﬂumﬂnhmﬁwﬁmdﬁm Anﬂﬂ!ylﬂ
ptdnn:ﬂlymm‘tﬁgy whimﬂydnhpb

to fall prey to
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No matter how pressured we are, we have allowed ourselves to be
railroaded. I think maybe they have bitten off more than they can chew
because I think the old school . . . in our school there are definitely, not the
cmatluxhwebeentheresmgmgygrdmimnhenmwﬂmlgﬂwho
have come . . . I mean it's all to do with socialization. To do with the
mpnmn of women, if you like. They know. They don't question.
They do as they're told. The head says, "Write a report!™ They write it.
Now, you're getting the people coming into schools. Myself, Ann. We've
got Helen, who's 25, 26. We're actually starting to question and say, "No!
We won't do this!" We had this business about reports the other day. We
said, "What happens if we refuse to do it?" And he said, "You can't refuse
to do it, I'll be in a hell of a state!” And we said, "Actually, we disagree
with them. We think they're a waste of time. We have to write them. You
get far more in a ten minute interview with the parents. Surely couldn't we
put it to the parents? Would they prefer to have a ten minute interview
rather than a written report? If you got the parents to say so, | don't know
how you would stand legally. 1 think when you look at the natural wastage
of older members of the profession. Even though we have a superb older
staff, over 50 . . . they have been brought up to do as they're told. As
@mmm'Ymmmmmyﬂupﬂw&sﬂhey
Stephen.” And I said, "It's because 1 disagree with him. I'm not going to
say, "Yes, Stephen! No, Stephen! Three bags full, Stephen.” I'm actually
going to start challenging him. We're bringing this now into the profession
and I'm pretty sure that the National Curriculum and the SATs won't beat it
out of the profession. I hope that the newer thinking generation, the
emancipated women, basically, to whom it is not a second income and a
middie class job. To whom it is their job and their career structure and
they're going to want something back from it. Because at the moment
mmmﬂmmummmmmm We
don't get recognition. We're not treated like professior

Wendy feit that teachers were too hasty to follow orders. | asked her why she

R . Wedll, I don't know!
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R So what did it take for a teacher to make a stand?

w Well, if I had been alone in my classroom with all my children to
assess I don't think [ would be finished yet.

And what would you have done?

Burst into tears and gone off sick!

x £ »

And then what would you have done?

Never gone back!

€

Ann felt that te: chers had little resistance to the demands made upon

1 do believe the teaching profession has allowed itself to become so
work load was excessive. She also felt that it was difficult to boycott as a single union
felt that what she was being asked to do as an NUT member was unprofessional.

They were asking us to be unprofessional. When the SATSs started it was a
legality. We had to do them. Anddm,whmlmadthmlmd,‘ﬂlt
the Government's got it wrong. What they are asking us to do is not, in my
view, teaching and educating children.” I felt that very strongly, but at the
mmlﬂ%mﬁﬂnmﬁgﬁaﬁnﬁnﬂ Ass
jonal it was up to me to try it and do my best and see how I coped .

Eulﬂmymthttﬁymhmmtuhthmmﬂmﬁt
dﬂlﬁﬁmdﬂ:




282
We're not treated like professionals, certainly by the Government and |
think there's going to come a swing in the next few years and | think the
Government is actually precipitating it by forcing us to do al these things.
There will come a time when something will go. Next year, if the NUT
balloted about this time next, I would refuse to SAT my children. Totally!
I will tell the parents that.

So which tzachers voted for the boycott this year?
S They're all lefty, aren't they?

R I've no idea! But you sound pretty lefty to me. You say you are
not going to do it next year. Wh- goes to conferences?

S People who I have been talking about. Coming up . . . people who
aim to change the profession.

You're not one of them?

~

S Oh,Iam.. Butlﬂnnkﬂmzlreml]tmmypmplemthe
prafanonwhomlldc nything
years . Idat.lnnknmwpmplemllmllnydm‘thnycmuh
SATs.

because she wouldn't be forced to strike. She didn't agree with striking. Ann joined at her
that the Government 'smieywuuldmhal’”um

I think unions can be very heady things. In our area there are teachers who
don't belong to any union but in fact would think of joining a union now
becsuse of things like the National Curriculum.

Unlike Wendy and Elaine, Sophie and Ann were prepared to make a stand the
A Basically the constraints come down to the Government. | mean,
we don't have very much say. Certainly, we haven't done this year.

Nan-' even with a ballot | still think people will do the SATs
because . . . Well, | wouldn't. I would stick my neck out.
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Would you?

Yes I would. I think the reason people would do it is the media. The
legality. You have to do it. You know it doesn't work and you know you

get nothing out of it.

But you see, people don't know that it doesn't work, because
everybody has managed to do it.

(There was a long silence here)

A

But how much of that is so that next year they can say, "No, we're
not going to do it. We had to do it last year. We worked our butts
off." I mean, people and public don't care how much extra time we
put it in, but they will stand up if | suddenly say, "No, I'm not doing
it!"

Bu* you will be accused of being unprofessional.

No, they can't do that. Because I've done it. Because I've been a
professional. Last year | was a professional at the expense of my
professional integrity. I felt it was wrong to do it. I did it because I
wanted to give it the best go I could possibly give it. They could
never, ever call me unprofessional. If 1 had never bothered to have
a crack at it, they could.

Susan felt strongly that the education her children had received in previous years
was better than what they were getting now. I asked her whether her role as a

professional had changed.
R Are you just a professional tester now?
S Oh, No!
R Do you still think of yourself as a teacher?
S 1 think of myseif as a dogsbody. Of having to go through all these

hoops a lot of which are pretty sbeurd and are a waste of time.
And 1, well, I do think [ am treated less as a professional now, than
1 was. | mean a lot of things were left to my professional
judgement, weren't they? 1 could decide on things. Now it seems



-~

S

284
that I can't decide about anything. Decisions are made for me A
lot of decisions which | disagree with, you know. What things you
have to teach and test.

Which you feel obliged to do?

Well, yes. But they're (the Government) not making the best job of
it are they?

And that's fair enough?

Well, I don't know. | mean, the education the children have
received this year is not as good as what they would have received
two or three years ago. Of that I'm convinced.

But, on the other hand, do you think the Government should have
some say as to what you do in the classroom? Because that's what
they're doing.

Well, I think that's fair enough. I accept that. But what concerns
me is, | mean, quite honestly, they haven't really had experience as a

classroom teacher. They haven't really consulted a classroom
teacher on this otherwise they would have drawn up a better set of

targets, wouldn't they?

Would drawing up a better set of targets for you make you feel less

of a dogsbody?

Yes!

She believed that

J

R

Control. Very political isn't it. Control. It was all part of this need




~

No, I don't! [ don't think they can make up their minds. On the one
hand they are trying to control what we actually deliver, and yet
they're giving control of the school under LMS to Heads and
Govemning Bodies. It doesn't make sense.

But do they control you now?

I wouldn't have thought so. But, having sat here and seen the hours
delivering what they've imposed on me - to a certain extent, yes!
They seem to be pulling my strings.

What control would you say you still have left?

I've got the right to say, which I will now say, I do enough in my
hours and if you want any more we've got to come to some other
How do you see professionalism now, in terms of teaching?

I think we still regard ourselves as professionals, but we've been
undermined so much that our professionalism has been undermined
tm Becnug.whsmh&meweﬂmghl“mmmﬁfﬂof
wekmwhnchldrennﬂeﬂmwdey’renmﬂntmdm‘t
we are not deiivering to the children, so we are not professionals.

Do you believe that?
No, I don't. Absolutely not.
really been a professional and now we're going to make you be

Yes! But they're not. Becaus. they're just making us deliverers of
an imposed system which we don't necessarily believe in.

285
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J Knowing what is necded, being able to deliver it, being,
having a certain amount of control over the way in which it's done

An understanding . . . having trained . . . an understanding of
children. Of the needs involved. Of the various processes in which

you can do your best for the children. And acknowledgement that

you're an intelligent human being who's trained to do a job and can

doit.

Even though union membership is voluntary in Britain all the teachers in this study
er and

belonged to one. They had differing views of what it meant to be a union mem

because of this they had different levels of involvement. However, the teachers were in

broad agreement about what it meant to be a professional. Their first responsibiity was to

the children they taught. This meant that they were prepared to sacrifice contractual

for teachers is often bad for students too. However, once this realization struck home, the
potential power of the union to bring about change became a more prominent issue for
them.

Teachers believed they should be accountable to parents and that parents had the
right to know as much as possible about the progress of the children. However, teachers
did not believe the public viewed them as a professionals. This is surprising because
parents appear to have involved themselves very little in the testing process. This cannot

only when something goes seriously wrong or when expectations are unrealistic that
questions of professional competency are raised. The teachers in this study experienced
society undervalued them. None of the teachers complained ahout their salary. Was it
because they undervalued themselves? Was it because they were mainly women? Was it
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because they were essentially in a service profession, one step removed from the nursery
and the kitchen? The only consistently identifiable cause which emerged from this study
was the issue of control. Teachers did not believe they controlled their own profession.
And they were right. At the time of this study they had no negotiation rights and no say in
the policies they were implementing. The feeling of powerlessness was translated into
feelings of low self-esteem and a perception that no-one, least of all the Goverment,
valued their opinion about anything. This was not a conducive climate for successful
policy implementation.
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Chapter 6

Conglusion
What an extraordinary year 1991 proved to be. So much work to accomplish and
so little time to complete it in! As I reflect back on the conversations | had with these
British teachers the phrase that keeps recurring in my mind is fortitude in the face of
adversity. Somehow those assessments were recorded. Despite everything those tests
were completed. And even though two years have passed since | first recorded these
events, the experience is still vivid. I wasn't actually doing the work, but I certainly felt as

if I was experiencing it vicariously.

again. Equally important, issues, such as how teachers saw their relationship with the
educational bureaucracy and how they saw policies being formulated were alvo raised. In
fact, teachers had a great deal to say about their role in policy implementation. However,
that the goveinment could not implemcat its testing policy without their cooperation but
even when it was possible for them to subvert the testing process because of

instruction that was totally supportive of teachers, they went ahead and did they tests

fear of failure; some concern that they would be considered “not up to scratch®. The
in the lower age groups seemed, in my mind, to be a significant issue. Although teachers
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rarely raised the issue of professional feminization directly, it seemed to pervade a great
deal of the conversations. Would men have reacted differently?
Tmnmaﬂummnammnﬂummy imunication that

thnughufewfétﬂmﬂﬁrﬂmghtsmgdmywagm lnaddmoﬁ,whenldwmor
moderators were available, there was little attempt to invite or respond to questions.
Teachers attempted to take back some control over what was happening to them through
writing. They wrote letters and evaluations even when they believed these would be
would not be published. It didn't matter. The very act of writing made them feel better.
When M.P.s replied to letters and started arriving on the doorstep they expressed
The methodology sdopted in this study was aimed at raising teachers awareness of
their situation with a view to helping them find the will and the voice to change it.
you will not. Often the teachers chose to look after others rather than themselves. I hope
that my conversations with them were both illuminating and emancipatory
mmﬁmmmmmﬂymnmm
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Teachers were scared they would do something wrong. They were intimidated by
mountains of paper instructions which seemed to change from month to month and
through poorly disseminated verbal information. 1 don't believe teachers were kept in
ignorance deliberately. Conspiracy theories at least require some evidence of practical
forethought and planning and this was often sadly lacking on the part of bureaucrats. No,
teachers were kept in ignorance through bureaucratic incompetence, bureaucratic muddle,
bureaucratic overioad and bureaucratic inertia. One of the problems in trying to organize
this policy was the sheer enormity of the task and the time in which it had to be
implemented.

Even when the right hand knew what the left hand was doing the outcome was
acrimonious rather than harmonious. The right hand more often than not thought the left
hand should be doing something different. Even while the Education Reform Act was
parents, teachers and unions. Often they fought amongst themselves. And the arguments
did not just revolve around the issues of testing. War was waged in the press over the
breadth, depth of and kinds of knowledge that should be taught in schools. This was as
much a battle over the control of knowledge as it was over control of teachers.

There was never any doubt that the Government's educational policies were driven
by a desire to control teaching and teachers. They admitted this themselves. It is
significant that the first cohort to be tried by testing was the most vuinerable groups of
children in schools, the 7 year olds, and the most compliant group of teachers, those who
taught the very young almost all of whom were women. I never believed this was a
random choice, but the teachers I worked with took some time to come to this realization.
The teachers in this study acknowledged that they tended to follow orders. As one
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teacher said to me at the end of 1991, "The hand that rocks the cradle won't rock the
boat!"

Because teachers were consumed by the immediacy of the testing task they were
often unable to draw a broader picture of the educational landscape even when the central
theme of that picture was Government control of classrooms. But how did the policy

profession after the testing experience? What was their relatic
who formulated and imposed the tests? Did the tests achieve what they set out to
that neither was successful. How did teachers view the testing experience ? Did teaching
and learning change? How did the government react to the barrage of publicity and

organizations is pertinent to this study because of the dilemmas that arise due to

ion because of bureaucratic protocol. In a
tation, and this was certainly the case in Britain,
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too much control can impede im entation, too little can cause slippage. In fact, both
these problems occurred. Attempts to ensure that testing and assessment were performed
satisfactorily, even when the policy makers and testing constructors were far removed
from the classroom, became bogged down in quite ludicrous amounts of paper
instructions. So much so that even the Department of Education called a halt to the
process. By the end of 1991 they had consolidated information from different

Schmls Update is a new ten'nly n ' rephcmg ERA Bulletm NCC

SE.AC Mm:ta‘nfStﬂeTunEgu NCC chairr DmndFu;llllnﬂ
SEAC Chairman Lord Griffiths have agreed to merge the three separate
newsletters as part of their drive to reduce the amount of published
material sent to schools. This follows their agreement a year ago to send
out only essential items direct, and make other publications available to
schools on request.

(Schools Update, Spring 1992)
Attempts to control the testing and assessment process through a filtering down
information process also led to hierarchical anarchy. If we look at the comments teachers
nudeﬁunthﬂmngdwymvﬁ,ﬂnmﬁtympuchymnymm The
spartment of :ation chose to disseminate its instructions through the local
authorities' traditional bureasucratic structures. ThmofﬂnmdmﬁdeGm
the trainers were Principals who had never taught in an infants classroom. Worse still,
the case with the teachers in this study. 1 met many other teachers while | was in England
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way to try and ensure that the teachers for whom she was responsible were as well
informed as herself. But even she had to admit that the authority had not allowed her
sufficient time to do the job properly. She was, after all, just a teacher and there wasn't
the money to give her the time off that would have made the training process satisfactory.

So here we have an exampie of a control dilemma. The government attempted to
mﬂt&mnn&m@nﬁeﬂcﬂnﬂﬁ lissemination. But

government was creating policy at the same time as it was attempting to deliver it.

policy at a delivery end far beyond the gaze of government officials it seems incredible that
plan as to how that might happen. Itumh@mthmhdm
distrusted local authorities to deliver the goods and through the Education Reform Act
ﬂqmmﬁmnmﬁmﬁuﬂihﬂ aut] pwers

ensuring the correct application of the rules regarding testing were small in number and
had been inadequately trained and, in some cases, poorly selected. Some just didn't even
bother to show up in the classroom. As Mary pointed out, “No-one came. Unfortunately,
we didn't have one person!® If they did, as in Jennry's cass, the results were counter-

Yet some 'slippage’
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supervised Doreen either, but as she pointed out, visits from advisors were likely to be
counter-productive. They could tell you that you were doing it wrong and that was the
advisor resented having to do all the extra work teachers were accepting as a matter of

The type of slippage that took place varied. Some teachers gave marks even when

tests were incomplete
of the normal school day. Most laughed st the suggestion. Doreen most closely

in terms of the testing itself. Some teachers spent days on the math game and others gave
they could do whatever was asked, even if it was impossible. They feared failure. The
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The Dilemma of Autonomy

Corwin and Borman (1988) also noted that the generally subordinate status of
teachers had to be matched against the often powerful collective status of teachers'
organizations. No where was this more obvious than in the case of the threatened
boycott.

Teachers in this study feit relatively powerless to prevent the testing from going
isolation. The teachers who were prepared to take action wanted some guarantee that
they wouldn't be doing it alone. The fact that there are a number of unions in England
complicated the organization of industrial action. However, it is clear that once the unions
got together, as they did in 1993 and once they had a strategy worked out which would
unite teachers, the power of unions was overwhelming. They won their battle in 1993
partly due to the militancy of the secondary teachers who refused to administer th:: English
tests to their 14 year olds, and partly because the unions agreed that the workioad had
become excessive. By 1993, also, Margaret Thatcher was no longer in control of the
Conservative party, and even though they successfully fought a general election, their
popularity in England had been steadily slipping. The government of the day no longer
commanded the support of the lower middle class. This is partly because of a recession
Margaret Thatcher. Lacking leadership, by 1993 the government's education policy was in
disarray. This opened the way to a revival in teacher militancy the likes of which had not
been since the 1970's. Teachers in this study looked back at the 70's as the heyday of their
militant careers and if they were teaching then, they took peart in the protests.

The dilemma of autonomy, describes a delicate balance between the power of
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elites to control versus the power of workers to disrupt. One of the reasons why this
balance was tipped in favor of the teacher unions was because the head teacher unions, the
local authorities, the Board of Governors and the parents no longer had any confidence in
the government's testing policies. To some extent this battle was fought through the
media. Traditionally right wing, somewhere along the way, the government had fallen foul
of its erstwhile allies. Without support from the media, this policy was doomed. Coopted
protagonists, teachers in their isolated classrooms were transformed, through their union

involvement, into powerful antagonists of government policy.

This dilemma is concerned with the fact that teachers are legally obliged to comply
with policy directives at the expense of their own professional judgment. There is
considerable confirmation of this dilemma amongst the teachers in this study. Sophie, for
example pointed out that she had been a professional, *. . . at the expense of my own
integrity.” Jenny believed the government was. * . . . just making us deliverers of an

of her tea. hers by continually declaring, "We've got to do it, ladies. It's the law!”
causes of stress amongst teachers in this study. As professionals, these teachers were
deeply concerned about the educational progress of the children in their classes. Pamela




NAS/UWT magazine, "The Career Teacher”. This was published in the Fall, and when I
phoned all of the teachers in this study at the end of 1991 I sought comments. (All the
to me, "make sure when you write your thesis to emphasize how badly I feel about this.
about this!" Yes, it was a dilemma for the teachers obliged to test. Discipline
deteriorated, reading stagnated, time to listen to children disappeared and even making

opportunities for advancement are limited and motivation in mid career becomes
I found very little evidence to support this contention amongst these teachers. Only
yet she still felt highly motivated to do the very best she could.
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wouldn't do it!" Sheila told me one night.
anulltheextnworl;.m:dgrthtmmmmﬁmumhaxr:vnlvamnd
the fact that they are mostly women, that they feel a strong obligation towards their
children and their parents, and the fact that they appear to lack positive feedback. Why
else would they care 50 much how their children did in the tests? Clearly, if the children
succeeded, they must have done well. This was a motivation! To prove to themselves
relished and which they actually believed was damaging to the children. A moral dilemma,

This dilemma deals with the fiact that asrangements to maintain order can subvert
the goals of i ion. The best way to demonstrate this dilemma is through the

The assessment arrangements of the National Curriculum will help to
mmmwmmwﬁmm
about what their pupils can and cannot do. mwmmt@m
their teaching to meet the needs of individual pupils. jonal Curriculum
and Assessment. Amyafm&mrmﬁumm
associations by the Rt. Hon. John MacGregor OBE MP, Secretary of State
for Education and Science, DES, July, 1990).

The point of the new tests is to give you and the teachers an exact picture
of what your child hes learned. Knowing how your child measures up
against national standards will give you the best idea of his or her real
progress. (How is your child doing at school? A parents’ guide 10 testing,.
DES, February, 1991)



Another purpose of testing and assessment was to ensure that the National

teachers got a more exact picture of children's ability than they had had previou
main exception seems to have been in the Science area. However, most of the teachers in

this study admitted they were teaching a lot more Science than before the National
Curriculum was introduced. This was one area in which they felt the children had
Mary was surprised at how well her children had performed but her results, like
most of the teachers 1 worked with, were suspect. There was 0 little supervision when
the testing was taking place. Mary, for example identified a great many discrepancies

mwmmwmdmmmmmﬁmm
needs within the constraints of a bureaucratic organizatic
portrayed in their documents that her children could not possibly have done as well as the
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children of more affluent, English speaking families in other parts of the country. When
education policies are formulated they must appear to offer equality of opportunity in
order for them to receive public support. At the very least, they must appear to be fair.
The fact that equal opportunity does not result in equity is beside the point. The
perception of fairness is what counts. The public in England and Wales, though not,
interestingly enough in Scotland, believed these tests were fair.

It was interesting how, in this study, most of the teachers said that one of the
reasons they were doing the tests was to be fair to the children. They said this even in the
certain knowledge that the tests could not be fair. Most commented on the fact that they
were short of time and resources. They felt ill-equipped to administer the tests through
lack of information and support and poor training. They also knew that poor children
were less likely to do well than children from "middle class” families. Even 30, the teachers
in this study worked hard to equal out the playing fields. They searched for books, and
bought materials with money from their own pockets. They gave up their weekends, their
lunch hours, their holidays, just so the children would have a fair chance at success. But
can teachers overcome societal inequality? It would appear not. Susan's authority came
third from last in the league tables published in 1991. Neither she nor | was surprised.

Teachers mediated these dilemmas with difficulty. When it came to choices, they
tended to obey authority rather than their own professional instincts. There was never any
suggestion of reprisal if these tests had gone awry; they were trials. Yet teachers worked
as they were placed, in a condition of subordination. There was talk of protest, but none
Personal lives suffered and children'’s education deteriorated. In 1991, despite the
dilemmas, the power of the bureaucracy was preeminent.
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"Change is

fell on the teachers in the classroom. As McLaughlin (1987) explaine
ultimately the problem of the smallest unit."
This was the first year of mandated nationwide testing so, as far as policy

iplementation is concerned, 1 was chiefly interested in how much of these enforced
policies were adopted initially and how much of them were likely to become routinized in
here. Amongst the teachers | worked with there was considerable willingness to "give it a
However, parents seemed fairly apathetic in as much as they did not come to meetings
in terms of promotion. There was some discussion however, regarding financial rewards
for schools that did well in the tests. The Government had posited the view that in the
send their children to, the government might give more money to successfill schools and
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has met with outrage on the part of teachers' unions who continually point out that the
schools that perform worst tend to reside in areas of social deprivation. Teacher
no pressure on the teachers to do well on the tests as far as job security and increased
salaries were concerned. However, doing well was certainly on teachers' minds. Children
performing badly on tests was translated as failure on their part.

The Government's testing policies were enormously expensive to implement.
However, although training funds known as GEST (Grants for Educational Support and
Training) grants were made available to local authorities, they appear to have been
insufficient and were often poorly utilized. Some schools chose to dip into their overall
budgets to find extra help for teachers who were testing and, as we saw in Susan's case,
teachers went out and purchased resources themselves. Lack of funding for this initiative
arose fairly frequently. Again, Susan's school was under equipped to the point that she
where handing over financial responsibility to poorly trained managers at the san.. time as
England and Wales have post-graduate training in management. But even if they did, the
formula which provided the funds to schools was not necessarily sufficient for this policy
to be implemented effectively. The government left the bulk of the implementation to the
teachers in the classroom. This could be construed as empowering them professi
impractical, the ultimate result of such a strategy is alienation and scepticism sbout the
whole process. Tmmﬁﬂyﬁmﬂmm&m

Connor and Patterson (1983) have referred to a phase in implem
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the commitment threshold during which implications of the change would be assessed.
Fullan(l982)dmribedthedecisionnnkingproemof:dopﬁon&nnﬁsofcmﬁﬂ

barriers to implementation fully appreciated? Are the necessary resources available?
(p.56) If Fullan is correct, the adoption of the assessment and testing process in Britain
has a tenuous future.

If we look at what the government's stated goals were at the outset of their testing
policy, questions immediately arise. In a series of speeches published in July 1990, John
MacGregor, the Secretary of State responsible for education wrote:

Reforms are needed to ensure that standards throughout the country are
brought up to the level of the best ...

The National Curriculum will provide clear and agreed objectives which
wmmmdmtomummwmmafmm
But I would stress that the National Curriculum is et inflexible nor is it
all-embracing. ltuamundnmufumdatnononwb:htn:hsnm
build using their professional skills and judgment and to which other
important elements like religious education can be added....

mmmsofmwmﬂmtmmﬂhdpm
promote higher standards by providing teachers with more inforn

about what their pupils can and cannot do. ‘l‘lumllbdptﬁﬂnﬂoplm
their teaching to meet the needs of individuals.

mmwammmmm-mmar
influencing the running of their own schools.

It is doubtful that a National Curriculum, assessment and testing were high on
were probably higher. In poor areas, such as Susan’s and Barbara's, improvement in social
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Wa‘cgoduleqﬂygned? The government made a major contribution to
deforestation in its search to make goals clear. The problem appeared to be that policy
was being formulated as it was being implemented and this required continual flows of
updated infor ation to a wide array of stakeholders. The primary objectives were clear.
Raise standards through the introduction of a National Curriculum, assessment and

However, the testing objectives were clearly stated in the 1988 SEAC

tions for SATs.

a Rﬂnﬂy:ndvﬂﬂlym:mmﬁsnfnmmmgﬁimﬂl
profile ¢ onents and expressed in terms of TGAT levels.
(Special Educational Needs).

d can be 30 administered by teachers as a natural part of their normal
(and frequently cross-curricular) mode of teacher.

e requires only resources that are normally available in a primary

8 yields tangible results including written evidence for consideration
in the moderatic immuthumm

in 1991 that the SATs were seriously flawed. ‘l‘lﬁNUI'ﬁmmhudgm
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the 1991 Key Stage 1 SATs. Their findings are broadly similar to my own in as much as
the report focuses specifically on the teachers’ views of the tests. The authors of the NUT

wrote:

When, in a Barnsley school, the class rabbit ate the apple used in the

‘floating and sinking' experiment during the assessment of Science
Attainment Target 1, it was probably the least of the many problems caused

by the SATs. However, it does illustrate, in an amusing way, a very

serious point. That is that policies for assessment must be firmly founded

on the realities of classroom life.

Were the barriers to implementation fully appreciated? Perhaps! But only in
hindsight. Tne government continually stressed that 1991 was merely a trial. By the end
of that year they could have been in no doubt as to the chaos they caused. In July of 1991
I had an opportunity to visit the offices of the Department officials responsible for
implementing the testing procedures. The senior official I spoke with was kind enough to
leave me in a room with the piles of reports he had received from around the country.
"Please don't take notes,” he said, "but feel free to browse!” And browse I did, through
hundreds of pages of criticism of the government's policy.

There is no doubt that the mood in government was changing by the end of 1991.
that the maths and science attainment targets would be changed. mmmhm
in school. Attainment target for maths and science to be revised” (DES Press Release,
145/91). By the 2nd December, Kenneth Clarke, the Education Secretary was writing,

We have listened to all the advice that teachers gave us sbout the first 7
year old tests and we have acted on that advice. The tests for 1992 will be
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1991. 7Theym“m=mmdgh;hiafrﬂdmg”f”
and arithmetic. Tmmﬂmﬂmﬁﬂnmbhtnm:mwl
within the target of thirty hours.
the government from going ahead and publishing the results anyway, something that their
own TGAT committee had strongly disagreed with. Of the teachers I worked with,
Although teachers in this study viewed the National Curriculum initiative
| the list of people on the various subject committees and in most cases they were

content, but very few in this study appear to have bothered. The sense of imposition,
contrary. They felt it had been eroded. They did not believe that the National Curriculum
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were already doing was fine. As to whether following the National Curriculum provided
lots of boxes had to be filled in just to prove you had done it and children had learned i!
Actually, this seems to have been part of the Government's plan. In the same July, 1990

Assessment is intrinsic to the National Curriculum. It is nothing less than
the means by which we can all keep track of what pupils of have learned -
as distinct from what they have been saughv (p. 12).

The problem is, very young children forget. You assess them in January, and by
June it's just a distant memory. All you can say about a science assessment in January is
that in January it was taught and in January they knew it! Very few teachers felt that
sbout the students in their classes. And it had radically altered their

implementation strategies outlined in the literature review, all
fmmdﬂﬁadbthm(lm)mmgma'nrhxm-lWﬂ
Wales. The government sttempted to exercise tight control over its organizations
mmm The legi mmwﬁmm

mwmﬁlwﬁmmm&miMmM

to offer resistance, i.e. the local aut
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that many of the advisors, consultants and trainers were poorly trained themselves and
sometimes poorly motivated, they also faced the kind of resistance Lieberman (1972)

poperation was remote. We may be moving into the conflict and bargaining model as
Act, Mrrgaret Thatcher's government was still in power and the Conservatives had
three elections in a row. There was no recession and the economy was artificially
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the task by implementors. Enforcement mechanisms were in place, but undermined by a
shortage of teachers in some parts of England. Resources were inadequate. Policy
Berman and McLaughlin (1976) identified other critical {actors necessary for
plementation such as staff training and adaptive planning, neither of which was well
implementation. These certainly featured prominently in my conversations with teachers
and mostly in a negative way. Principals seem to have been of littie help to teachers.
of change and the quality and practicality of the program. Clearly, this policy did not

better days. Unfortunately it was an era that never really existed for the majority of
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children, "I can guarantee our fellow citizens that schools are improving. It is childhoods
that are not!”

Teaching as Work

McCurdy and Speich (1991) hit the nail on the head when they predicted the
revolutionary potential of "suthentic” style testing. They saw the replacement of multiple
choice tests with curriculum base tests acting as a "major force in cusriculum reform”.
Brandt (1989) viewed them as "powerful levers of change” because they had the pote-tial
to influence educator’s behavior (p. 123). Apple (1989) likewise noted that mandated
testing restructured teacher’s work so that it was more specifically linked to specific
outcomes. There was a move towards corporate style management and a closer
monitoring of curricular goals. Evidence from this study supports the view that
introducing assessment and testing alongside curriculum change does have an impact on
teachers’ work.

The concept of proletarianization, especially the proletarianization of condition
whereby middie class workers are forced to adopt conditions of work more closely
associsted with manual workers is relevant to this study. Although teachers saw no
reduction in their psy and conditions during the introduction of this policy, they did sce an
erosion in their professional status. More significant still is the potential introduction of
performance related pay. This initiative was being reviewed by the School Teachers'’
Review Body (the Government appointed body that replaced the Burnham Comittee) in
1992. In its submission to this body, the Department of Education wrote:

The development of performance-related pay (PRP) is an essential

component of the Government’s strategy for raising standards in the public

sector.

Teachers have been opposed to performance related pay since the concept was
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first mooted. Since testing began they have been even more resistant to the idea. They
have also become increasingly resistant to the notion of schooling as an assembly line. An
NUT member wrote to the Guardian in April of 1993:

The whole conception of the exams is based on a view of education and
learning as dolloping out discrete lumps of knowledge to a uniform
audience. The reality of education is very different. The tests tell us
nothing that cannot be assessed in other more educationally valid ways.
¢ They create unacceptable pressures on students.
¢ Their main purpose is the creation of league tables 7
¢ They will be used in some schools for appraisal and performance related
pay.
Testing is designed to maximize competition between students, between
teachers, between schools and between local authorities. 1 do not believe
MMWMWWWMWM

through greater cooperstion. The dogmatic application of the marketplace
to education has been and will continue to be damaging.

Although this teacher was writing in reference to the soon to be boycotted Key
Stage 2 English tests, his remarks were a reflection on the experiences of teachers over a
three year period of trials. None of the teachers in this study felt under any threat of
appraisal. In 1991 it seemed to be the least of their problems. If anything, they were
would ask them. "Me, I suppose,” they would reply. Measuring performance by

It needs to be stated, however, that some of the teachers in this study benefited
not quite as stupid as she had imagined. This was not a bad thing! Clearly, teachers
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else could they tell they were doing & good job. The tests filled a worrying vacuum.
Unable to go to their Heads for support or advice, deeply suspicious of anyone in

dministrators in this study. Why else would the teachers be 50 reluctant to admit to their
The extent to which these teachers were proletaria
Angela, for example didn't like to tell anybody she was a teacher. "We haven't got any
standing in society!®. Teachers also feit their professional status was being eroded. Jenny
ried. The benefits they enjoyed as teachers such as pensions and permanent cc
ined intact. They did not feel that they were reduced to the level of a isborer.
, oletarianization that seems to have occurred is over the
lack of control of process. Teachers were not involved in the formulation of this policy
teachers were incompetent testers and could not be trusted to devise their own standards

ized is hard to say. Teachers
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success this was a significant erosion of their professional status.

id ’,’thhM&fﬂMnﬂg
smaller units in order that management may take control of the labor process to enhance
efficiency. It is dubious whether teachers in this study were either deemed to be more
MWMMWEMMEHMMBW Their

Gummﬁ)mnﬁd:e&gmm&mofjf ing
policy implemen ";’thy:madd.h:t;tmdaﬁhm Th:yhnwllgwulen
ation is also the product of increased supervision. Getting things done
ortant than how things get done. Time and again teachers in this study
said they had no time to listen to children, no time to do fun things in the classroom, no
over dinner money was a metaphor for her distress at not having time to be a teacher.
*Teacher's don't get any free time in infants’ schools,” was a comment I was to hear over
and over again. Another feature of intensification is erosion of thinking time. One of the
doing, that they have no time to ask why they are doing it, professionalism is eroded
because they are losing control of their working lives. It is significant that many of the
mwm:mm“mmhmmylﬂhm
saw this as a demonstration of their professionalism. mmm-m
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of the teaching act, the nization of their work - all of this was an
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took to for their professional integrity to overtake their professional zealotry, they could
Lawn (1981, 1986, 1987 and 1988) have written frequently about the erosion of teacher

Many workers disagree with the processes and ideas they are asked to
operate. They have no choice but to fulfill them though they also resist
them - - by controlling the pace of work, by disputing menagement's right to
manage, by striking.* (1981, p. 65).

There was little evidence of this resistance in 1991. Susan chose to do some tests
early. Mary took a week off after protesting to her Head. Some gave children the benefit
of the doubt when it came to results. Others, like Barbara, just filled in boxes to get the
job done. On the whole though, there was very little effort to resist the work they had to
do. However, there were strong indications that resistance might materialize in the future.
Only Doreen appeared to come through 1991 relatively calmly. The rest of the teachers
that. Pamela was not rehired the following year. She was repiaced by a probationer from
leave. Patricia and Doresn were promoted to administrative positions. Barbara was given
a Level 1 class who did not have to do the tests. Wendy and Elaine are still testing.
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In the Spring of 1993, the NAS/UWT successfully balloted their members to
boycott the tests. The catalyst for this vote was the contentious English tests for 14 year
they rose up in rebellion when they saw the tests. The dispute escalated into a
lost their appeal to the High Court. The Court decided that the boycotts were a legitimate
labor dispute. The point at issue was not the testing itself, but the unreasonable workioad

was being broken by the workioad of mandated testing. Only a handful of schools went
ahead with the tests in 1993. As the teachers in this study predicted, it took *militant”

from this study in a positive light. There was clearly a poor understanding of what was
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number of documents detailing their responsibilities under the Act. The assistance and
understanding which came from Heads varied from non-existent to providing as much help
as was feasible. The Government needed to win these people over. They made little
attempt to do so. Instead, they met with a surprising level of hostility and resistance. This
was in no small part caused by the ever increasing demands made upon them by other
aspects of the Education Reform Act such as local management of schools and the
reorganization of curriculum within schools. They were already overburdened. Thus, this
policy implementation was a fraught with problems right from the start. One only has to
look at the people who were appointed to SEAC to understand why. It is doubtful if any
of the members of this committee had recently taught 7 year olds.

This study also points to the danger of formulating any policy solely from a
political or theoretical perspective. Unless a policy is viable in the classroom, it will fail.
Not because teachers will refuse to implement it. They will be curious. They will try and
make it work. In the first year of implementation they will probably be willing to try it
out. It will fail, because ultimately it will interfere with the process of teaching and
leaming. Once teachers see that a policy is harming children, they will find ways to resist
it. It is not 30 easy to win over the hearts and minds of teachers. Unlike machines, they
must reconcile thoughts with actions in order to manage their lives. And when their
thoughts are focused on doing the best for children, they cannot be mechanistically
recalibrated into producing a different kind of action. The lessons that must be learned
from Britain are clear. Even when there is a political agenda, a political will, and legisiated
sanctions, teachers cannot be bludgeoned into submission when children's education
appears to be suffering.

However, myopia is endemic in government. This is unfortunate for politicians
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because the ideal way to bring about radical change is through leisurely stealth. If
governments could introduce policies like people poliute the planet, the damage could be
done in almost complete ignorance of the event. Unfortunately, newly elected, or in
Margaret Thatcher's case, continuously elected governments, take on an arrogance akin to
eternal life. And this ultimately is their downfall. No government is so powerful that it
can determine destiny in perpetuity. Neither should it be able to. Policies should be
mutable just as politicians should be expendable. The best we can hope for as educators is
that along the way education is sufficiently illuminating that as adults we come to
understand our condition and can make informed choices sbout our future. This cannot
happen if the knowledge we are allowed to discover is politically controlled.

Curriculum content must be broad enough to allow for differences amongst
societies and cultures, teachers and students and between teaching and learning. Bench
mark testing is appropriate only as long as it takes into account social, economic and
cultural differences. Government monitoring of student performance does not need to be
annual, nationwide or mandatory. If teacher assessments are randomly and regularly
monitored the same way the Department of Education monitors school performance,
there should be no need to engage in the expensive exercise of annual nation wide
curriculum based tests, especially if they distort and disrupt the process of teaching and
learning.

Measurement of progress needs to more clearly thought out. As Troman (1988)
pointed out, it is simply not possible to combine summative and formative tests. The latter
are especially unrelisble as s bench mark measure of progress. This is not to say that
teachers' assessments are inaccurate; quite the reverse. Teachers in this study found their
judgment to be relatively accurate when compared with the SATs results. The problem is
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that formative assessments are not meant to be used summatively as a statistical measure
of progress. They are intended as diagnostic and teaching tools.

Governments must also concern themselves with the phenomenon of teaching to
the test. If the bond between curriculum and testing is too tight, teachers will become
product oriented to the detriment of broadly based leam
pursue research which seeks to determine teachers' views about tests. This study indicated
that teachers are not opposed to testing. They like to know where children are, because it
is a measure of their own success. However, they have received very little training in the
art of testing. There is no evidence that these assessments and tests were used
kinds of tests they would like to administer should be sought. At the same time, teachers’

It scems wise, also, to determine whether an increase in cu
improves teaching and learning. There is no evidence for this thus far. The kinds of tests
ministered in 1991 were not useful in providing a base line of educational
hievement. The Government published results again in 1992, but they cannot be reliably
were not sufficiently well monitored to provide sound data. It is doubtful that tests which
improvement. In any case, it was not the view of the teachers in this study that testing
teaching. Some also believed that an impruvement in social conditions would also

ing. It would be interesting to
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It is not the case that teachers views are never sought. Teacher unions and
ining policy. Teachers in this

governments
1 would have liked, for example, to have talked with a group of Conservative supporters
their political and professional lives? As all teacher unions in Britain including the right
It would also be pertinent to review the impact teacher unions have had on
nt policy? They always claim to exercise influence because it is in their best
interests to believe and promote that, but there is little research to confirm this view.
Teachers in this study believed their unions were relatively powerless. However, tests
were boycotted in 1993. It would be important to ascertain the train of events that
brought this sbout. What role did unions play in mustering support for a boycott? To
what extent was the resistance to this policy orchestrated by political opponents to the
in place only to be subsequently thwarted?




320
References

Abercrombie, N. & Urry, J. (1983). Capisal, labour and the middle classes. London:
Allen & Unwin.

Acker, J., Barry, K. & Esseveld, J. (1983). Objectivity and truth: Problems in doing
feminist research. Women's Studies International Forum, 6(4), 423-43S.

Acker, S. Women and teaching: a semi-detached sociology of a semi-detached
profession. In S. Walker & L. Barton (1983). Gender, class & education.
Lewes: Falmer. pp. 123-140.

Acker, S. (1989). Teachers, gender and careers. Lewes. Falmer Press.

Alma, A. (1987). Testing! Testing! Testing! The B.C. Teacher, March/April, 13-14.

Ambrosie, F. & Haley, P.W. (1988). The changing school climate and teacher
professionalization. NASSP Bulletin, January, 83-89.

American Psychological Association. (1985). Siandards for educational and
psychological testing. Washington, D.C.: Author.

Anderson, L. (1987). The decline of teacher autonomy: tears or cheers. /méermational
Review of Education, XXXI11, 357-373.

Anisef, P. (198S). Accessibility 10 post-secondary education in Canada: a review of the
liserature. Ottawa, Ontario: Secretary of State for Canada.

Anyon, J. (1981). Social class and school knowledge. Cwrricwhan Inguiry, 11, 3-42.

Anyon, J. (1980). Social class and the hidden curriculum of work. Jownal of Education,
62, 67-92

Anyon, J. (1982). Adequate social science, curticulum investigations, and theory.
Theory im0 Practice, 21. 34-37.

Apple, M. (1962). Education and power. Boston and London: Routledge & Kegan
Paul.

Apple, M. (1983). Work, class and teaching. In S. Walker & L. Barton. Gendbr, class
& ediwcation. Lewes: Falmer. pp. 53-68.



321

V., & Teitelbaum, K. (1986). Are teachers losing control of their skills and
iculun .kmmlq'Cwﬁc-hﬁStﬂes 18(2), 177-184.

Apple, M. (1988a). Review of Bastian, A., Fruchter, N, Gmﬂ,M Greer, C., Haskins,
K. (1986). Choosing equality: The case for democratic schooling. In
Educational Studies, 19 (1), 104-110.

Apple, M. (1988b). Social crisis and curriculum accord. Educational Theory, 38 (2).
191-201.

Apple, M. (1989). Teachers and texts. New York: Routledge.

Bastian, A., Fruchter, N., Gittell, M., Greer, C., Haskins, K. (1986). Choosing equality:
Becher, T. Eraut, M. et al (1979). Accownability in the middie years of schooling.

Berlak, A. & Berlak, H. (1981). Dilemmas of schooling seaching and social change.
New York: Methuen.

Berman, P. (1978). The study of macro-and-micro-impl
26(2), 157-184.

Berman, P. (1980). Thinking about programmed and adaptive implementation: Matching
strategies to situtations. In HM. m-ﬂDE Mann (Eds). Why Politics

Fail. Beveriey hills. Sage Publications
Berman, P. & McLaughlin, M. (1976). Implemention of educational innovation.
Educational Forem 40 (3), 345-376.

Bernstein, B. (1975). Toward a theory of educational sransmission: vol. 3 Class, codes
ma (Im) mmaﬂm mmaﬂ

Bidwell, C. (1965). The school as a formal orgasization. In March, J. (Ed.) Hamdbook
of orgemizations. Chicago: Rand McNally.




322
Black, P. (1992). Do we want robots? Education, 180 (9), August,169-170.

Bosetti, B.L. (1990). The implementation of a secondary education policy initiative: a
study in the management of change. Ph.D. thesis. Edmonton: University of
Alberta.

Bourdieu, P. & Passeron, J.P. (1977). Reproduction in education, society and culture.
Beverley Hills, CA: Sage.

Bourke, S. (1984). The seaching and learning of Mathematics. Hawthom, Victoria:
Bowers, C.A. (1984). The promise of theory: education and the politics of cultural
change. New York: Longman.

Brandt, R. (1989). On misuse of testing: a conversation with George Madaus.
Educational Leadership, 46 (7), 26-29

Braverman, H. (1974). Labor and monopoly capital. New York: Monthly Review
Prese.

Broadfoot, P. (1985a). MWJMMMWM
France. Comparative Education, 21(3), 273-285.

Broadfoot, P. (1985b). Institutional dependence and sutonomy: English and French
teachers in the classroom. Prospects, XV(2), 263-271.

Broadfoot, P., & Osborn, M. with Gilly, M., & Pailiet, A. (1987). Teachers’
conceptions of their professional responsibility: Some international comparisons.
Comparative Education, 3, 287-301.

mr..omu, Gilly, M., & Paillet, A. (1988). Teachers' conceptions of

their professional responsibility. The role of comperative classroom studies.
Caribbean Jownal of Education, 15(2), 46-57.

Broadfoot, P. (1990). Cinderelia and the ugly sisters: an asscssment policy in two acts.
Cwrriculum Jownal, 1 (2), 199-215.



323
Broadfoot, P., Osborn, M., Abbott, D., Croll, P., Pollard, A., (1990). Reading the tea
leaves. seachers’ reactions 1o changes in assessment under the national
curriculum. Paper prepared for the Symposium on Assessment at the BERA
conference held at Roehampton Institute of Higher Education, London, August,
1990.

Broekhoff, M. (1978). Criterion-referenced evaluation as an alternative. English
Journal, 67 (7), 32-37.

Brophy, J. & Good, T. (1986). Naturalistic studies of teacher effects. In M.
Hammersley (Ed.). Case Studies in Classroom Research. Milton Keynes: Open

University, pp. 210-230.

Brown, D.E. (1993). The political influence of state testing reform through the eyes of
principals and teachers. Paper presented at the Annual Meeting of the American
Research Association (Atlanta, April, 1993).

Bullough, R., Goldstein, S. & Holt, L. (1982). Rational curriculum: teachers and
alienation. Jowrmal of Curriculum Theorizing, 4, 132-143.

Bumes, D. & Lindner, B.J. (1985). Why states must move quickly to assess excellence.
Educational Leadership, 43 (2), 18-20.

Buswell, C. (1988). Pedagogic change and social change. In J. Ozga (Ed.) Schoolwork.
m;nhmmsqm Milton Keynes: Open University,
PP

Calder, P. (1990). Impact of external examinations on the teaching-learnbing process:
a review of the literature. Edmonton, Alberta: Alberta Teachers' Associstion.

Calder, P. (1990). Impact of diploma examinations on the teaching-learning process.
Edmonton, Alberta: Alberta Teachers’ Association.

Campbell, RJ. & Neill, S. St. J. (1990). Thirteen hndred and thirty days. Final report
daﬂkx”dnxkr“hhyhl Warwick: University of Warwick,

Department of Education.

Camnoy, M. (198S). The political economy of education. /nsermational Social Science
Jowrnal, 37 (2), 157-173.

Carnoy, M. & Levin, H. (1985). Schooling and work in the democratic stiase. Stanford:
Stanford University Press.



324

Carr-Hill, R. (1984). izing survey methodology. Owality and Quantity, 18, 275-
292.

Cashdan, A. (1990). Thﬁmunpmmfum Anunlymuftheevnéamefnrﬂg

q'E:iﬂimuIPm 73 141-146.
Comstock, D. (19!2) Amuhndfarﬂmeﬂm lnE miﬂw Fﬂﬁa’g

Comnor, K., Hariston, J., Hill, 1., Kopple, Marshall, J., Scholnick, K. & Schulman, M.

(1989). UmngtﬂnMﬁmd.uﬂ&mnkvé
Educational Leadership, 43 (2), 63-68.

Comnett, J.D. (1982). Alternatives to paper and pencil testing. NASSP Bulletin, 66 (457),
44-46.

Corwin, R.G. & Borman, K. M. (1938). School as workplace: mm:nn
m In N.J. Boyan, Handbook of research on educationa

dwinistration. pp. 209-237.

Dale, R. et al (Eds.) (1981). Politics, patriarchy and practice. London: Falmer Press.

Darling-Hammond, L. (1987). Teacher *) e e e
The Education Digest, Septomber, 15-17.

Davis, A. & Odden, A. (1986). How state improvement programs affect teachers and
principels. Pk Delta Kappan, 67, 591-594




325

Deal, TE. & Celotti, L.D. (1977). ‘Loose coupling’ and the a
research findings. Resowrces in Education.

wlum. Task group on
assessment and testing report. Aiggﬂﬁm London: Author.

Department of Education and Science. (1988). Navional carriculum

Mmmm Amuyglmm London: author.
From policy 10

Department of Education and Science. (1989). National curriculum
practice. London. Author.

partmen ofEduamnmdSm (1990). Ahia-:l wrriculs
ﬁr&gﬁ.ﬁ.:j hematics mxi.n:iemg)aﬁrl?ﬂ A.mgtg:'maﬂim
mm&maﬁywl London: author.

artment of Education and Science and Welsh Office. (19“) National c» .
Taﬂmmmﬂm Three supy mx.m

m&&mmm (1989). National curriculum. A guide for

Departmeont of Education and Science. (1989). Circular No 5/89. The Education Reform

Act 1988: the school curriculuwn and assesswew. London: Author.
ickson Corbett, H., Firestone, W.W., & Rossman, G.B. (1987). !mmm

* changs and the sacred in school cultures. Edwcational Adwinis
23(4), 36-59.

Doyle, W. (1979). mmﬂmm In Peterson, P.L. and
Walberg, H.J. (Eds.) Research on seaching: concepts, findings, and implications.




326
Berkeley, California: Wadsworth Publishing Company .

Dreher, M.J. (1985). Parents’ attitudes towards reports of standardized test results. The
Reading Teacher, 38 (7), 625-632.

Du Boise, B. (1983). Passionate scholarship: notes on values, knowing and method in
feminists social science. In G. Bowles and R. Duelli-Kiein (Eds). Theories of
Women's Studies, 105-116. Boston: Routledge & Kegan Paul.

Dyhouse, C. (1978). Towards a "feminine” curriculum for English schoolgiris: the
demands of ideology 1870-1963. Women's Studies Imernational Quarterly, |,
299-311.

Egan, O. & Archer, P. (1985). The accuracy of teachers’ ratings ability: A regression
model. American Educational Research Jowrnal, 22. 25-34.

Eisenstein, H. (1984). Comtemporary feminist thought. London: Unwin.

Eller, R. (1989). Review of Maeroff, G. (1988). The Empowerment of teachers:
Overcoming the crisis of confidence. New York: Teachers College Press. In
Educational Studies, 20 (4), 371-375.

Elmore, R.F. (1978). Organizational models of social program implementation. Public
Policy XXVI (2) Spring, 185-228

Ennis, R. (1985). A logical bases for measuring critical thinking skills. Educational
Leadership, 43 (2), 44-48.

Everhart, R. (1977). Between stranger and friend: some consequences of "loag term”
field-work in schools. American Education Research Jowrnal, 14, 1-15.

Farrand, J. (1968). Mexican primary school teachers’ sense of professional responsibility.
Comparative Education, 24 (1), 103-124

Fay, B. (197S). Social theory and political practice. London: Allen & Uawin.

Fay, B. (1977). How people change themeeives: the relationship between critical theory
and its sudience. In T. Ball (Ed.), Political Theory and Praxis, pp. 200-233.
Minnsapolis: University of Mianssota Press.

Fay, B. (1987). Critical social science. New York: Comell.



327

Foucault, M. (1974). The archaeolog)

Fowler, N. (1988). Do I have a choice? Mathematics Teacher, 122.

ofladllganlmhsl Rﬂa‘llﬁﬂtr 23 2—23
Freire, P. (1988). Pedagogy of the appressed. New York: Continuum.

Fritzell, C. (1987). Qnﬂgmnfm;nmnym educati
Jowrnal of Sociology of Education, 8 (1), 23-35.

(1), 9-14.

ison, JW. (1988). Democrac) ﬂuﬂﬁchuwhdge.nﬂteidﬁ’i Apowenn
Teachers’ College Record, 19(4), 487-504

Ginsberg, R. & Bennett, A. (1981). 1 don't get no respect. VocEd, 56 (8), 34-36.
8. M.B. (1988). Educators as workers and political actors in Britsin and North

* Amesica; Review Essay. British Jowrnal of Sociology of Education, 9(3), 359-
367.

Gipps, C. & Goldstein, H. (1983). Aﬁuignﬁﬂu mmqﬁ
assessmend of performance wnit. London: Heinems

Gipps, C. (1987). The APU: monitoring standards? Edwcation Review, NUT 1 (1), 52-
5.

Giroux, H. (1988). Teachers as imellectuals: soward a critical pedagogy of learning.
Mass.: Bergin & Garvey.

MJ[ ﬂ—.H.F & Associstes. (1974). Looking behind the classroom door.
Worthington, Ohio: Charles A. Jones.




328
Gordon, L. (1989). Beyond relative autonomy theories of the state in education. British
Journal of Sociology of Education, 10 (4), 435-447. "

Green, K. & Stager, S. (1987). Testing: coursework, attitudes and practices.
Educational Research Quarterly, II(Z), ﬂ-SS

quﬂm Sa“ae No ED.‘ZSSSH

Gross, N., Giaquinta, J., Bernstein, M. (1971). /mplementing organizational change.

Guthrie, L., Pierce, L.C., &Kamd-.JE (1990 April). Hcglipdmi:s.pduyaﬂ 7

Hall, G. (1985). Overview of the various dimensions of the concerns |
model. ngmﬁdﬂm:tlmim

Hallinger, P.& Murphy, J.F. (1986). The social context of effective schools. American
Jowrnal of Education, 94, 328-355.

Haney, W. (1985). Making testing more educational. Edwcational Leadership, 43 (2), 4-
15.

Hodges, C. (1992). Teacher judgomes
the Annual Meeting of the Americs
20-24, 1992).

ments and standardized assesements. Paper present at
'MM(S&FmAFi

Hodgkineon, K. (1991). The great primary school reading crisis - or a year is a long time
in education. Education, 3, 13 October, 1991.



329

Hoge, R.D. & Butcher, R. (1984). Analysis of teacher judgem
levels. Jowrnal of Educational Psychology, 76, 771-781.

Hoge, R.D. & Coladarci, T. (1989). Teacher-based judgements of academic
achievement: a review of the literature. mqm&m 59 (3),

297-313.

Holdaway, E.A. (1990). Recent developments in education in Britain: issues and
implications. 7he Canadian Administrator, 29 (7), 1-9.

Reform or revolution? Paper presented at annual meeting of the American

Huberman, M. (1989). Research on teachers' professional lives. /mernational Journal of
Educational Research, 13 (4), 341-466.

Huberman, M. & Miles, M. (1984). /nmovation up close: How school improvement
works. New York: Plenum.

Huberman, M. and Prick, L. (1989). Teachers' professional lives: the state of the art. In
M. Huberman (Ed.) Research on seachers’ professional lives. Imternational
Jowrnal of Educational Research, 13(4), 341-466.

Iven, H. (1992). Testamania: proposed Koy Stage 3 pilot tests. Education, 179 (16).
17th April, 323.

Joyce, B. & Clift, R. The phoenix agenda: essential reform
Educational Researcher, 13, 5-17.

Kaagan, S. & Smith, M. (1985). Indicators of educational quality. Educational
Leadership, 43 (2), 21-24.

Kemmis, S. & Fitzclarence, L. (1986). Cwricuh
theory. Deskin, Australia: BﬂnUﬁﬁyPﬁu

Kerchner, C.T. (1966). Union-made teaching: The effects of labor relations on teaching
work. In Rothkopf, EZ. (ed.) Review of Research in Education, 13.

Kirk, G. (1988). The professionslization of teaching and its frustration. Scomish
Edincational Review, 20 (1), 14-21.

in teacher education.




330

Kuﬂmd,MC (1971) The effects of tests on students and the schools. Review of
cational Research, 41 (4), 303-350.

Kleinig, J. (1982). Philosphical isswes in education. London: Croom Helm.

Kleinig, J. (1975). Indoctrination. In S. Brown. Philosophers discuss education.

Kushner, S. & Norris, N. (1980-1981). Interpretation, negotiation and validity in
naturalistic reserach. /nterchange, 11(4), 26-36.

Lapointe, A E. (1986). Testing in the USA. In D. Nuttall. Assessing educationa
achievement. Lewes: Falmer Press.

Laslett, B., & Rapoport, R. (1975). Collsborative interviewing and interactive research.
Jowurnal of Marriage and the Family, 37, 968-977.

Lawton, D. (1989). The Education Reform Act: Choice and comtrol. London: Hodder
& Stoughton.

Leon, A., Nason, D., Omari, K., Bastos, B., Blumberg, A. (1982). A cross-cultwal study
of seacher autonom) Pwmsmﬂﬂﬁ“mﬁqq‘kdm
mmmam New York, NY, March 19-23.

Levin, H. (1985). The educar llay disadvansaged: a national crisis. CERAS:
Stanford: c‘mﬁmm

Lewis, A. (1987). Testing the winds. Phi Delta Kappan, 68 (9), 652-653.

Lﬂ-—ﬂﬂ.lﬁ.-*(ﬂi) P*yﬂigh on. Eighty
Chmh Umuf(hwl’ﬁn




331
Lortie, D. (1986). Teacher status in Dade County: A case of structural strain? Phi
Delia Kappan, 67, 568-575.
Lortie, D. (1975). Schoolteacher. Chicago: University of Chicago Press.

Maclure, S. (1988). Education re-formed. A guide to the Education Reform Act 1988.
Sevenoaks: Hodder & Stoughton.

Mann, J. (1979). Education. London: Pitman

McCurdy, J. & Speich, D. (1991). Special Issue: Testing. Education USA, 33 (19),
121-128.

McLaren, P. (1989). Life in schools: an introduction to critical pedagogy: the
Jfoundations of education. New York: Longman.

McLaughlin, et al. (1986). Why teachers won't teach. Phi Delta Kappan, 67, 420-426.

McNamara, D. (1990). The National curriculum: an agenda for research. British
Educational Research Journal, 16 (3), 225-235

McNeil, L. (1988). Contradictions of control, part 1: administrators and teachers. Phi
Delsa Kappan, 69 (5), 333-339.

McNeil, L. (1988). Contradictions of control, part 2: Teachers students and ¢
Phi Delta Kappan, 69 (6), 432-438

McNeil, L. (1988). Contradictions of control, part 3: Contradictions of reform. Phi
Delsa Kappan, 69 (7), 478-48S.

Marso, R. and Pigge, F. (1992). Classroom teachers’ perspectives of the extent and
effectiveness of their schools' uses of standardized test results. Paper presented at
the 72nd Annual Meeting of Teacher Educators (Florida, February 15-19, 1992).

Marso, R. and Pigge, F. (1991). Testing directors, principals, supervisors and teachers’
mdhmﬂmd@d%mm Pm’
presented at the Annual Meeting of the National Council on Measurememe
Education (Chicago, April 4-6, 1991).

Meyer, J. & Rowan, B. (1978). The structure of educational organizations. In Meyer, J.
(Ed.) Environmemss and Organizations. Saa Francisco, California: Jossey-Bass.




132
Minot, J. (1970). Quatre paradox de I'sutonomie. Administration et Education, 4, 37

Murphy, R. & Torrance, H. (1988). The changing face of educational assessment.
Milton Keynes: Open University.

National Foundation for the Improvement of Education. (1990). Voices from the
classroom: Fxceptional teachers speak. Washington: Author.

Nias, J. (1989). Primary teachers stalking: a study of teaching as work. London:
Routledge.

Nias, J. (1989). Subjectively speaking: English primary teachers’ careers. In, Research
on Teachers' Professional Lives. /nternational Journal of Educational Research,
13 (4), 341-466.

Mlltonl(eynu OpatUmvermyl’reu

Nickerson, R. (1989). New directions in educational assessment. Fdwcational
Researcher, 18 (9), 3-7.

NUT (1991). Miss, the rabbit ate the "floating” apple. The case against SATs. The
report on the 1991 Key Stage 1 SATs by the National Union of Teachers.
London. NUT.

Nuttall, D. (1986). Assessing educational achievement. Lewes: Falmer Press.

Nuttall, D. (1991). Measuring standards. Edwcational Review, 5 (2), 21-25.

O, Toole, L.J.Jr. (1986). Policy recommendations for multi-actor implementation: An
assessment of the field. Jownal of Public Policy, 6 (2), 181-210.

Ozga, J. (Ed.) (1987). Schoolwork: approaches o the labowr process of teaching.
Milton Keynes: Open University.

Ozga, J. & Lawn, M. (1981). Teachers, professionalism and class: a study of
organized teachers. Lewes: Falmer Press.

Page, J. and Page, F. (1986). Increased emphasis on testing and test preparatory
activities in the early grades. ERIC Document Reproduction Service No.
ED275421.



333

ism. NASSP

Palardy, J. (1988). Institutional structure: an impediment to prof
Bulletin, (72), 82-84

Parish, R. & Arends, R. (1983). Why innovative programs are discontinued.
Educational Leadership, 40, 62-65.

Perrone, V. (1976). On standardized testing and evaluation. Position paper prepared for

Popkewitz, T. (Ed.) (1987). Critical studies in teacher education: its folkiore, theory
and practice. New York: Falmer Press.

Popkewitz, T. & Lind, K. (1989) Tudurm:smfenm teachers' work and the
changing control of mechanism in education. Teachers’ College Record, 90 (4),
575-594.

Raelin, J. (1989). How to give your teachers autonom
Executive Educator, 11 (2), 19-20.

Pressman, J. & Wildavasky, A. (1973). /mplementation.
California Press.

Prick, L. (1986). Career development and satisfaction amon
teachers. Amsterdam: Vrije University: A

Ptm! (IQII) Towardss a history of women's education in nineteenth centur
a sociological analysis. Westminster Studies in Education, 4, 45-71.

Quinby, N (1935) On testing and teaching intelli o
Sternberg. Edwcational Leadership, 43(2),5&53

295-320.

ised tests will bow 10 sests of owscomes.

mnmm (1990). Siandar
ovember 28, 3-4. Author.

Resnick, D.P. & Resnick, L.B. (1968). Understanding



334
ns for the NAEP. Phi Delta Kappan, 69 (8),

produce it: some recommendati
580-582.

Rist, R.C. (1970). Student class and teacher expectation: the self-fulfilling prophesy in
ghetto education. Harvard Education Review, 40 (August), 422-451.

tthal, R. (1973). The pygmalian effect lives. Psychology Today, September, 56-63.

Rutherford, W.L. (1985). School principals as effective leaders. ['hi Lelta Kappan, 67.
31-34.

Ryan, DW. (1983). Redefining the roles of middie managers in outcome-based systems.
Ouicomes 2 (4), 26-33.

,,ofcﬁaam?:

Sabatier, P. &Mmm.D (l919) The
guide to accomplishi

pﬁlppﬂl mhnd: Teachers' Cdkgekm'd o1 (‘2) 235—254

Schagen, 1. (1991). Beyond league tables. Ehwmnmmdmahndlmwl
truer picture of the effect of schools. Edwcational Research, 33 (3), Winter, 1991,
216-222.

Schwile, J. et al. (1983). Teachers as policy brokers in the content of school
mathematics. In Shulman, L.S. & Sykes, G. (Eds.) ngﬁﬂgmd
Policy. New York: Longman.

SEAC (1990). A guide 10 seacher assessment. Pack A. Teacher assessment in the
classroom. London: Author.

SEAC (1988). mmqwam Tﬂﬁrpqﬂlfﬂkcﬂq‘k

mnﬂﬂﬁnﬂbﬂﬁﬂdﬁﬁibwdﬁm
cwrricshen. London: Author.




335
SEAC. (1990). SEAC and its work. London: Author.
She is asking the right questions. (1988, March 11). The Guardian, p 15

Shepard, L. and Dougherty, K. (1991). Effects of high stakes testing on instruction.
Paper presented at the Annual Meeting of the American Educstional Research
Association (Chicago, April 3-7, 1991) and the National Council on Measurement
in Education (Chicago, April 4-6, 1991).

Shulman, L.S. (1983). Autonomy and obligation. In Shulman, L.S. & Sykes, G. (Eds.)
Handbook of teaching and policy. New York: Longman.

Shulman, L.S. & Sykes, G. (Eds.) (1983). Handbook of seaching and policy. New
York: Longman.

Simon, B. (1988). Bending the rules. The Baker ‘reform’ of education. London:
Lawrence and Wishart.

Smith, M.L. (1991). Put to the tests: the effects of external testing on teachers.
Educational Researcher, 20 (5), 8-11.

Soar, R .S., Medley, D M., & Coker, H. (1983). Teacher evaluation: a critique of
currently used methods. Phé Delta Kappam, 65 (4), 239-246.

Soltz, DF. (1992). Does it really matter what teachers think of tests? Testing in two
"low stakes" school districts. Paper presented at the Annual Meeting of the
American Education Research Association (San Francisco, April 20-24, 1992).

Stager, S. & Green, K. (1984). Wyoming seachers’ use of tests and astitudes soward
classroom and ssandardized sests. ERIC Document Reproduction Service No.
ED25257S.

Steedman, C. (1988). The mother made conscious: the historical development of a
primary achool pedagogy. In M. Woodhead and A. McGrath, Family, School and
Society. London: Hodder & Stoughton.

Sternberg, R. & Baron, J. (198S). A statewide approach to messuring critical thinking
skills. Educational Leadership, 43 (2), 40-43.

Stiggins, R. (1985). Improving assssement where it means the most: in the classroom.
Educational Leadership, 43 (2), 69-74.



336

Stiggins, R.J. (1988). Revitaliz
priority. Phi Delink’;mm 69(5) 363-368.

Sykes, G. (1983). Contradictions, ironies, and promises unfulfilled: a contemporary
account of thesum;nf ten:lnng Phi Delta Kappan, 34(3) §79-592.

Tripp, D.H. (1983). Co-authorship and negotiation: the interview as act of creation.

Interchange, 14 (3), 32-45

Troman, G. (1989). Testing tensions: the politics of educational assessment. British
Educational Research Journal, 15 (3), 279-295.

Van Hom, C.E. & Van Meter, D.S. (1977). The impl tion of intergove
policy. In C.O. Jones and R.D. Thomas (eds). Publccpahqynﬁbrgmaﬁ-akml
system. London: Sage Publications.

Walker, S. & Barton, L. (Eds). (1983). Gender, class and education. Lewes: Falmer.

Walker, S. & Barton, L. (Eds). (1989). Politics and the process of schooling. Milton

Walter, L.J. & Glenn, C.L. (1986). Centralized decision making threatens teacher
autonomy. Educational Horizons, 65 (2), 102-103.

Weick, K. (1976). Educational organizations as loosely-coupled systems. Adwinistrative
Science Ouarterly, 21, 1-29.

Journal of Higher Education, XXXIV (1), 57-75

Wax, R. (1952). Reciprocity as a field technique. Human Organization, 11, 34-41.

Welch, W. (1979). Twenty years of science curricuks opment: a look back. In
D.G. m(u)mgkmmmm Wm:m AERA.

n. Education [igest,

Welsh, P. (1987). Teachers fight for control of their own professic
53, 18-21.

Wiggins, G. (1989a). Teaching to the (Authentic) test. Edwcational Leadership, 46 (7)




337

Delsa Kappan, 70 (9).
Williams, W. & Elmore, R. (1976). Social program implementati
Williamson, B. (1981). Class bias. In D. Warren-Piper (Ed.). Is higher education fair?
Guildford: Society for Research in Higher Education.

Wise, A. & Darling-Hammond. (1983). Beyond standardization: siate standards and
Elﬂdiﬂprmgmn!_ Wf,i ', ton DC Nmmﬂhmmaofm ERIC

. New York:

Wolf, R M. (1988). The NAEP and internations
(8), 580-582.

Wolpe.A. (]973) Smrmmhmm London: Women's Resource

Woad,GH (lm) Schooling in a democracy: transformation or repro
wcational Theory, 34 (3), 219-234.

Woods, P. (1990). Cold eyes and warm hearts: changing perspectives on teachers’ work
and careers: Review essny. Eiﬁﬁ.hﬁdqu, ll(l),
101-117.

Woods, P. (1981). Strategies, commitment and identity: making and breaking the

teacher role. In L. Barton & S. Walker. (Eds.) Schools, seachers and teaching.
Lewes: Falmer Press.




338

Y N NAHT, @ ¢ SA

ASSESSMENT UNDER THE
= NATIONAL CURRICULUM:
JOINT UNION ADVICE ON WORKLOAD

o gl




Heads and achers will nod 10 determine what

ttainment target.

339






