
ED/02/18(A)

Education, Culture and Sport Committee

18th Meeting, 2002

Tuesday 11 June 2002

The Committee will meet at 2.00 pm in Committee Room 4

1. Items in private: The Committee will consider whether to take item 4 in private.

2. School Meals (Scotland) Bill: The Committee will consider a final draft report.

3. Purposes of Education Inquiry: The Committee will take evidence from—

Educational Institute of Scotland
Association of University Teachers
Scottish Secondary Teachers Association
Headteachers Association of Scotland

Scottish Parent Teacher Council
Scottish School Boards Association

Association of Directors of Education in Scotland

4. Proposal for a Committee Bill: The Committee will receive an update on
timetabling and resourcing issues in developing a proposal for a Committee Bill to
establish a Commissioner for Children and Young People

The following papers are attached for this meeting—
Draft report at Stage 1 on School Meals (Scotland) Bill                          ED/02/18/1

The following papers are for information—
Written submissions on Purposes of Education Inquiry

       Martin Verity
Clerk to the Committee

Room 2.7 Committee Chambers
Ext. 85204

Email: martin.verity@scottish.parliament.uk



ED/02/18/1(P)
PRIVATE PAPER � MEMBERS ONLY

1

Education, Culture and Sport Committee

Stage 1 Report on the School Meals (Scotland) Bill

The Committee reports to the Parliament as follows�

Introduction and background

Introduction
1. The School Meals (Scotland) Bill is a Member�s Bill and was introduced on
14 November 2001 by Tommy Sheridan MSP, supported by Alex Neil MSP and
John McAllion MSP.

2. The Parliamentary Bureau, at its meeting of 20 November 2001 referred the
Bill to the Education, Culture and Sport Committee as lead committee and to the
Health and Community Care Committee, the Local Government Committee and
the Social Justice Committee as secondary committees.  The Bill was also
referred to the Subordinate Legislation Committee under Rule 9.6.2.  The Social
Justice Committee decided at its meeting on 12 December 2001, that social justice
issues pertinent to the Bill would be considered by the Committee as part of its
work programme for the remainder of the parliamentary session and therefore it
did not intend to submit a report.  The Local Government Committee decided at its
meeting on 16 April 2002 that as this Committee would be taking evidence on all
aspects of the Bill that it did not intend to submit a report. The Health and
Community Care Committee and Subordinate Legislation Committee reports are
included as Annexes A and B.

Background
3. Section 53 of the Education (Scotland) Act 1980 (�the 1980 Act�) regulates
the provision of school meals in Scotland.  Section 53(1)(b) of the 1980 Act
requires an education authority to provide facilities for the consumption of meals or
other refreshments brought to school by pupils.  Section 53(1)(a) of the 1980 Act
empowers an education authority to provide milk, meals or other refreshments for
school pupils if it so chooses, subject to the statutory requirement to provide free
school meals to children of those people who are receiving income support,
jobseekers allowance or support under Part VI of the Immigration and Asylum Act
1999.  Section 53(3) and (3AA) detail this statutory requirement.

4. The main purpose of the Bill is to amend the 1980 Act to require all local
authorities to provide a free nutritious meal to all pupils at schools under their
management.  The Bill does not apply to self-governing or independent schools.
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The definition of a �nutritious meal� is not given in the Bill, but it details that,
through regulations, Scottish Ministers should set nutritional standards, in
consultation with relevant bodies which would be adhered to by local authorities.
Such regulations should also make provision for milk and water to accompany the
meal.

Evidence taken by the Committee

Oral Evidence
5. The Committee took oral evidence at Stage 1 at its meetings on 7 May 2002
and 14 May 2002.  On 7 May 2002, it took evidence from Direct and Care
Services, Glasgow City Council which was represented by Fergus Chambers and
David Melvin and the Association of Public Service Excellence which was
represented by Des Murray and Richard Blackburn; Child Poverty Action Group
which was represented by Danny Phillips; the Scottish Trades Union Congress
(STUC) which was represented by Grahame Smith (Deputy General Secretary),
Linda Shanahan (Chair of the STUC Women�s Committee), Mary Senior (Unison)
and Frances McInnes (Unison); and from the Convention of Scottish Local
Authorities (COSLA) which was represented by Councillor Helen Law (Education
Spokesperson), Councillor Eric Gotts (East Dunbartonshire Council), Craig
Clement (Head of Education Services, Angus Council) and Keith Downton
(Principal Officer, Client Services, City of Edinburgh Council).

6. The Committee took evidence on 14 May 2002 from the Health, Education
and Diet Policy Branch of the Scottish Executive which was represented by Gillian
Kynoch and Dr Maureen Bruce; Scottish Parent Teacher Council which was
represented by Judith Gillespie and Eleanor Croner; Nicol Stephen MSP (Deputy
Minister for Education and Young People) accompanied by Gillian Kynoch, Moira
Wilson and Clodagh Memery from the Scottish Executive and from two of the Bill
sponsors, Tommy Sheridan MSP and John McAllion MSP.

7. In addition, members of the Committee visited Leith Academy on 14 May
2002 to talk to pupils and staff.  The Committee also issued questionnaires,
through the Parliament�s Education Service, to children visiting the Parliament.  An
analysis of the completed questionnaires is attached as part of Annex E.

Written Evidence
8. The Committee received 49 written submissions.  The oral and written
evidence is attached as Annexes D and E.

Advisers
9. The Committee appointed two advisers to aid consideration of the Bill.
Sandra Drummond from Queen Margaret University College was appointed to
advise on nutritional issues and Albert Tait was appointed to advise on financial
issues.  The Committee would like to express its thanks to the advisers for the
work they have done.
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Summary of Evidence

General Overview
10. From the oral and written evidence received, it is clear there is widespread
support for the intention of the sponsors of the Bill to improve nutritional standards
and to remove any stigma attached to free school meals. However, there is no
consensus as to whether or not providing free school meals in the middle of the
day to all pupils will achieve those intentions and therefore no consensus as to
whether or not the general principles of the Bill should be supported.

11. The arguments put forward to support the Bill centre on poor nutritional
standards, the link between poverty, ill health and low educational achievement
and the Bill�s intention to address all of these issues.

12. Child Poverty Action Group (CPAG) argued that 30% of children in Scotland
officially live in poverty but that many of these children either are not entitled to
free school meals because their family does not receive income support or
jobseekers allowance or do not take up their entitlement because of the stigma
attached.1 They additionally argue that overall, the current nutritional standards of
school meals should be significantly improved.  In its written evidence, CPAG
states that the Caroline Walker Trust guidelines should be implemented.2 These
guidelines are nutrient-based, outlining specific requirements for macronutrients
(protein, fat, carbohydrate, fibre) and micronutrients (vitamins and minerals
including iron, calcium and folic acid) for each age group.  CPAG argues that the
combination of all of these factors leads to many children not receiving the
necessary levels of nutrition which leads to ill health and affects their educational
achievement.  This, in turn, means that children are not afforded the opportunity to
lift themselves out of poverty by way of educational achievement and obtaining
qualifications.

13. Additionally, CPAG and organisations such as the STUC and One Plus argue
that providing universally free school meals will ensure that children whose
parents are caught in a �poverty trap� will benefit from the Bill.  In their written
submission, One Plus argued that �the move from Income Support to employment
and receipt of tax credits is often a move from poverty level benefits to low paid,
inflexible work; debt and a stressful lifestyle�..She (lone parents) faces the loss of
Housing Benefit (perhaps up to £65 a week), loss of Council Tax Benefit (around
£17.50 a week) and loss of free school meals (often over £20 a week for two
kids)�.3

14. The submissions supporting the general principles of the Bill argue that,
whilst providing a free, nutritious meal in the middle of the day is not a panacea,
the provisions of the Bill will ensure that the problems outlined in paragraph 12 are
addressed through the universality of availability and the setting of nutritional
standards.

                                           
1 Submission from Child Poverty Action Group
2 ibid
3 Submission from One Plus
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15. In evidence to the Committee, Grahame Smith, Deputy General Secretary of
the STUC stated that the Bill will:

�improve child health and welfare in an holistic way.  It will tackle poverty and
social exclusion, improve child health in the longer term, improve the health
of all our population and deal with inequalities in child health.�4

16. The Committee agrees that the issues of child poverty, stigma and nutritional
standards are of enormous importance and that it is essential that ways be found
to tackle these problems.  The Committee is appalled that evidence was given that
in some schools, children have to pay for drinking water5 and believes this is an
unacceptable situation.   If some schools find this problematic because of a lack of
mains water supply6 then this situation must be rectified and the necessary
resources made available.

17. The Committee was so concerned about this that it wrote to all local
authorities asking them whether or not water is made available to pupils to
accompany school meals and also whether water was generally available
throughout the day and if so, whether it was provided free of charge or whether
there was a cost.

18. Not all local authorities were able to respond in the time available but from
the responses received it would appear that schools are providing drinking water
throughout the day and, in the main, many are providing water free of charge to
accompany school meals.  However, the Committee notes that in secondary
schools in Fife pupils need to request such water whilst bottled water is available
for sale.  The responses the Committee received from local authorities are
attached as part of Annex E.

19. The Committee is extremely concerned that there is evidence that some
schools still make an obvious distinction between those who pay for school meals
and those who do not.  In oral evidence, Fergus Chambers from Glasgow City
Council stated that:

�Two weeks ago, I visited another authority � which will remain nameless, if
that is all right � and I saw prefects handing out school dinner tickets to
secondary school children. �7

20. Although the Committee recognises that this might only happen in a minority
of schools, it agrees that this too is unacceptable and any such practices must be
eradicated.  The Committee notes the concerns of the Health and Community
Care Committee and concurs with its view that �It is repugnant and totally
unacceptable to the Committee that such practices should continue to exist in
Scottish schools in the 21st century.�8  The Committee also concurs with the view
                                           
4 OR 7 May 2002, Col 3348
5 Per Danny Phillips of CPAG; OR 7 May 2002, Col 3343
6 Per East Dunbartonshire Council Written evidence
7 OR 7 May 2002, Col 3326
8 Health and Community Care Report to the Education, Culture and Sport Committee
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of the Health and Community Care Committee that it is incumbent upon the
Executive to ensure that any such practices are eradicated.

21. The Committee also agrees that since many children in Scotland are not
obtaining the dietary recommendation for calcium, that milk in particular would
provide an excellent source of calcium.  Further that if more milk and water is
drunk rather than sugary drinks then this could help reduce the incidence of dental
caries.  Dental caries is characterised by the destruction of the hard enamel by the
organic acids which are produced when carbohydrates are broken down in the
mouth.  This can happen at any age and dental caries has been shown to be
positively related to the amount of sugars in the diet and the frequency with which
they are consumed.  The Committee has asked the Scottish Executive if there is
information on whether or not there is a critical age where the intake of milk is
especially important in the prevention of dental caries.  The Committee believes
that this information is relevant to determining any policy on the provision of milk.

22. Given the effect that sugary drinks can have on dental health, dental caries
and the behaviour of children, the Committee would ask the Scottish Executive
and local authorities to discourage the availability of commercial soft drinks in
schools.   Given the concern over nutritional standards and dental health, the
Committee would also question the widespread use of vending machines to
dispense sugary drinks, chocolate and crisps.

23. The Committee believes that it has to consider whether or not the provisions
of the Bill will be able to tackle all of the above issues effectively to improve
nutritional standards, leading to an improvement in health and to focus on child
poverty.  The Committee believes that in order to do this, it is also necessary to
examine other approaches which are currently being explored or adopted.

Nutritional standards and the work of the Expert Panel
24. In evidence from the Deputy Minister and from Gillian Kynoch, the Committee
considered the work of the Expert Panel set up by the Scottish Executive.  The
Expert Panel was established in November 2001 and its remit was to provide
Ministers with fully costed recommendations and a fully developed implementation
and monitoring strategy to: establish standards for the nutritional content of school
meals, eliminate the stigma attached to taking up free school meals, improve take-
up, and improve the presentation of school meals.9  The Committee notes that the
original timetable for presentation of the Expert Panel�s report to Ministers was the
end of May.  The Committee understands this report will now be presented in the
middle of June and therefore will not be available to the Committee before it
publishes its report.

25. Given the Committee�s concerns over the issues of nutritional standards,
child poverty and health, it was pleased to hear the Deputy Minister state that:

�I share the view that is held by not only Tommy Sheridan but all members
who are present that we need to do more.  The status quo is not an option.�10

                                           
9 Scottish Parliament Information Centre: Briefing � School Meals (Scotland) Bill
10 OR 14 May 2002, Col 3395
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26. Gillian Kynoch told the Committee that part of the work of the panel was to
define a �nutritious meal� and that it was also working on setting nutrient
standards, rather than food group standards which have been adopted in the rest
of the United Kingdom. Nutrient standards or guidelines form the basis of the
Caroline Walker Trust guidelines which CPAG stated it wished to see
implemented.

27. Gillian Kynoch also explained that the panel was keen to introduce
monitoring of guidelines.  She cited the example of England and Wales where
standards have been set around food based groups and not nutrients.  In the
opinion of the Committee�s nutritional adviser, nutrient-based guidelines are more
precise in terms of setting nutritional standards than food based guidelines, which
would enable a more accurate evaluation of their implementation. Gillian Kynoch
explained that although the standards have been set in statute she believes the
system is not working because a robust level of monitoring is missing.  She stated
that:

�Nutritionists feel strongly that the important thing is not that standards should
be legally binding, but that they should be nutrient based, so that we can
monitor them.  That means saying that a school meal will deliver X calories
and X amount of protein, or that X portions of fruit and vegetables will deliver
so much iron and calcium and it means that we must set the values for that.
Then, through software analysis, we can build in tools to consider various
individual schools and ascertain whether they are delivering.�11

28. The Committee is of the opinion that the setting of nutritional standards is
crucial.  It is also deeply disappointed that the standard of nutrition is such that this
debate is necessary.  The Committee believes that, whilst the report of the Expert
Panel is not yet available, the work it is carrying out on nutritional standards and
the approach being taken will go a long way toward raising standards.

29. The Committee notes that the Bill makes provision for Scottish Ministers to
define what is a �nutritious meal� and to issue guidelines.  However the Bill does
not make provision for monitoring of these guidelines and the Committee believes,
in light of the experience in England and Wales, that monitoring is essential to
ensure standards are being adhered to and that the standards themselves are
adequate.

Stigma
30. The Committee notes that part of the Expert Panel�s remit is to eliminate the
stigma attaching to free school meals.  This is an issue that the Committee feels
must be addressed.  As stated in paragraph 20, any practices which highlight
those who receive free school meals must be eradicated.

31. The Committee has received evidence of initiatives such as the use of swipe
cards which are currently being used in authorities such as East Dunbartonshire
and Edinburgh.  In such systems, all pupils carry a card and money is loaded onto
it either by the pupils or their parents or pre-loaded by staff for those pupils who
are entitled to free school meals.

                                           
11 OR 14 May 2002, Col 3375
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32. The sponsors of the Bill are concerned that initiatives such as the swipe card
system do not eliminate stigma as those who are entitled to a free school meal
have a set amount loaded onto their card and therefore if they purchase a meal
which exceeds that amount they either have to find the additional money or return
some of their food.  In either case, the Bill sponsors argue, it could still be evident
which pupils are receiving free school meals.

33. The Committee is not unsympathetic to that argument, however a swipe card
system also has the potential to be a potent weapon in tackling the problem of
getting children to eat a nutritional meal.  Richard Blackburn from the Association
of Public Service Excellence agreed the such technology could allow for a bonus
system whereby bonus points could be awarded for choosing nutritious meals over
less nutritious meals.  Councillor Eric Gotts from East Dunbartonshire Council also
pointed out that a swipe card system, which his council has introduced, can allow
monitoring of pupils dietary habits and it can also reduce queuing.  However, the
Committee also notes that in its submission, Edinburgh City Council states that �it
has not, however, in the two Edinburgh schools with cashless systems, increased
the uptake of meals by pupils entitled to free meals.�12  The submission does go
on to state that �In these two schools the uptake of free meals at below 50% of
entitlement is less than the City average.  If swipe card systems became
widespread, and their use extended to other school activities, for example �
registration and library use � they could become an integral part of school life and
their usage for meals increase.�13

34. Therefore the Committee believes that a swipe card system can help to
overcome stigma, although it recognises the arguments put forward by the Bill
sponsors and so would ask the Executive and local authorities to take those
arguments onboard when examining such systems. The Committee would also
urge the Executive to extend the use of swipe card technology to all schools and
to recognise the point made by Edinburgh City Council and extend the use in
schools to help increase take up.  The Committee also recognises the benefits that
such systems can bring to driving up nutritional standards and encouraging
children to eat nutritious food.

Nutritional Standards and Uptake
35. The sponsors of the Bill and evidence from organisations and individuals
supporting the Bill argue that providing free school meals to all pupils is the best
way to eliminate stigma and to increase nutritional standards.  However, the
Committee notes that in oral evidence, John McAllion MSP stated that:

�We are not arguing that a universal free school meal will be the answer to all
the dietary problems that face young Scots today or to all the problems of the
school meals service.  However, it will be an essential part of any package to
address the wider agenda.�14

36. The Committee is extremely concerned by the evidence that has been
presented on low nutritional standards and agrees with the sponsors of the Bill that

                                           
12 Submission from Edinburgh City Council
13 Submission from Edinburgh City Council
14 OR 14 May 2002, Col 3410
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Scotland has significant dietary problems.  It is clear from the evidence that the
Committee received that there is consensus about the need for health
improvement but it is also clear that there is not a consensus about whether or not
the Bill provides the best way of achieving this.

37. The Committee considered whether or not providing a free school meal
would increase uptake.  From the evidence the Committee received it was
apparent that there were various reasons for children not choosing to take a
school meal.  These reasons included having to wait in long queues, the choice
and quality of food and the appearance and layout of the dining area.  Additionally,
some pupils from Leith Academy said the reason they did not take a school meal
was that they wanted to get out of the school environment at lunchtime.

38. In evidence, Richard Blackburn of the Association of Public Service
Excellence stated that �if the meals were free, they might be devalued.�15 The
Committee does not necessarily concur with that view nor the point that Fergus
Chambers of Glasgow City Council made to expand upon this view that �when
something is free, that does not necessarily mean that it is popular.�16  However,
the Committee does recognise that to improve take up, that the meals on offer
have to be attractive to children.

39. The Committee recognises that it is difficult to legislate for the behaviour of
children.  The Committee believes that to encourage children to eat nutritious food,
then the choice and quality of food, the environment in which it is eaten and the
reasons why children do not want to stay in school are all issues that must be
taken into account.  The Committee also concurs with the view that the provision
of food in school should be within a �whole school approach� as expressed by
Gillian Kynoch:

� �Whole-school approach� is a term that we hear bandied about a lot and
people mean different things by it.  However, we should think in terms of
whole-day provision.  It is not only lunch that is important, but also breakfast,
lunch and what a child eats when he or she gets home from school.  The
whole-school approach is also about setting consistent policy and practice,
which is about delivering the same message in the classroom as is being
delivered by what is provided in school meals.  That is to do with influencing
choice by wrapping the children in a continuous process of nutrition
education.�17

40. The Committee urges the Executive to address fully all of the barriers to take
up of school meals that are mentioned in this report.

41. The Committee has received evidence of initiatives such as breakfast clubs,
after-school clubs and free fruit initiatives which would seem to fit in with this
notion of �whole-day provision.�

                                           
15 OR 7 May 2002, Col 3318
16 OR 7 May 2002, Col 3320
17 OR 14 May 2002, Col 3370
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42. The Committee also notes that the Expert Panel, in addition to reviewing
breakfast clubs as part of a �whole-day provision� approach, is looking at work with
pre-fives to help change attitudes towards nutrition.  The Deputy Minister
expanded on this by talking of the need to �improve standards as early as
possible, which means immediately after birth�18 thereby adopting what could be
described as a holistic approach relating specifically to the child.

43. The sponsors of the Bill and organisations and individuals supporting the Bill
have cited the example of Sweden and Finland which both have a free school
meals system.  In addition to the submission from CPAG, David Conway, a dentist
and Fellow of the Royal College of Surgeons, provided anecdotal written evidence
of school meals in the primary schools of Sweden.  In his experience, a healthy
nutritious meal was provided in an attractive environment where uptake was
100%.

44. Tommy Sheridan MSP also cited evidence from Norlund and Jacobson in
1997 on the free school meals service in Sweden. Mr Sheridan made the point
that this demonstrated that free nutritious school meals increased uptake,
improved nutrient intakes and had a measurable positive effect on children�s
attitudes.19

45. During questioning by the sponsors of the Bill, Gillian Kynoch stated that the
Executive has looked at the range of health policy initiatives that have been
introduced in Scandinavia.20

46. The Deputy Minister agreed that Finland, Sweden and also areas of Italy
provide free school meals but stated that:

�We know sufficient about them to be able to say that there is, and was, no
direct correlation between the improvement in nutritional standards and the
health of the population in Finland and the introduction of free school meals.
Free school meals were introduced in Finland immediately after the war and
the improvements in health standards came about from the late 1970s and
1980s onwards.  The information that we have is sufficient for us to know that
there is not a direct causal link.�21

47. When questioned about this statement, the Deputy Minister stated that he
was happy to provide further evidence that there was no causal link.  The
Committee notes that this had not been received by the date the Committee
finalised its report.

48. Therefore on the question of uptake, the Committee recognises the argument
that the Bill would remove any cost disincentive.  However, the Committee
believes that the reasons for children not taking school meals are various and
complex, as outlined in paragraph 37.  The Committee concurs with the view put
forward by the Health and Community Care Committee that �The Committee
hopes that the Executive�s expert panel on school meals will address these
                                           
18 OR 14 May 2002, Col 3402
19 OR 14 May 2002, Col 3411
20 OR 14 May 2002, Col 3378
21 OR 14 May 2002, Col 3399
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concerns, and point the way forward on rolling-out and monitoring good
standards."22

Use of resources
49. The Committee also believes it is necessary to look at the cost implications of
the Bill from the point of view of making the best use of resources to ensure the
driving up of nutritional standards and to help children from the lowest income
families who tend to have the poorest diet.

50. The Committee notes the written evidence from Dr Carlo Morelli of the
University of Dundee and Mehran Zabihollah from the University of St Andrews
which states that the �link between poor diet, lack of exercise and becoming
overweight and obese is a proven one.  Overweight and obesity in turn increase
the relative risks of a number of costly diseases.� 23  The paper also makes the link
between poverty and ill health and provides costings for the treatment of the
consequences of obesity in Scotland.  The paper also states that �the most cost-
efficient method of delivering health care is through prevention rather than
treatment�.24  The Committee concurs with this view and believes that it is
essential to invest in measures to prevent ill health.  However, although the paper
suggests that the Bill will go a long way in addressing these problems the paper
does not provide evidence of a causal link between the provision of free school
meals and health improvement.

51. The Committee is concerned that the cost of providing free school meals to
all pupils could limit the amount of money that is available to be spent on
improving the quality and choice of food, improving facilities, introducing systems
such as swipe cards, adopting a wider view of nutritious meals by the provision of
initiatives such as breakfast clubs, fresh fruit and milk and money that is available
to be spent on low income families.  The Committee believes that the priority must
be the improvement of nutritional standards and increasing uptake and therefore
resources should be directed first and foremost to the measures that will best
deliver on that priority area.  Any improvements to nutritional standards will benefit
all children.  It is essential that a bad service with low nutritional standards is not
simply extended.

52. The Committee concurs with the view expressed by the Deputy Minister in
oral evidence:

�I would never argue that the introduction of free school meals would make
no impact on nutritional standards; all I am saying is that it would not
necessarily lead to the uptake of free school meals that I think you are hoping
for, and it would not automatically raise the nutritional standards of those
meals.  What we are working on is an affordable, proven set of measures
that will ensure that we direct the limited funding available to maximum
impact and target it to the families in greatest disadvantage, to the young

                                           
22 Health and Community Care Committee Report to the Education, Culture and Sport Committee
23 Submission from Dr Carlo Morelli, University of Dundee and Mehran Zabihollah, University of St
Andrews
24 Submission from Dr Carlo Morelli, University of Dundee and Mehran Zabihollah, University of St
Andrews



ED/02/18/1(P)
PRIVATE PAPER � MEMBERS ONLY

11

people that need the free school meals the most and to the people who need
the most improvement in their nutrition.�25

Eligibility
53. The Committee notes the concern expressed by supporters of the Bill
regarding families who may fall into a �poverty trap� as outlined in paragraph 13.
According to figures presented by One Plus, 30% of children live in poverty
(although the Committee recognises that there is no agreed definition of child
poverty).  This figure of 30% is based on households below the average income.
The figures then go on to show that there are 755,801 children at school in
Scotland (based on the School Census 2001) so therefore they estimate that
226,740 children live in poverty.  The numbers eligible for free school meals
(based on School Meals Statistics 2001) is 144,000, therefore the entitlement gap
is 82,740.26

54. The Scottish Executive states that 30% of children were living in relative
income poverty in 2000/2001.  It also states that the School Meal Statistics of
2000-2001 show 144,288 pupils were recorded by their schools as entitled to free
school meals, although there may be further pupils who would be entitled to free
school meals but who have not been registered with the school by their parents.

55. The Committee notes that as a result of the Working Family Tax Credit
(WFTC) and the introduction of the National Minimum Wage since October 2001,
a family with children with someone working 35 hours a week is guaranteed a
minimum income of £225 per week.  For an individual in the same situation,
working part-time, the guarantee is £166 per week.  This applies to around
121,000 families in Scotland as at November 2001.

56. The Committee notes that the tax credit system is targeted at those who are
on low pay.  It also notes that neither the existing WFTC, the Child Tax Credit or
Working Tax Credit that will be in use from April 2003 contain a specific element to
�compensate� parents for paying for school meals.  However, when the Child Tax
Credit is brought together with the new Working Tax Credit a single earner couple
working full-time at the National Minimum Wage with two children will receive
around £400 per annum more than under the existing system.

57. In oral evidence, COSLA suggested that the threshold for eligibility for free
school meals could be increased or that the working families tax credit could
include a cash amount to pay for free school meals.  However, COSLA did
recognise that any reform of the social security system is a reserved matter.

58. The Deputy Minister also considered this point in his oral evidence and
acknowledged the difficulties in determining where lines should be drawn and the
impact on reserved issues.  The Deputy Minister did say, in response to the Bill
sponsors, that:

�In this case, benefits and the tax credits system are reserved and we would
have to discuss issues around that.  If the expert panel had a view or if you

                                           
25 OR 14 May 2002, Col 3399
26 Submission from One Plus
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were to change your position away from one that calls for free school meals,
the Executive would be prepared to consider the matter further.� 27

59. The Committee would suggest that the Executive does consider these
matters further.

60. COSLA also suggested that price differentials could be introduced so that
nutritional foods could be made cheaper than less nutritional foods.

61. The Committee recognises the argument that the issue could be resolved by
making the provision of school meals free and universal.  Whilst the Committee
agrees that it is obvious if the Bill were implemented it would ensure that free
school meals would be available to all, it is not persuaded that this would
automatically mean that free nutritional meals would be available and that take
up would increase.

Equal Opportunities

62. The Committee notes that the Policy Memorandum does not make a specific
reference to the equal opportunities implications of the Bill.  The Committee notes
however that factors such as dietary problems and poverty could have relevance
for equal opportunities.  As the Expert Panel will soon be making its
recommendations, the Committee would ask the Executive to ensure that the
panel�s recommendations address fully all equal opportunities issues.

Financial Memorandum

63. The Financial Memorandum states that the Bill is not expected to give rise to
any significant costs for the Scottish Executive, but that the costs for local
authorities are difficult to ascertain.  It is clear from the evidence from local
authorities, that they do not believe it is possible to implement the provisions of the
Bill without financial assistance from the Scottish Executive.

64. The Financial Memorandum provides two revenue estimates of providing
school meals one based on data provided by the Scottish Parliament Information
Centre (SPICe) which gives an additional cost attributable to the Bill of around
£160-£202 million per annum (assuming 100% take-up).  The other is based on
figures from the Scottish Executive which estimates the cost as around £174
million per annum.

65. In written evidence, 11 local authorities have estimated their additional
revenue costs at around £70 million while only one local authority has put a figure
on their capital costs and this totals £20 million. Both oral and written evidence,
and the opinion of the Committee�s financial adviser, suggest that a range of other
factors need to be considered in attempting to estimate the overall cost of
implementing the Bill�s provisions.

66. The first issue which needs to be considered is that of revenue. In terms of
the figures provided by 11 councils, the Committee considers that they may need
to be refined to reflect some or all of the following:  what impact will an increased
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volume of meals have on the average unit cost used in the estimate?  Will the
nutritional standard adopted result in an increase or decrease in the average unit
cost of the meals?  Is the unit cost used in the present calculations sufficient to
cover the cost of water and milk?  What would be the increased costs for
supervision of lunchtimes?  What would be the increase in maintenance,
transportation and energy costs?

67. On capital issues, the Committee recognises that in the absence of figures
from local authorities and the range of issues to be addressed that it is not
possible to make an accurate assessment of the capital costs involved.  However,
every local authority indicated that there would be substantial capital costs
although the Committee notes that capital costs are also likely to be incurred as a
consequence of the recommendations of the Expert Panel. The Committee also
considers that the factors which need to be considered in assessing capital costs
include:  the extent of building work to extend kitchens, services and dining rooms;
the cost of refurbishment and equipping of kitchens, services and dining rooms;
the costs of extending and/or refurbishing of social areas for pupils and the cost of
additional storage areas and facilities.

68. The Committee notes that the Financial Memorandum does state that it could
be expected that the cost of implementing the Bill would be offset by positive
effects which could arise from a reduction in exclusions from school and a
reduction in disciplinary problems in the classroom.  The Financial Memorandum
states this is on the basis of the experience of breakfast clubs in school.  It also
states that these benefits are difficult to quantify. However, the Committee also
recognises that if the school day were lengthened to accommodate a longer lunch
hour or a staggered lunch hour, then there could be costs in terms of teaching time
and administrative costs; although, again, the Committee notes that such costs
could arise as a result of the recommendations of the Expert Panel.  The
Committee would have preferred to have been able to scrutinise a cost benefit
analysis but recognises that such an analysis was not available.

69. However, the Committee is less concerned with the actual additional cost of
implementing the Bill than it is with the question of prioritisation and targeting of
resources to achieve the goal of health improvement and the reduction of child
poverty.  As detailed in paragraph 51 the Committee believes that there are other
ways in which health improvement can be achieved which will also cost substantial
sums of money but which are likely to deliver better results.  The Committee also
believes that the levels of child poverty are unacceptably high.  The Committee
accepts that there are many different ways of tackling child poverty and these
must be prioritised in terms of available public resources.  Nonetheless the
benefits that may accrue for a proper targeted and resources initiative could be
significant.

Overall views on the Bill

70. The Committee supports the intention of the sponsors of the Bill that
nutritional standards be improved and that any stigma attached to free school
meals be removed.  The Committee commends the sponsors of the Bill for the
work they have done in introducing the Bill and for making a significant
contribution to what is an extremely important debate.
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71. The Committee is extremely concerned that there may be some schools
which do not provide drinking water free of charge and so would recommend that
free, potable water is available in all schools.  The Committee heard in evidence
that water may sometimes only be available in school toilets28 and believes this is
unacceptable.

72. The Committee believes that milk should be available to children.  However,
it also believes that any evidence demonstrating that there is a critical age where
intake of milk is especially important in preventing dental caries should be taken
into account.

73. The Committee is appalled that there may be some schools which still make
an obvious distinction between those who pay for school meals and those who do
not.  The Committee recommends that any such practices must be eradicated.
The Committee notes that the use of swipe cards can help to overcome stigma,
although it recognises the arguments put forward by the Bill sponsors about
potential limitations.

74. The Committee believes that the work being done by the Expert Panel on
nutritional standards and particularly on monitoring of those standards will be of
enormous assistance in raising standards and ensuring they are adhered to by all
local authorities.  The Committee also notes that swipe cards can assist in the
monitoring and raising of nutritional standards as detailed in paragraph 33 and that
the use of swipe cards could be extended to other school activities to help
increase take up.

75. Further, the Committee is impressed by the �whole-school� approach being
adopted by the Expert Panel which would seek to deal with issues of nutrition not
only with the provision of a school meal in the middle of the day (which is
proposed by the Bill) but also through initiatives such as breakfast clubs and after-
school clubs.  The Committee is also keen that work is done on the issue of pre-
fives, who are not covered by this Bill, to ensure a more holistic approach.

76. The Committee is not persuaded that making school meals free will
automatically increase uptake as there appear to be various other factors apart
from cost which influence the decision of children.  The Committee recognises that
it is difficult to legislate for the behaviour of children and that issues such as
marketing and presentation of food, the environment in which food is taken and
the reasons why children do not want to stay in school must be addressed.

77. The Committee is concerned that the cost of providing free school meals to
all pupils could limit the amount of money which might otherwise be available to be
spent on other initiatives which, in the opinion of the Committee, may be more able
to address the issues of health improvement and child poverty.  The Committee
believes that resources should be targeted appropriately.

78. Although the Committee noted the work of the Expert Panel as outlined in
evidence and felt it made a useful contribution, it is aware that the Panel�s report
has not yet been presented to ministers and consultation on its recommendations

                                           
28 OR 14 May 2002, Cols 3391 and 3392



ED/02/18/1(P)
PRIVATE PAPER � MEMBERS ONLY

15

have therefore not yet taken place.  The Committee would like to impress most
strongly on the Executive that the Expert Panel�s recommendations must
adequately tackle the issues of health improvement, stigma and measures to
relieve child poverty.  However, the Committee believes that the approach being
taken by the Expert Panel is likely to be of great significance.

79. While the Committee accepts that the Bill would provide a school meal for all
children in local authority schools, it is not convinced that the Bill is capable of
addressing all of the complex issues of uptake, nutritional standards and child
poverty as the sponsors of the Bill say it seeks to do.

Subordinate Legislation

80. Section 1(5) enables Scottish Ministers to make regulations to make
provisions in respect of defining a nutritious meals, requiring milk and water to be
made available to accompany the nutritious meal and to take account of cultural,
religious, special health and dietary needs of pupils in providing nutritious meals.

81. Section 1(6) requires Scottish Ministers to carry out a consultation prior to
making such regulations.

82. Section 1(7) enables Scottish Ministers to issue guidance to providing
refreshments and Section 1(8) requires Scottish Ministers to carry out a
consultation prior to drawing up guidelines.

83. Section 2(1) enables Scottish Ministers to set commencement dates for the
provisions of the Bill to come into force.

84. The Subordinate Legislation Committee considered the Bill at its meeting on
14 May 2002. The Committee�s report is attached as Annex B.  The Subordinate
Legislation Committee did not have any matters that it wished to bring to the
attention of this Committee.

Recommendations

85. Paragraphs 70 to 78 highlight issues of major concern to the Committee.
The Committee notes that the work of the Expert Panel is continuing and would
strongly recommend that the Executive deals with the following issues:

� free, potable water should be available in all schools

� milk should be made available but the critical age for the intake of milk
must be taken into account

� the stigma of free school meals must be addressed; and the extended use
of swipe cards should be investigated

� nutritional standards should be set around nutrient-based guidelines rather
than food group based guidelines, as detailed in paragraph 26 and that is
essential that there should be a robust level of monitoring, possibly being
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� carried out by a body such as Her Majesty�s Inspectorate of Education.
Additionally, that the provision of food in schools should be within a whole
school approach as detailed in paragraph 38.

86. The Committee would like to signal its intention to scrutinise the conclusions
of the Expert Panel once these have been published.

87. As stated in paragraph 79, the Committee is not convinced that the Bill is
capable of addressing all of the complex issues of uptake, nutritional standards
and child poverty as the sponsors of the Bill say it seeks to do.

88. On the basis of the above report, the Education, Culture and Sport
Committee recommends that the Parliament does not agree the general principles
of the Bill.29

                                           
29 On a division, Michael Russell and Irene McGugan voted against this recommendation.  They
indicated that they wished the Bill to proceed to Stage 2 and that whilst they endorsed the
Committee�s report, excepting the final majority recommendation, they believed that the flaws in the
Bill as tabled could be overcome by extensive amendment at Stage 2.
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Scottish Parliament Inquiry into the Purposes of Scottish Education

Comments from Jim Gallacher

The overall comment we would wish to make is that schools have been too inward looking.
They need to engage more fully with a much wider range of organistions and agencies,
including FE and HE, to meet the needs of young people in a more imaginative and effective
way

Theme 1: Coping with change and uncertainty

Reference to ICT (2nd bullet). ICT is clearly a major force in our society. It can provide
important new educational resources, and it is crucial that young people are well prepared to
make full use of the resources created. However using ICT to support learning seems more
appropriate in the context of distance learning, or for part-time learners who find it difficult to
attend for face to face support. Its role in this respect within schools therefore seems to be
limited. (this comment also relates to the 6th bullet of Theme 6).

Reference to new means of managing and governing education(2nd bullet). There is
reference here to the role of parents, teachers and the local community. It is important that
measures are taken to involve parents and the local community much more fully in a
partnership with teachers, headteachers and the local authority in the management of
schools. In this way the schools could become a much more vital part of the local community.
The example of community based housing associations in the Glasgow area is a good model
to look to as an example of involving local people in the running of an important local
institution. This would require proper training and support for parents, but could be seem as
an important dimension of lifelong learning. Organisations responsible for adult education and
lifelong learning, including higher education could have a role in contributing here.  Again
there are models of training in the housing association movement which could be drawn on. It
is likely that this would also contribute to higher levels of achievement among children in
areas of low achievement.

Theme 2: Engaging with ideas

‘Can and should our schools be more democratic?’ (4th bullet)  In line with the comment
made above it is important that schools are made more democratic, both by involving parents
more fully as suggested above, but also by seeking new and innovative ways of involving the
pupils in the management of the school. This would have to be carefully considered, but if
opportunities could be found to involve a wide range of pupils in appropriate activities this
could help reduce the alienation experienced by many pupils.

Citizenship (5th bullet). The idea of education for citizenship is a crucial one, but is
undervalued in our educational system. There is a need to encourge young people to engage
with real issues which are of importance in the development of society. These are often
avoided because of a fear of engaging with ‘political’ issues. This could be linked to the issue
of fuller involvement of parents referred to above, and other organisations, including colleges
and universities could have a role here.

Theme 3: Keeping everyone involved with learning

Relationship between poverty, disadvantage and educational failure (1st bullet)
There is a need to encourage much more collaborative work between the various sectors in
education, and between education and the wider society in tackling these issues. The GOALS
project in the West of Scotland is a good example of this link between schools, local
authorities and HE in raising aspirations among young people in schools with low levels of
achievement. However more resources are needed to support this type of work. There is also
a need to build much closer links between the schools and the FE colleges, since many
young people with lower levels of achievement can use these colleges as a means of



progressing through education and training. There is a need for more imaginative
partnerships involving schools, FE colleges, HEIs, LECs, Careers Scotland and local
employers. The FAST-TRAC Skillseekers programme in Fife has been an interesting example
of an attempt to develop new relationships of this kind, but it was limited by the national
context in which it was working ( see the evaluation undertaken by the CRLL for the Scottish
Executive J Gallacher et al (2002) FAST-TRAC: Evaluation and Issues of Transferability,
Scottish Executive, February 2002). This point to the need for a rethinking of the Skillseekers
Programme to meet the needs of young people in a more effective way.

Alienation (6th bullet). Overcoming alienation is related to the previous point. Young people
need to see that schooling and education is going to be of some real value to them. For many
young people this is not the case. There is therefore a need to think more creatively about the
oppoortunities which can be provided for them, an to which education can lead. This leads
back to the issue of more effective links with the wider society, and other organisations
including FE and HE.

Theme 4: Promoting a sense of identity

Inclusion of new cultures (3rd bullet) .  There is a need to build on the differing cultural
traditions which have always been part of Scottish society, and celebrate cultural diversity as
a strong feature of Scottish society. This again points to the need to involve schools with the
wider society, and a range of organisations and agencies.

Theme 5: Developing necessary skills

Learning to learn (5th bullet). It is crucial that young people are encouraged to learn to learn,
both to enable them to succeed in higher education and other forms of further study, and to
enable them to engage in lifelong learning. Schools must avoid an over reliance on didactic
approaches, and try to create more opportunities for young people to engage in projects
where they have more control over, and more responsibility for their own learning. Co-
operation with other organisations such as colleges, universities, and employers can help
here, again the GOALS project is an interesting model of such co-operation.

Artistic, emotional and imaginative aspects (6th bullet).  These are crucial aspects of
young peoples’ development, but are often relatively neglected in schools, and other
organisations, such as youth theatre groups have to provide these opportunities. It is of
course vital that these other organisations are supported, but schools should. also give a
much higher priority to these wider issues, if they are to fully engage young people. Sport is
an important dimension of many young peoples’ lives, but this is not really fully recognised in
schools.



Theme 6: Fitting structure to purpose

Blurring the divide (3rd bullet). This blurring of boundaries is a much more general
development in education, again in some measure associated with greater emphasis on
lifelong learning, in which partnership between a range of organisation and agencies is seen
as increasingly crucial in providing learning opportunities. Higher still is providing a valuable
opportunity for development and change in Scottish education. As indicated above schools
must be prepared to be much more outward looking, and to be prepared to enter into much
more imaginative relationships with colleges, universities and the wider community to provide
the exciting learning opportunities which young people need.

Professor Jim Gallacher
Director of Centre for Lifelong Learning
Glasgow Caledonian University

On behalf of:

Professor Pamela A Abbott
Vice-Principal and Pro-Vice Chancellor
Glasgow Caledonian University



SUBMISSION FROM PROFESSOR DOUGLAS WEIR

Preamble

One of the most important, if not the most important, guarantees of effective learning for pupils in
schools, is through the teachers in these schools.

There are a number of elements which contribute to that guarantee.  These include:

How teachers are educated and trained.
How the balance between teachers and other adults in classrooms is determined.
How the allocation of teachers to the particular subjects and stages of schooling is regulated.
How teachers are to be recruited so that appropriate age, gender and geographical
distributions are achieved.

Each of these elements is, however, in tension, if not in conflict with the others.  Only by taking all of
them into account simultaneously will the most appropriate resolution be apparent to the questions:

What size of school workforce do we need?
What are the respective roles of the various categories of person in that workforce?

One of the strengths of the National Debate on Education is that it does consider all issues.  This is in
contrast with policy-making previously where individual issues have been addressed in turn, resulting
in long lead times and unintended consequences.

Education and Training

There is little incentive for teacher education institutions (TEIs) to change the way that initial teacher
education (ITE) courses are structured and delivered.  Normally it is only when the external
requirements of the Scottish Executive or the General Teaching Council for Scotland (GTC) change
that courses change in TEIs.  That inertia is partly due to an inherent conservatism among teacher
educators but mainly due to the manner in which initial teacher education intakes are controlled and
their funding allocated.

Historically through the Scottish Office/Executive and recently through an interaction between the
Scottish Executive and the Scottish Higher Education Funding Council (SHEFC), intake figures are
allocated to TEIs, fixed by type of course dependent on how quickly outputs need boosted or cut, and
fixed by institution mainly according to the historic share or quota which each of the TEIs has held.
Even when institutions are moved to innovate in response to their own and/or partner local authorities’
identification of new needs,  the funding for new courses either comes two or three years later and
contains no recompense for the time spent on course development,  or the new course numbers are
taken out of quotas for other courses.  Similarly, the historic allocation of quotas fails to recognise
either the success of some institutions in attracting more applicants or the needs of other institutions
to meet specific geographical, sectoral, or subject deficits.

Further innovation or improvement in initial teacher education can only come through investment
which is deliberately designed to extend access to ITE,  to produce more diversity in output and to
provide schools with an even more creative and dynamic workforce than exists at present.

Little imagination is required to create new forms of teacher education programme.  Many
international examples of alternative forms of teacher education are available.  Although Scotland can
presently meet the demand for teachers from a healthy applicant base, that is no reason to restrict the
forms of initial teacher education to the full time PGCE and degree programmes which currently
dominate provision.

It is an essential part of our educational heritage to maintain our commitment to an all-graduate
teaching profession.  From that point two basic patterns of entry to teaching emerge - a first degree
followed by a short programme of teacher education (consecutive) or a first degree in which a
preparation for teaching is embedded (combined or concurrent).
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The questions to be raised about both of these routes are also questions about the respective roles of
TEIs and local councils in the preparation of teachers.  Beginning, teachers need:

1. Intellectual development in one or more subjects or disciplines.
2. Personal development in learning to learn.
3. Professional development in subjects allied to teaching.
4. Professional practice in a placement situation.

From the requirements of the GTC and the Scottish Executive, it is clear that Universities require at
least four years of conventional undergraduate study on combined or concurrent courses in order to
discharge their part of the “partnership in training”.  However, in order to manage their debt burden
and to fit in with the desire especially of mature students to enter the profession as quickly as
possible, there is no reason why students could not overtake these four years of study in three
extended years, i.e. utilising part of the summer vacation.  Since Universities already deliver
consecutive (PGCE) programmes over a 36-week session, it would be no additional burden to deliver
undergraduate courses over the same pattern of weeks.

In the case of consecutive programmes, our notion of the “PGCE year” has also been taken too
rigidly.  The University of Stirling has shown, with secondary teacher education, that if part of the
professional preparation is located in the first four undergraduate years, the whole programme can be
delivered in four and a half (rather than five) or three and a half (rather than four) years.  This means a
considerable saving to the students (equivalent to over £8,000 of earnings) and to the exchequer
(over £3,000 less funding per head from SHEFC).  If more Universities introduced undergraduate
units or modules in Education, then some of those with an early vocation for teaching could gain
accreditation for prior learning (APL) when entering the consecutive course and thus also complete in
a shorter (six months) period.  A similar reduction could be achieved if the notion of teacher education
as competence or benchmark based was taken seriously.  As soon as a student could show that s/he
had overtaken the benchmarks or competences, s/he could leave teacher education and enter the
induction year.

Also with the consecutive route in mind, TEIs have been slow to introduce part-time programmes.
Only one pilot programme exists and even it is vulnerable to lack of funding and the rise and fall of
intake quotas.  Yet a part-time programme which recruits only from those already employed in
working with children has an efficiency (students are practising their learning every day) and an
elegance (a perfect demonstration of partnership between local councils and Universities) which is
worth extending over more initial teacher education programmes.

Innovation with respect to Primary teacher education rests on one major question.  Are we still content
with a preparation which seeks to equip students to be teachers of every subject for every age group
between 3 and 12?  If the strong argument to recognise the growing diversity within the pre-school
and primary school curriculum is supported, the teacher preparation for these age groups requires
greater differentiation by age group and curricular area (subject).

The contributions which local councils and their schools play in teacher preparation are also changing.
Four year combined programmes presently require over 30 weeks of school placement and one-year
consecutive programmes require 18 weeks.  Much of the justification for this amount of school
placement has been that there might be no other supervised experience in the whole of a teacher’s
career.  However, post-McCrone, with the induction year in place for all probationer teachers and
mandatory continuing professional development (CPD) for career teachers imminent, different
patterns of supervised experience are possible.

Indeed the school experience of initial teacher education and the induction year for probationers could
become one continuous process end-on-with a first degree, which included:

� Professional Education
� Mastery of Subject Disciplines
� Induction into the practice of schools
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But to recognise the important contributions which employers and Universities both play, that
continuous programme (normally up to eighteen months long) would be jointly delivered but with
responsibility gradually shifting from being a student supervised by the University to a teacher
employed by a local council.

Teachers and Other Adults

It would be foolish to claim that teachers are the only adults who can help children learn.  At the very
least, that would be insulting to parents.  Even today when it is asserted that schools are obliged to
take on more of the role which families, the Church, and other agencies previously discharged in
working with children,  it would be fanciful to imagine that the only adult interactions which children in
schools engage in are with teachers.  For example, into the twentieth century, the pupil-teacher was a
respected member of the school workforce, while in the twentieth century itself schools have
employed adults in various ancillary capacities.  Moving on from that, the issue to be addressed is
what roles could these other adults play in classrooms?  For some years, the other adults were
genuine ancillaries undertaking duties such as monitoring playground activity, looking after the safety
of physically or behaviourally disadvantaged children, preparing video, audio and print materials for
teachers, and so on.  In the last few years, however, particularly in primary schools, a new category
called classroom assistant, has been introduced.  These staff have successfully undertaken quasi-
teaching roles such as supporting number work.  For them the term paraprofessional, a term well
recognised in medicine and the law, viz paramedic, paralegal, is becoming increasingly and credibly
used.

These paraprofessionals work under the supervision of the classroom teacher (the professional) but
there is growing evidence to show that, with growing confidence and experience, they can
successfully take on parts of the teacher’s role.  However, if the paraprofessional is taking on parts of
a teacher’s role, what are the consequences for the teacher herself?  Again, the evidence suggests
that the teacher is released for more highly professional activities such as planning.

If the resolution of this change in the school workforce was simple, the question would arise as to
whether we needed as many teachers in schools.  Indeed the Executive itself has reached that point
in pre-school settings where it argues for a different role for teachers than being in the front-line of
interaction with children.  To extend the model to primary schools obliges attention to be paid to the
considerable difference between the extensive and consistent training given to nursery nurses and the
inconsistent training available to classroom assistants.

Furthermore, in presenting the evidence about duties being undertaken by classroom assistants, no
systematic evaluation is yet available about the quality of the education delivered to pupils by those
assistants.  Most primary schools proceed at present on a case-by-case basis, dependent on the
experience and skill of the classroom assistant.  To move primary education towards the model now
proposed for pre-school settings will require clarification on a number of levels, such as:

• If classroom assistants are trained at Scottish Vocational Qualifications (SVQ) Levels 2 and 3
and/or with a Professional Development Award from the Scottish Qualifications Authority,
that is still likely to leave them at a lower level of competence than,  for example,  nursery
nurses.  Their ability to play anything other than a subordinate role in the classroom, under
the close direction and supervision of a teacher, is limited.

• If, however, classroom assistants wish to take their qualifications further, for example through
studying for a Higher National Diploma or Certificate of Higher Education, they will make a
greater contribution to pupil learning and occasionally be capable of acting autonomously.
The evidence already exists of classroom assistants who wish to take these next steps.

• Furthermore, there are many instances of classroom assistants who hold first degrees.  Apart
from lacking the specific professional preparation to become a teacher, they have intellectual
achievements on a par with teachers and, by working in classrooms, acquire similar forms of
craft knowledge to student teachers on placement.  Unlike student teachers, however, they
are in schools on a permanent basis and have the opportunity to acquire more craft
knowledge more quickly.  It is not surprising, in such cases, for schools to have confidence
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that those classroom assistants can undertake more of the teacher’s current tasks with
minimal supervision.

Indeed, it is now folk wisdom that one way of gaining entry to the highly competitive PGCE Primary
Courses is by having a record of employment as a classroom assistant.  Some primary schools
therefore have among their classroom assistants, the “teacher in waiting” who is using the post as on-
the-job learning for future employment as a teacher.  We have thus created a new model of
apprenticeship almost accidentally.  That new model has even been regularised by the creation of the
part-time PGCE Primary at Strathclyde University where the students are employed as classroom
assistants but training to be teachers.  That can only happen, however, when there are classroom
assistants who already hold the academic qualifications which enable them to apply for entry to initial
teacher education.

At the very least two families of classroom assistants are emerging.  The first are happy to remain in
an assisting role, the second aspire to become teachers.  The first category, therefore, provoke few
challenges to the accepted role of the classroom teacher, but the second category now asks powerful
questions about the need for change in the definition of the teacher’s role.  There is no simple solution
to the question over the respective roles of teachers and classroom assistants.  There is, however,
justification for a considerable debate on this matter.

At one level, the aspiring classroom assistant is similar to the student teacher, only permanent, and
teachers have well-established routines for inducting the student teacher into the early stages of
professionalisms.

At a second level, this form of classroom assistant already perceives himself/herself to be a trainee
teacher, which opens up a question about the respective roles of schools and local Universities in the
intellectual and professional preparation of teachers.

At a third level, the question becomes one about the extent to which those classroom assistants can
be given APL when entering initial teacher education and thus complete their teacher education
course in a shorter period.

At the fourth, and most profound, level the question becomes one about redefining the role of the
registered teacher.  If there is a growing number of people, e.g. graduates, working alongside
teachers in schools and capable of taking over parts of the teacher’s role, we have to identify those
elements of the role, such as planning, which require the experience and competence of the
registered teacher.  We then have to ask whether having a capable assistant in the classroom will
become the norm for most teachers and will thus require the courses of initial and continuing
education for primary teachers to be changed to place more emphasis on people-management skills
rather than just pupil-management skills.  We finally have to ask what the implications are of
classroom assistants as “teachers in waiting” for the absolute numbers of registered teachers required
in a school workforce.  As they become more competent, they can replace more of the teacher time in
class.

However, if an even higher quality of education for pupils than is delivered at present is to be
guaranteed, the teacher time thus displaced or replaced must be redeployed on higher-level tasks
and not just taken as a cost saving.

A number of elements remain unresolved in this exploration.  The first, clearly, is that if a form of
classroom assistant is taking over some of the duties previously undertaken by the teacher, who is
taking on the duties for which classroom assistants were originally employed?  The second is to bear
in mind that this discussion is predominantly about primary schools and will take a different shape as
classroom assistants extend into secondary schools.

The Allocation of Teachers to Subjects and Stages

The definitions of primary and secondary teachers derive from the Memorandum on Entry
Requirements to Courses of Teacher Education in Scotland and the Guidelines for Teacher Education
Courses.  Essentially the primary teacher is a generalist, capable of teaching the whole curriculum
and the whole age range of pre-school and primary school, while the secondary teacher is qualified to
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teach one or more specific subjects over the age range 12 to 18.  As teachers progress in their
careers they may assume other roles or responsibilities but advancement to these is typically based
on a combination of experience, on-the-job learning, and continuing professional development.

The deployment of qualified teachers is also governed by the Schools (Scotland) Code.  This
document has been current since 1956.  Although the Executive put out a revision for consultation in
2000, it is only recently that the Minister for Education has announced her commitment to the repeal
of the Code.

The present situation leads to a number of anomalies, which make repeal or revision urgent.

In the first instance, the pressure on courses of primary education to produce generalists is such that
little time is available for intending teachers to enhance their particular skills in specialist areas.
Therefore primary schools are either dependent on visiting specialists to deliver high quality
programmes e.g. in Music, PE, Art, or have the good fortune to have an enthusiast in one of these
specialisms on their staff.  How much better it would be to amend the Primary undergraduate course
to allow time for specialisms not only in the Expressive Arts but also in other major curricular areas.
In the same manner, there is an argument for allowing specialisms by stage of pre-school and primary
to be part of initial teacher education and not simply to emerge, once in post, from disposition and
need.  Some opportunities for specialism by subject and stage are offered within CPD but they are not
a condition of employment or part of the GTC regulatory framework.  It is therefore a matter of chance
whether an individual school is staffed at a constant (and verifiable) standard across all curricular
areas and stages of schooling.

It is not possible, however, for everyone to be only a specialist.  There is a flexibility required of
Primary teachers, which justifies the generalist training, and there are many small schools where it
would be difficult to achieve a good staffing balance through specialists alone.  A sensible
compromise would be a greater degree of specialism in the first degree, to be enhanced by more or
additional specialisms within CPD.

Secondly, secondary teachers are initially prepared for one or two subjects and maintain their
registration with the GTC on the basis of that initial qualification.  As they move through their career,
into specialist areas such as Guidance and Learning Support or into posts of senior responsibility
involving much less classroom practice,  there is no national requirement on them to demonstrate
professional competence in those areas nor any re-registration to reflect changes of role.  The same
is true if the curriculum changes and new subjects emerge.  Just as with the Primary school, the
enthusiast takes on the new course without formal training or test of professional competence.

This picture is changing as new Standards emerge, for Headteachers and for Chartered Teachers.  It
is also changing as the requirement on all teachers to regularly undertake CPD becomes mandatory.
Nevertheless, much remains to be done, especially in quantifying the minimum requirements,
academic and professional, which must be satisfied before (or within a minimum specified period
after) a teacher takes on a new role or starts teaching a new subject.

Thirdly, there is at present a rigid boundary between primary and secondary schools, with only a few
or local exceptions.  It can be asserted, with confidence, that this is one of the major contributory
factors to the underperformance of pupils in the first two years of secondary school.  The curriculum is
framed to cover the 5 to 14 age range and thus to provide continuity and challenge, but that continuity
is not represented in the deployment of teachers, and thus it is little wonder that pupils suffer.  There
are, therefore, arguments for some secondary teachers being partly deployed in the upper Primary
school and there are arguments for some primary teachers being partly deployed in the lower
Secondary school.  Both have merit.  An even more radical solution is to have a teacher education
route specifically designed to equip teachers for the age range 10 to 14 whether deployed in one, or
the other, or both.  This is another case of the need for innovation in teacher education programmes
being obstructed by old world thinking such as the Schools (Scotland) Code.

Finally, the consequence of all these anomalies is that the teacher workforce is inflexibly deployed.
From the point of view of morale alone, it would be attractive to many teachers to know that, as their
interests and experience evolved, they could change sector and/or subject.  So long as retraining was
a condition of such a change, the professional interests of the GTC would be satisfied.  So long as
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some of the changes were at the request of the employer, there would be efficiency and effectiveness
benefits for local councils.

The Recruitment of Teachers

A number of barriers exist to restrict the opportunity to enter teacher education.  In the case of
secondary teaching, the wrong configuration of courses in your first degree is a barrier because initial
secondary teacher education is subject specific.  In the case of primary teaching, the narrow definition
of primary teacher, the control which SEED exerts over numbers entering the B.Ed. Primary degree
and the excessive competition for places on B.Ed. Primary and PGCE Primary courses all act as
barriers.  In all cases, the concentration of teacher education institutions in the central belt acts as a
barrier.  For many aspirants the lack of part-time courses where earning and learning can be
combined acts as a barrier.

The consequence of all of these barriers is that to a large extent in primary education and to a
growing extent in secondary education, teachers are white, female and middle class (in outlook if not
social categorisation).  To a lesser extent, entrants are also young (especially in Primary) and
geographically immobile.  The teaching force accordingly lacks, for instance, males, the ethnic
minorities, the disabled and Gaelic speakers.

While parts of the imbalance are due to perceptions and to economic factors both of which are difficult
to move over a short time, other parts are structural and easily removed.  Course structures can be
changed quickly to ease access for some of the disadvantaged groups.  New modes of delivery can
be devised at reasonably short notice to make courses more accessible to a wider geographical area.
New institutions could be recognised (provided a critical mass of student numbers was allocated), with
Inverness and Dumfries as immediately apparent focal points.  Since SEED controls quotas, these
can be sub-divided even more than at present between institutions and categories.  Some success
has been recently achieved in this regard with respect to specific funding for Gaelic-medium, for part-
time, and for secondary shortage subject applicants.

More can still be done by allocating quotas by gender or ethnicity as a means of stimulating more
interest among potential applicants.  The Teacher Training Agency already sets targets of such a
nature for English TEIs.  Even if some financial inducement was introduced in order to begin the
process of attracting a more balanced workforce,  that inducement would be worthwhile in helping
demonstrate that the Executive which wishes schooling to be socially inclusive also wishes the school
workforce to be similarly inclusive.

Conclusion

From a range of policy options, only a few can be selected and those that are selected must be
compatible with each other.

For example, an emphasis on broadening the social, ethnic and economic base of intakes to teacher
education is more effective if the relative size of the teacher workforce is stable or growing.  If it is
falling, for example because teachers are taking on a more supervisory role with “teachers in waiting”
(classroom assistants) delivering more of the classroom activities, then the broad base has to be
established through the intake to classroom assistant posts.

Next, if teacher education institutions are encouraged to innovate it can be best achieved through
guarantees of secure funding to cover both the development costs and delivery of the new courses.
This may have implications for the number and size of teacher education institutions since the more
successful institutions will grow while the less successful may wither away.  While that approach has
merit in terms of improving quality which relatively fixed intakes does not, it may conflict with a desire
to deliver teacher education in a geographically dispersed manner.

Then, if there is a shift in emphasis from initial teacher education towards teacher induction and CPD,
there is a shift of responsibility from Universities to local councils.  The roles of the profession and the
employer are not necessarily compatible, which is one reason why separate institutions have been
responsible for teacher education and training.  Teachers might lose some more professional
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autonomy and professional quality if intakes to teacher education courses, the delivery of courses and
employment itself were more heavily controlled by local councils.

Finally, if teachers are to be encouraged to develop a wider and greater expertise so that they can
deploy their talents more appropriately than the present rigid demarcation of primary and secondary
teachers allows, the study of education, rather than simply the study of schooling and teaching, must
become a large and obligatory part of every teacher’s initial and continuing education.  Scotland, over
the last twenty years, has become more expert in schooling and teaching.  This is a reflection of
successive government priorities in favour of the technical and managerial aspects of school
education as reflected in competences, league tables and performance targets.  A well-educated civic
society requires more than this and a change in that direction can only come through widening the
expertise of teachers and enlarging the goals which we set for our schools.

Professor Douglas Weir
Department of Social Studies
Faculty of Education
University of Strathclyde



SUBMISSION FROM CLACKMANNANSHIRE COUNCIL

Introduction

If the question is posed of many people, not just in Scotland, “What is the purpose of education?”
many of the replies would be along the lines of “An opportunity to gain qualifications”, “A
preparation for the world of work”, “A socialising influence on young people to cope with their
future needs”, and I’m sure many other definitions would also be given.  For me, the purpose of
education is an opportunity to allow young people to gain in confidence, grow in stature, raise
their self-esteem, assure them of their right to be accepted and for them to understand the needs
of others.  In short, to be given the opportunity to be fully included, in its widest sense.  This, for
me is the ‘inclusion’ I strive to uphold.

Along with all of those ideals goes the need for young people to gain some recognition marks
along the way. Whether they be examination results or assessments that are made to give them
pointers and success marks for their own continuing developmental needs. What is not needed is
the divisive nature of many education processes that mark young people down as failures from
very early days, and which therefore lead to a feeling of frustration, alienation and hence a dislike
of the education process.  What we seem to be attempting to do in the education service is
ensure that the individuals are fitted into the boxes that we have created, rather than thinking of
how we can devise a system to assist those individuals to develop for themselves.

We are still working in an education system that harks back to the public schools of the
nineteenth century and before, and still values most highly those areas of learning which have a
limited degree of transferability in modern society.  If we are to make a serious inroad into
avoiding a larger and more excluded minority becoming increasingly alienated from the process,
then we need to think more fundamentally about what we are trying to do and where our
engagement with young people and their families can be most effective.

It is a fact that almost all parents will pay lip service to the need for an education service that will
allow their children to gain maximum success in examinations and other assessments.  But, that
support for the system fades very quickly if it is shown that the success they desire is not being
gained and that their child is not necessarily performing as well as could be expected.

Automatically, the culture changes so that the parent who was a short time before a supportive
proponent of an education system, that maybe they failed in previously, becomes a support to the
negative attitudes of a young person who is increasingly deflected away from taking part in the
very process which could assist them in gaining future success in society.  Breaking down the
negativity barriers, building parental and pupil confidence and engendering a truly inclusive
attitude and approach from professionals are absolute essentials.

The Present System

Our current school system which is based around primary / secondary / tertiary, is heavily
prescribed and geared entirely around academic success.  Very little is made of other abilities;
much is focused on achievement in end-of-session, standardised tests and examinations.  It’s a
tidy system which suits a majority of pupils who are willing to conform, though whether they are
achieving at anything like their maximum, certainly for a significant minority is debateable.  The
negativity of the experience is such that they seek alternative ways of gaining success from their
peers and, in some cases, wider society.

The “me-me-me” generation of the 80s and 90s has created a generation of people who want a
quick fix for their wants and desires. This has led to an increasing drug culture, a disintegration of



the social bonding, and a failure, particularly amongst males, to come to terms with their place in
society.

Laddishness is something which is borne out of the changing roles between males and females in
late 20th and early 21st century Britain. As women have had an increasing role in society it is
being shown that their success, at gaining qualifications, taking on senior roles and becoming
breadwinners in their own right, has pushed males more into the background and therefore
further to a feeling of impotence in the role that they will play. Parents coming through a system
which had a more male orientated breadwinner role model organisation find it difficult to help their
children grow up in a much more gender-balanced and increasingly female led society. The last
vestiges of male dominance in terms of superiority of position and success in examinations are
being wiped away. What remains is their physical strength and this is being flexed both in schools
and in society as a whole.

This is reflected in life in schools. Many of the problems of exclusion and disruption within
classrooms (which have created the need for the discipline task group to look at organisation
within schools) is founded upon the problems of boys, in coming to terms with their lack of ability
to cope with comprehensive co-educational schooling. The lack of male role models in both early
years of schooling and often in the home, has created a significant group of males who find they
are only able to flex muscle in terms of giving vent to their need to express some degree of
successful performance within society. The major challenge is for our systems to divert this raw
energy into successful outcomes for these individuals. There can be no degree of
underestimation of the amount of psychological and other professional support required to
produce this transformation.

The Future

Having looked at the problems that schools and society face in terms of bringing forward an
effective educational system for the 21st century, the next stage is to look towards how we can
implement an effective educational regime, one which will produce success across a wider
spectrum of young people with particular emphasis on young males. To achieve this we do
require some major developments to take place.

Firstly we must increase the male role model opportunities in early education. It is significant that
there are very few males in primary education and this must be a major plank of development for
the education process over the coming years.

Secondly, we must be much smarter at spotting the breakdown that is occurring within the family
group for this reflects quite often on the performance of children in school.  It is a clear fact that
many pupils have such huge background problems at home that school is often the safest place
they can be.  Often it is the only place where they give vent to their frustrations and feelings
because they are unable to allow themselves to exhibit at home for fear of the physical and
mental unpleasantness which may follow.

Sure Start and similar programmes working with parents and young children from a very early
age will give us a much clearer view on how we can develop systems which help to avoid the
pitfalls of young children exhibiting antisocial behaviour. The development of integrated services
such as Clackmannanshire’s Services to People helps to try and identify early situations which
are affected by housing need, poverty, social work intervention, school underachievement and
indiscipline. All of these can be signals of difficulty which young people will face as they go
through the educational process.  With earlier identification and much greater work by the
statutory and supportive agencies interventions can be effective in trying to right some of the
wrongs of our increasingly dysfunctional society.



The straitjacket of the 5-14 curriculum, whilst giving a basis of sound educational techniques
which teachers need to follow to enable their pupils to gain basic skills, also brings with it
difficulties which some pupils in the later years of it find hard to overcome. It is significant that the
early years of secondary education, (in particular S1, often considered to be a hiatus year) one
where structures and organisation of the secondary school create situations where pupils
stagnate in their learning and become alienated with the process.

The secondary stage of pupils education needs to be much more flexible and must, at some early
date, be integrated with the further education sector. This is stifled by its controlling organisation
SFEFC and by statute which bind it into the 16+ category. It is clear that many pupils would
benefit from a much more flexible curricular approach and this would reap benefits in being linked
to a more vocational and technical curriculum. Such a curriculum can be developed to prevent
disaffection becoming a complete breakdown in the educative process.  The character and ethos
of the secondary school need to become a full community access organisation. Until the
secondary school welcomes a wider age range that give good and clear role models to all ages
and has high expectation of all who come through its doors, there will be a significant minority
who fail to make the best of their opportunities.  They will, because of their recidivist approach,
become excluded from the process and from the school itself.

In the future secondary schools need to become smaller units with greater further educational
links. They must have an acceptance that specialisms may be followed which do not include the
academic traditions of the Scottish and for that matter, UK system. Alongside this, there needs to
be a recognition of the worthwhile nature of jobs and careers which do not follow academic
pathways. Until we shake off the shackles of the strictures of grammar and public school
curricular - which continue because of the circle of reproduction of skills from one generation of
teachers to another - we will suffer continual difficulties with pupils trying to achieve in a education
system unsuited for their talents.

The future of education in Scotland is a matter of grave concern to all. Without an effective and
efficient educative process in the coming years there will be a further disintegration of society and
a downward spiral in the overall fabric. This we have to arrest and we can only do that by
ensuring that we give pupils an opportunity to display their talents where the ethos in the
institutions is about success. Where it is about expectation, expectation, expectation to
paraphrase a Tony Blair election slogan, and where that expectation is associated with finding the
talents of individuals beyond the written test and the end of year examination. Short-term targets,
short-term goals, short term success are what are required for many individuals to feel successful
in the education process. The link to the world of work by good effective work experience and
significant involvement in developing individuals skills whether academic, practical, vocational or
technical is an absolute must for many pupils.



A school needs to be come a much changed environment over the coming years. The effective
training of teachers is a crucial part of this – only be helping teachers to be more effective at
looking and searching more widely for pupils talents will they manage to engage with the
disaffected.  It is only by helping schools to see that the developments they can make are
community wide and of such a significance that they do impact on individuals lives.  This impact
will come through working with parents, working with children and working with adults in general.
Only then will they find the ways in which to engage with the overwhelming majority of young
people. Never will it be all, but we must engage with more than we do currently.

Dave Jones
Director Services to People
Clackmannanshire Council
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Executive Summary
This paper provides an answer to the question “Why educational futures?”, providing
necessary background in terms of the main trends and pressure facing education in an age of
globalisation which has meant significant changes in the production and legitimation of
knowledge. It provides a discussion of the question also in terms of the knowledge economy
and discourses that focus on futures. In a seaparate appendic the paper puts up a model for
The Centre for Educational Futures.
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Educational Futures

Michael Peters

Miranda: "Oh brave new world that has such people in it".
Shakespeare, The Tempest (ca. 1611)

1. Theoretical Preamble: Why Educational Futures?
There is always the temptation to think that the point, which we occupy historically, is a period
of transformation and unprecedented change. This prevailing ethos, since Baudelaire, at least
in aesthetic terms, is a self-constituting moment of modernity. Yet there are some signs that
there are some very powerful forces at work reshaping advanced liberal societies – our
normative orientations, our subjectivities and our institutions. These forces have been
encapsulated in handy slogans such as ‘postmodernity’, ‘globalisation’, ‘reflexive
modernisation’, ‘postindustialisation’, ‘postmodernisation’ and the like. Many of these
developments focus on the importance of changes to the organisation of knowledge, the
development of new forms of communication, and the centrality of knowledge institutions to
an emerging info-capitalism. Often these epithets are conceptualised in metaphors such as
the ‘information society’, ‘learning society’ or the ‘knowledge economy’ and often work as
official policy metanarratives to both prescribe and describe futures.

What is clear from these various theoretical descriptions of the futures we face is that
‘knowledge’ and ‘learning’ are central both to modes of production and social organisation.



2

‘Knowledge’ and ‘learning’ also have undergone certain technical and social transformations
as advanced societies enter the networked global knowledge economy and the same forces
of change have begun to transform traditional ‘knowledge institutions’ such as universities
and schools.

Fundamental to understanding the new global economy has been a rediscovery of the
economic importance of education (Papadopoulos, 1994: 170).  The OECD and the World
Bank have stressed the significance of education and training for the development of “human
resources”, for upskilling and increasing the competencies of workers, and for the production
of research and scientific knowledge, as keys to participation in the new global economy.
Both Peter Drucker (1993) and Michael Porter (1990) emphasise the importance of
knowledge – its economics and productivity – as the basis for national competition within the
international marketplace.  Lester Thurow (1996: 68) suggests “a technological shift to an era
dominated by man-made brainpower industries” is one of five economic tectonic plates, which
constitute a new game with new rules: “Today knowledge and skills now stand alone as the
only source of comparative advantage.  They have become the key ingredient in the late
twentieth century’s location of economic activity.”

Equipped with this central understanding and guided by theories of human capital, public
choice, and new public management, western governments have begun the process of
restructuring universities, obliterating the distinction between education and training in the
development of a massified system of education designed for the twenty-first century.

Today the traditional liberal ideal of education is undergoing radical change. In short, as the
knowledge functions have become even more important economically, external pressures
and forces have seriously impinged upon its structural protections and traditional freedoms.
Increasingly, the emphasis in reforming educational institutions has fallen upon two main
issues: the resourcing of research and teaching, with a demand from central government to
reduce unit costs while accommodating further expansion of the system, on the one hand;
and changes in the nature of governance and enhanced accountability, on the other.

In the post-war period, and especially since the 1980s, national education systems have
experienced a huge growth in both participation and demand, leading to the phenomenon of
“massification”.  This growth is, in part, the result of demographic changes, but also of
deliberate policies designed to recognise and harness the economic and social importance of
“second chance” education and “lifelong” education.  In a competitive global economy the
accent has fallen on the development of human capital.  Educational institutions have become
more market-oriented and consumer-driven as a consequence of funding policies designed to
encourage access at the same time as containing government expenditure.  As a result, the
costs of education in many countries has been transferred to the students themselves or their
parents and governments have moved away from the premises of universal provision to
favour targeting as a means of addressing questions of equity of access.

In some OECD countries there have been strong moves to change both the size and
composition of governing bodies, from a fully representative stakeholders or “democratic”
model to one based upon a board of directors, modelled on the private corporation.
Enhanced accountability arrangements, influenced by managerialism, have followed the
principles of New Public Management, designed not only to improve allocative and productive
efficiency but also to create incentives to pass costs on to government and consumers.

National education systems in the western world have had to face external pressures, which
come with increased access, “lifelong learning”, continuing reductions in the level of state
resourcing (on a per capita basis), and greater competition both nationally and internationally.
Both tertiary and secondary education systems in some OECD countries have been
incrementally privatised: a regime of competitive neutrality has increasingly blurred the
distinction between public and private ownership; the introduction user-pays policies has
created a consumer-driven system; and recourse has been made to various forms of contract
including “contracting out” and the institution of performance contracting.  Privatisation has
involved reductions in state subsidy (and a parallel move to private subsidy), reductions in
state provision, and reductions in state regulation.



3

In addition, educational institutions like other parts of society and economy, face the
challenges inherent in the new communications and information technologies (C&IT) which,
effecting a shift from “knowledge” to “information” and from teaching to learning, threaten to
further commercialise and commodify the university, substituting technology-based learning
systems for the traditional forms of the lecture, tutorial and seminar.  The introduction of
technology-based learning systems is blurring the boundaries between on-site and distance
learning.  It is transforming the nature of scholarship and research, and brings in its wake
many problems for reconceptualising academic labour.  Some policy-makers see C&IT as the
means by which the problem of growth and expansion in age of steadily reducing state
subsidy (and unit costs) can be overcome.  The virtual university, the virtual classroom and
the virtual laboratory are heralded by what we shall call the techno-utopians as the answer.

Some of the main trends facing education, together with the pressures they bring to bear, are
summarised in Figure 1.

Figure 1

Main Trends and Pressures Facing Education

      1. Globalisation and increasing competition
• Increased globalisation (as world economic integration).
• Increased levels of national and international competition.
• Increased power and importance of global and multinational corporations.
• Increased importance of research to global multinationals.
• Importance of regional and international trade and investment agreements.
• The growing economic and political importance of the Asian economies,

including China.

      2. Public sector changes
• Declining socio-political priority of education as an entirely state-funded

activity.
• Corporatisation and privatisation of the public sector.
• Greater interpenetration of public and private enterprises.
• Growth of managerialism (New Public Management) and new contractualism.
• Localisation and autonomy: Decentralisation, devolution and delegation of

authority to local communities and government agencies.
• Demands for increased efficiency and accountability.

      3. Increasing importance of knowledge
• Increasing economic, social and cultural importance of knowledge.
• Commodification and mecantilisation of knowledge.
• Increasing role and importance of telecommunications and information

technologies.
• New political, legal and ethical problems of “information economy” (e.g.,

intellectual property, copyright, plagiarism).

      4. Employment
• Changing nature of advanced economies to knowledge-based industries.
• Changing structure of labour market (e.g., casualisation, feminisation of

workforce).
• Demand for highly skilled technically competent workforce with an emphasis

on generic and transferable ‘core’ skills.

      5. Education policy
• Increasing multicultural and international nature of societies and education

institutions.
• Increased demand from a highly diversified, “massified”, student population.
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• Need for lifelong learning and “second chance” education.
• The vocationalisation of education through partnerships with business and

the promotion of entrepreneurial culture.
• Erosion of State education by non-traditional providers.
• Individualisation and customisation of programmes for learners.

These trends are, of course, very much-interrelated phenomena and each one by itself
represents a significant level of political-economic complexity.  Considered together, the
whole is both uncertain and unpredictable.  Certainly, one can say the future has not been
“written upon” or determined.  To briefly illustrate the level of complexity I will schematically
review the way the UK review of tertiary education – the Dearing Report (1997) (named after
its chairman, Lord Dearing) – elaborates the implications of globalisation for higher education.

Figure 2

Globalisation as World Economic Integration
Main Causes
• technological changes in telecommunications, information and transport
• the (political) promotion of free trade and the reduction in trade protection

Main Elements
• the organisation of production on a global scale
• the acquisition of inputs and services from around the world which reduces

costs
• the formation of cross-border alliances and ventures, enabling companies to

combine assets, share their costs and penetrate new markets
• integration of world capital markets
• availability of information on international benchmarking of commercial

performance
• better consumer knowledge and more spending power, hence, more

discriminating choices
• greater competition from outside the established industrial centres

Consequences for the Labour Market
• downward pressure on pay, particularly for unskilled labour
• upward pressure on the quality of labour input
• competition is increasingly based on quality rather than price
• people and ideas assume greater significance in economic success because

they are less mobile than other investments such as capital, information and
technology

• unemployment rates of unskilled workers relative to skilled workers have
increased

• more, probably smaller, companies whose business is knowledge and ways
of handling knowledge and information are needed

Implications for Higher Education
• high quality, relevant higher education provision will be a key factor in

attracting and anchoring the operations of global corporations
• institutions will need to be at the forefront in offering opportunities for lifelong

learning
• institutions will need to meet the aspirations of individuals to re-equip

themselves for a succession of jobs over a working lifetime
• higher education must continue to provide a steady stream of technically

skilled people to meet needs of global corporations
• higher education will become a global international service and tradable

commodity
• higher education institutions, organisationally, may need to emulate private

sector enterprises in order to flourish in a fast-changing global economy
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• the new economic order will place a premium on knowledge and institutions,
therefore, will need to recognise the knowledge, skills and understanding
which individuals can use as a basis to secure further knowledge and skills

• the development of a research base to provide new knowledge,
understanding and ideas to attract high technology companies

(Source: Compiled from Dearing (1997), “The Wider Context”. Available at:
              http://www.leeds.ac.uk/niche/index.htm).

Clearly, the Dearing Report recognises globalisation as a major influence upon the UK
economy and the labour market with strong implications for higher education.  Analysing the
Dearing Report it is possible to talk of the globalisation of tertiary or higher education,
according to three interrelated functions: the knowledge function, the labour function, and the
institutional function.  We can talk of the primacy of the knowledge function and its
globalisation, which has a number of dimensions: knowledge, its production and transmission
or acquisition, is still primary as it was with the idea of the modern university, but now its value
is legitimated increasingly in terms of its attraction to and service of, global corporations.  The
globalisation of the labour function is formulated in terms of both the production of technically
skilled people to meet the needs of global corporations and the ideology of lifelong learning,
where individuals can “re-equip themselves for a succession of jobs over a working lifetime”.
The institutional function is summed up in the phrase “higher education will become a global
international service and tradable commodity”.  The competitive survival of institutions is tied
to the globalisation of its organisational form (emulating private sector enterprises) and the
globalisation of its “services”.  Clearly, with this function there are possibilities for the
emergence of both a closer alliance between global corporations and universities, especially
in terms of the funding of research and development, and, in some cases, the university as a
global corporation.  The latter is a likely development with the world integration and
convergence of media, telecommunications and publishing industries.

The developments described here under the banner of globalisation which accentuate the
primacy of knowledge, are further underwritten by recent advances in so-called “growth
theory”.  Neoclassical economics does not specify how knowledge accumulation occurs.  As a
result there is no mention of human capital and there is no direct role for education.  Further,
in the neoclassical model there is no income “left over” (all output is paid to either capital or
labour) to act as a reward or incentive for knowledge accumulation.  Accordingly, there are no
externalities to knowledge accumulation.  By contrast, new growth theory has highlighted the
role of education in the creation of human capital and in the production of new knowledge.
On this basis it has explored the possibilities of education-related externalities.  In short, while
the evidence is far from conclusive at this stage there is a consensus emerging that (i)
education is important for successful research activities (e.g., by producing scientists and
engineers), which are, in turn, important for productivity growth, and (ii) education creates
human capital, which directly affects knowledge accumulation and therefore productivity
growth (see Report 8, “Externalities in Higher Education”, Dearing, 1997).

2. The Knowledge Economy and the Discourse of Futurology

In the attempt to re-position and structurally adjust their national economies to take advantage
of the main global trends, British, Australian and New Zealand governments have begun to
recognise the importance of education, and especially higher education, as an “industry” of
the future.  There is an emerging understanding of the way in which education is now central
to economic (post)modernisation and the key to competing successfully within the global
economy.  This understanding has emerged from the shifts that are purportedly taking place
in the production and consumption of knowledge which are impacting on traditional
knowledge institutions like universities.
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Figure 3

Shifts in the Production and Legitimation of Knowledge

The role of the university is undergoing a transition in late modernity as a result
of structural shifts in the production and legitimation of knowledge. The older
goal of the democratisation of the university has now been superseded by new
challenges arising from the dual processes of the globalisation and
fragmentation of knowledge cultures. These arise from the following
developments:

1. the separation of knowledge (research) from the post-sovereign state that
no longer exclusively supports Big Science;

2. the rise of new regulatory regimes that impose an “audit society” on the
previously autonomous society;

3. a separation of research from teaching (education);

4. the decoupling of knowledge from society and the replacement of the public
by target constituencies;

5. the functional contradiction between science and economy in the
increasing specialisation of knowledge and the decline in occupational
opportunities;

6. the de-territorialisation of knowledge as a result of new communication
technologies and knowledge flows;

7. the crisis of scientific rationality under conditions of the “risk society”,
reflexivity and the new demands for the legitimation of knowledge.

         Source: Delanty (1998)

Senior managers and policy analysts have begun to develop over-arching concepts or visions
of the future as a method of picturing these changes.  Thus, the terms “information society”
(which has been around since the late 1960s) and “global information economy” abound in
policy documents.  More recently, the terms “knowledge” and “learning” have been moved to
centre stage by those reviewing higher education.  Thus, the Dearing Report uses the central
concept of the “learning society” to interpret the likely impact of imminent global trends on the
national economy and, accordingly, to reform higher education.

The discourses of the knowledge economy and other futurist discourses are often given a
certain shape in relation to education, science and technology planning and policy through the
development of what I shall call futures research.

3. Futurology, Futures Research, Forecasting & Foresight
This is a relatively new constellation of fields and disciplines that address the impact of world
trends and develop visions of the future with the idea of bridging business, science and
technology and government. This new area has had a strong impact recently on policy.

Foresight planning is often conceived as a future-oriented public discussion designed to
encourage a consensus among various sector groups concerning a “desirable future”.  The
exercise is based on a notion of foresight which is neither a form of prediction or planning but
rather an analysis of global trends, how they will affect us and how (given our resources) we
might take advantage of them.



7

Foresight planning tends to link government investment with development towards becoming
a knowledge society or economy.  Typically, the path by which this will be achieved is seen as
an active process that recognises four key imperatives:

• The focus on the future must not be constrained by what we have been doing in the
past.

• Technology (in its broadest sense) is a key driver for the knowledge revolution.  It will
have wide-ranging implications for the structure of society and the way in which we
deal with environmental issues.

• A globalised economy requires us to be internationally competitive.
• The Government’s strategic investment in public good science and technology must

be used effectively to underpin development as a knowledge society
     (The Foresight Project, http://www.morst.govt.nz/foresight/front.html)

Foresight planning is used to underpin the comprehensive review of the priorities for public
good science and technology. It is claimed that while the future is not entirely predictable,
there are trends, which are presently unfolding that, must be taken into the foresight process.
The Foresight Project in New Zealand (http://www.morst.govt.nz/foresight/front.html) specifies
seven such trends, including: The Knowledge Revolution; Globalisation; Global Science and
Technology Trends; Changing Consumer Behaviours and Preferences; Industry
Convergence; Environmental Issues; and, Social Organisation.  We are informed that the
“knowledge revolution” constitutes a significant global paradigm shift, which is changing the
structure of New Zealand’s economy and society.  Knowledge is the key to the future because
it, rather than capital or labour, drives productivity and economic growth and, unlike either
capital or labour, it cannot lose its value which may even increase with future applications.
Knowledge, we are informed,  “includes information in any form, but also includes know-how
and know-why, and involves the way we interact as individuals and as a community” (MoRST,
1998: 8).

The UK Foresight programme was launched in 1994 (http://www.foresight.gov.uk/ ). It states:

The UK's Government-led Foresight programme brings people, knowledge and ideas
together to look ahead and prepare for the future.  Business, the science base,
Government, the voluntary sector and others work through thirteen Foresight panels
to think about what might happen in the future and what we can do about it now to
increase prosperity and enhance the quality of life for all.

Education, Training and Skills is one of two underpinning themes which all the Panels
have been asked to consider. It is vital that people are given every chance through
education, training and work to realise their full potential and thus build an inclusive
and fair society and a competitive economy.

The Foresight Education and Training Strategy Group (FETS) is the primary interface
between Foresight Panels and the DfEE and their counterparts in Scotland, Wales and
Northern Ireland. Its terms of reference are:

• Establish a network of education, skills and training experts on Foresight Panels;
• Co-ordinate briefing for Government and Foresights particiapnts on areas of common

interest, both to assist the induction of Panels and on a continuing basis as the
Foresight Programme evolve;

• Establish and co-ordinate education, skills and training activities across Foresight
panels so that they build on, are informed by, and inform, developments in
Government policy;

• Periodically convene a Forum of education and training experts from the Foresights
programme to discuss progress and maintain a common agenda;

• Contribute to the development of Foresight findings in education, skills and training
and promote their implementation, and;

• Monitor and evaluate the impact of Foresights on education, skills and training.
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One of the earliest futures study was Alvin Toffler’s 1972 collection The Futurists. His
subsequent work, which is well known. (See also my University Futures, Peters & Roberts
1999, on which this preamble draws.)

In an excellent collection entitled Global Futures Jan Nederveen Pieterse (2000) distinguishes
among the mainstream managerial approach to futures based on forecasting and risk
analysis contrasting it with critical approaches to futures that are critical of dominant futures
reflecting institutional vested interests, and with alternative futures, which seeks to be
inclusive without being alarmist. He asserts that there have been many critiques but few
constructive proposals, which reflects the political and ideological malaise that has existed
since the 1980s. He states:

It would be exciting to see an ensemble of forward-looking and affirmative
programmes for futures of social policy, gender, culture, human rights, cities, in a
context of proposals for transformation of the world economy, global politics,
development politics, international financial institutions and ecological economics (p.
xvii).

I agree with Pieterse, yet it is strange to see no mention of education and knowledge in the
various proposals and approaches in his collection. Arguably, transformations to education
and the organisation of knowledge are at the centre of global futures for many of the reasons
mentioned above. The changing relationship between education and knowledge, on the one
hand and the economy on the other, has received much attention in official and academic
discourse. It has been subject to mainstream managerial approach to futures.

In a separate Appendix to this paper I discuss a concrete proposal for The Centre for
Educational Futures which would not be wedded to any particular methodology, theory or
approach but would encourage a pragmatic diversity, with an accent on critical and alternative
futures.
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Appendix
Proposal for The Centre for Educational Futures

The Centre for Educational Futures (CEF)
The Centre for Educational Futures is conceived as both a teaching and research centre. It
would provide the opportunity both to experiment with innovative pedagogies, curricula,
programmes and modules, as well as provide political analyses and practical policy-related
research on educational futures.

1. Organisation

A Centre with half-time director and interdisciplinary membership with a home on Crichton
campus.  The Centre would encourage the appointment of  research fellows and visiting
professors.

The Centre would aim at being self-funding within three years.

2 Aims of the Centre

The aim of such a centre would be:
• to evaluate and critically assess future perspectives in education at the national,

regional, institutional and programme level;
• to develop curriculum futures through a range of new approaches in teaching and

learning;
• to critically appraise the range of current  and anticipated issues and concerns for

educational futures;
• to encourage new theoretical approaches in studying and developing educational

futures;
• to provide links with government agencies and other educational futures centres,

national and internationational.

3. Possible Research Themes

I have identified six possible research themes that require refinement and revision. These
research themes may also become the basis for a taught MA interdisciplinary programme.

3.1 Why Educational Futures?  Studying and Preparing for Educational
Futures

• The different purposes of Futures -- to predict, to foresee, to manage, to create.
• Different approaches: Foresight, Forecasting, Futures Research, Futures Studies,

Futurology, Futurism, Future Generations, Futuribles, La Prospective.
• Theoretical perspectives on the future: systems theory, chaos, theory, catastrophe

theory, complexity theory; globalisation, postmodernity, postmodernism.
• Major Futures thinkers, e.g. Wells, Kahn, Godet, Capra, Henderson, Meadows, Clarke,

Boulding, Toffler, Macini, Marien, Bell, Handy, Slaughter.
• Different cultural perspectives on the future and education; cultural attitudes to the

future; non-western approaches.
• Concepts of time (linear, cyclical, relative) and history; the nature of change;

determinants of change (social, cultural, environmental, social, technological).
• Ethics of educational futures; responsibility for future generations.

3.2 Pedagogy, Curriculum Futures and the Organisation of Knowledge

• Curriculum models; construction of national curricula; curricula and programme
experiments.

• New pedagogies; critical pedagogies; alternative pedagogies.
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• The changing structure and organisation of knowledge; epistemes; the legitimation of
knowledge.

• Formation of disciplines; emergence of cultural studies, media studies, development
studies, etc.

• The concepts of disciplinarity & interdisciplinarity.

3.3 Aesthetics and Educational Futures

• Educational futures in history, literature and the media.
• Images and metaphors of educational futures.
• Educational utopias and dystopias.
• Education and science fiction.
• Futurisms.

3.4 Education Futures, the Future of Work and the Knowledge Economy

• Models of educational modernisation and postmodernisation; ‘change’ and ‘progress’ in
history;

• The role of education in modernization theory; human capital theory; education and new
growth theory; education as an investment in the self; self-entrepreneurship.

• The changing notion of work; education as preparation for work; skills and key
competencies; work and employment; changing patterns of employment, sectorally,
internationally. Scenarios for the future of work.

• Work-based learning. Home-learning.
• Restructuring the economy; the knowledge economy; internationalisation and

globalisation; national education policies.
• The history of education rights; education and the value of emancipation in

Enlightenment thought.

3.5 The Future of Educational Governance and Administration

• International comparisons of experiments in educational administration and governance;
• Decentralisation, devolution and delegation of educational administration;
• charter schools;
• ways of increasing school democracy; increasing parental participation and involvement;
• New Public Management; school vouchers;
• New partnerships with business; competition from non-traditional  providers;
• Abolition of local authorities.

3.6 Globalisation and the Future of Education

• The impact of globalisation on education;
• citizenship education;
• education programmes in the EU;
• Competition from non-traditional providers; the future of private schooling
• Education and cultures of consumption; development of post-war youth cultures; sex

education; drug education;
• International schools

3.7 Educational Futures and the Environment

• Environmental education;
• The global futures debate, limits to growth versus the resourceful earth, environmental

issues, global warming, ozone depletion and pollution, resource shortages and conflicts,
energy, water, population,

• Education for sustainability; sustainable development, the gaia hypothesis;
• Education and the built environment;
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• Educational architectures.
 
 3.8 Educational Futures and the New Information Technologies
 

• On-line learning and education;
• Difference between ‘knowledge’ and ‘information’ – the shift from knowledge to

information; performative epistemologies;
• Education in a digital age;
• Media philosophy and education;
• Promises of access and inclusion; feminist webzines;
• Electronic texts and libraries; electronic writing; web publishing; electronic pedagogies;
• Virtual technologies and academic labour; the political economy of the virtual university;

virtual knowledge institutions;
• The politics of cyberspace; scholarly life in virtual universities; digital multimedia;

electronic networks;
• New geographies of learning; distributed learning.

4. Some Futures Resources

Bell, W. (1997) Foundations of Futures Studies, 2 volumes, Transaction Publishers,
Blumenfeld, Y.  (1999) Scanning the Future: 20 eminent thinkers on the world of tomorrow,

Thames and Hudson, London
Brand, S. (1999) The Clock of the Long Now: Time and Responsibility, Weidenfeld and Nicolson
Brown, L. (2000) The State of the World 2000, World Watch Institute, http://www. worldwatch.org
Castells, M.  (1996) The Rise of Network Society,  Basil Blackwell
Coates, J., Mahaffie, J. B. & Hines, A.  (1999)  2025: Scenarios of the US and Global Society

reshaped by science and technology, Oakhill Press.
Drucker, P. 1959. Landmarks of Tomorrow. New York: Harper.
Drucker, P. 1993.  Post-Capitalist Society.  New York: Harper.
Fowles, J. (1978) Handbook of Futures Research, Greenwood, Connecticut
Grantham, C.  (2000) The Future of Work: The promise of the new digital work society,  McGraw

Hill, New York
May, G. (1996) The Future is Ours: Foreseeing, Managing and Creating the Future, Part 1

Adamantine, London
Mitchell, W. (1999) e-topia: Urban life, Jim, but not as we know it, MIT Press
Slaughter, R. (Ed.) (1996) The Knowledge Base of Future Studies Volume 1, DDM Media,

Melbourne
Wallace, P.  (1999)  Agequake: Riding the demographic rollercoaster shaking business, finance

and the world,  Nicholas Brealey.
Bell, Daniel. 1974. The Coming of the Postindustrial Society: A Venture in Social

Forecasting. New York: Basic Books.

5. Futures Websites
Strategic Futures International  http://www.futures.com/web-lnk.htm
World Future Society  http://www.wfs.org
Pearson I  http://www.labs.bt.com/people/pearsonid/
The Foresight Project (NZ) http://www.morst.govt.nz/foresight/front.html
The UK Foresight Institute http://www.foresight.gov.uk/
See also the list of futures websites at: http://www.foresight.gov.uk/default800.htm

1997 20/20 Vision Programme

1998 BT Technology Calendar

Foresight Institute

Global Futures Foundation
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Hawaii Research Center for Futures Studies

Institute for Advanced Interdisciplinary Research

Institute for Alternative Futures

Institute for Prospective Technological Studies

Institute for Sustainable Futures

Institute of Business Forecasting

International Institute for Environment and Development

Millennium Project

OECD International Futures Programme

RSA Redefining Work

SPS (OUBS) Futures Observatory

Strategic Futures International

Technology Futures Inc.

The Venus Project

Tomorrow’s Company

Vision of the Future

World Future Society

World Future Society

Worldwatch Institiute

6. References for Educational Futures
Alba, A., Gonzales, E. Lankshear, C. & Peters, M.A.,  (2000) Curriculum in the Postmodern

Condition, New York, Peter Lang.
Aronowitz, Stanley & Giroux , Henry (1991) Postmodern Education: Politics, Culure and

Social Criticism,  Minneapolis & London, University of Minnesota Press.
Ball, Stephen (ed.) (1990) Foucault and Education: Disciplines and Knowledge, London,

Routledge.
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Ball, Stephen, Education Reform: A Critical and Post-Structural Approach, Buckingham &
Philadelphia, Open University Press.
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Submission from Association of Christian Teachers Scotland

The Association of Christian Teachers (Scotland) welcomes the opportunity to comment on the above
document.  We shall attempt to select those areas which have a special bearing on the stance of
Christian teachers and parents.

Theme 1

Education will, one hopes, in the next decades recognise that communication between teachers and
parents is a priority.  If parents are helped by the school to understand the curriculum, the school’s
policy, the ethos and the culture/subcultures of the school and the pressures of the peer group upon
their youngsters, they will be enabled to deal with problems effectively in the home context.  This will
help to establish an effective learning environment.  Areas such as spiritual/moral development,
personal/social values and personal search need to feature prominently and meaningfully.

Theme 2

Socialisation must concentrate on preparing effective citizens who will have an ability to be committed
individuals of integrity that society needs, to remain politically healthy and live ethically with technology.
Parents need to be helped by schools to understand fully this ‘wider than academic’ agenda and to
realise they have a part to play in youngsters, who have these personal and professional attributes.

Theme 3

As far as poverty, alienation, drugs, racism and gender issues are concerned, first, we recognise as
teachers, that in these areas there is a hard core, minority of parents who do not or cannot for good
reasons pull their weight in partnership between home and school.  Education, or rather teachers alone,
cannot be expected to deal with this kind of situation.  For this reason we welcome the growing use of
‘New Community School’ approaches, the role of multi-professional teams, of mentoring, buddy
systems, chaplaincy, after school clubs, study clubs and the like.



Theme 4

Heritage is something which should in the discernible future have an increasing role to play.  Scottish
children are fairly ignorant of their own Christian heritage, the part Scotland has played in fostering
change, development, technology, commerce, the environment and similar in many parts of the world.
There is scope for the development in school curricula of the relationships which are needed by a
society.  Emphasis must grow on eradicating the attitudinal weaknesses of Scottish society e.g. bigotry
and the automatic sidelining of the religious dimensions in educational discussion.

Theme 5

Areas which stand out here as of significance within the school/home partnership might arguably
include: the shared concern which will inevitably grow as technology develops about the ethical aspects
of ICT and in particular the content of the Internet to which future generations of highly computer literate
young people have access, the need to educate parents who come from an earlier pre-ICT generation
about the problem.

Theme 6

In the coming years there is likely to be a growth in Home Education, Christian and other private
schools because of the perceived secularity of state school curriculum.  The European context of
human rights, considerations and alleged discrimination on grounds of personal religious belief, faith
stance or philosophy will predictably be factors in this debate too.

Specialist schools will not necessarily have to be seen as anti-comprehensive.  We would hope to see a
school system which values every individual, develops every gift and attempts to counteract every
disadvantage.

We hope these points may constitute a useful contribution to the ongoing debate.

Miss Kirsti Paterson
Chairman
Association of Christian Teachers
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Scenario Planning and the Future of the Curriculum

Executive Summary
This paper locates the future of the curriculum in the postmodern condition and using scenario
planning identifies seven snapshots of the curriculum as a basis for future studies. The paper
discusses the meaning of postmodernism and postmodernity in relation to the concept of
globalisation. It concludes by offering a curriculum of alternative globalisations and discusses some
prospects for a research programme of the future of the curriculum in relation to the seven snapshots.
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Scenario Planning and the Future of the Curriculum

Michael Peters

I
To talk of the curriculum in the postmodern condition is to locate it within its appropriate contemporary
historical and philosophical contexts.  Attempts to characterize these contexts have, however, been
fraught with all kinds of difficulty. Any such attempts to provide narratives of world history, or non-
ideological descriptions of the emergence of a distinct philosophical ethos are contestable and open
to interpretation. Nonetheless, it is important that conceptions of the curriculum be related to their
historical and philosophical contexts.  Indeed, such “reflexive contextualization” is especially important
in an age of rapid and ongoing space-time compressions (see Harvey 1989), in which space
annihilates time. It is crucial that the curriculum both reflects its cultural age--its socio-historical
context--and at the same time provides some critical purchase on these developments. These
statements sound like the formulation of the truism: when it comes to curriculum philosophy, always
historicize!
The problem with historicizing curriculum is that it almost inevitably generates attempts to narrativize
world history, to tell stories about “progress,” “development,” and “change.” Typically, these stories
have their own built-in ends or teleologies, which change according to who is telling the story, to
whom, and for what political purpose. Even so, philosophers, sociologists, and historians widely agree
that highly significant social, technological, economic and political change has occurred since the end
of World War II.  Moreover, they agree that this change in some way or other bespeaks a new
sensibility and worldview: that these technological and socio-political transformations amount to a sea
change.  The terms “postmodernism” and “the postmodern” have, albeit grudgingly in many cases,
become widely accepted as catchwords indicating this new sensibility, style, ethos, or disposition.
Foreshadowing our argument, we will argue that “postmodernism,” by contrast, is not concerned with
venerating the old because it is closer to the sacred (religious origins and texts)--traditionalism--or
with valorizing the present simply because it is newer. Indeed, postmodernism is both critical of
attitudes to time as human creations and agonistic in relation to its sources.
II
Philosophers generally define “postmodernism” by reference to its parent term, “modernism.”
Modernism has two uses.  The first is aesthetic, referring to movements in the arts from around the
end of the nineteenth century.  The second use is historical and philosophical.  Here it refers to “the
modern” in the sense of “modernity”: the age or period following the medieval period. The relationship
between these two senses can be expressed simply by saying talk of modernism and the modern
involves a self-conscious break with the old, the classical, and the traditional; asserting instead an
emphasis on the new or the present. Furthermore, we might say it also involves the general belief or
underlying assumption--contrary to classicalism or traditionalism--that the modern is in some sense
better than the old since, in the sequence of historical development, it comes later. From a
philosophical standpoint, then, modernism in philosophy begins with the Renaissance--with the
thought of Francis Bacon in England and René Descartes in France.
In the first sense referring to developments in the arts from the end of the nineteenth-century,
modernism is typically used to characterize the methods, style, or attitude of modern artists and, in
particular, a style in which the artist deliberately breaks away from classical and traditional methods of
expression based on realism and naturalism. Silverman describes modernism as follows:
[M]odernism in art, literature, and philosophy involved novelty, break with tradition, progress,
continuos development, knowledge derived from either the position of the subject or from claims to
objectivity. . . [It] involved a shift . . . to the stream of consciousness, lived and internal time-
consciousness, transcendental subjectivity, narrated remembrance and awareness (1996, 353).

In philosophy (and theology), modernism can be seen as a movement sustained by a belief in
the advancement of knowledge and human progress premised on experience and scientific method. It
is epitomized, perhaps, by Immanuel Kant’s “critical” philosophy and by the idea that advancement in
knowledge comes with subjecting traditional beliefs to criticism.

“Postmodernism” likewise has two broad meanings, related to these specific senses of
modernism.  It is used in an aesthetic sense to refer to developments in the arts occurring
subsequently or in reaction to modernism.  Secondly, it is used in a historical and/or philosophical
sense to refer to a period (“postmodernity”) or an ethos (“the postmodern”). It could be argued that in
its second sense postmodernism represents a transformation of modernity or a radical shift in the
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system of values and practices underlying modernity. This is, in fact, the way the Oxford English
Dictionary defines postmodernism, giving its root meaning and etymology as follows:
post-modern, a. Also post-Modern. Etymology: post- B. 1 b.
Subsequent to, or later than, what is ‘modern’; spec. in the arts, esp. Archit., applied to a movement in
reaction against that designated ‘modern’ (cf. modern a. 2 h). Hence post-modernism, post-modernist
a. and sb.
Speaking of  the application of the term postmodern to the human sciences, Ermarth suggests that:
[P]ostmodernism can be recognized by two key assumptions. First, the assumption that there is no
common denominator--in “nature” or “truth” or “God” or “the future”--that guarantees either the One-
ness of the world or the possibility of natural or objective thought. Second, the assumption that all
human systems operate like language, being self-reflexive rather than referential systems--systems of
differential function which are powerful but finite, and which construct and maintain meaning and
value (1998: 587).
Discussing its relevance to political philosophy, Lilly claims that postmodernism
aims at exposing how, in modern, liberal democracies, the construction of political identity and the
operationalization of basic values take place through the deployment of conceptual binaries such as
we/them, responsible/irresponsible, rational/irrational, legitimate/illegitimate, normal/abnormal, and so
on. . . [P]ostmodernists draw attention to the ways in which the boundary between . . . [these] terms is
socially reproduced and policed (1998, 591).

These scholars reflect the tendency--which has become a common strategy--to treat
postmodernism synonymously with poststructuralism, or to use postmodernism as the all-embracing
term.  Yet this is not a position we would endorse. We believe that poststructuralism should be
distinguished both from postmodernism and from its predecessor movement, structuralism. Although
there are philosophical and historical overlaps between the two movements, it is important to
distinguish between the two in order to appreciate their respective intellectual and cultural
genealogies, their theoretical trajectories and applications. Poststructuralism has often been confused
with its kinship term, postmodernism, and indeed some critics have argued that the latter term,
through patterns of established usage, has come to subsume poststructuralism. We maintain there is
an important set of differences that can be most easily understood by recognizing the difference
between their theoretical objects of study. Poststructuralism takes as it theoretical object
“structuralism,” whereas postmodernism takes as its theoretical object “modernism.” What is often
confusing is that some poststructuralist thinkers, such as Jean-François Lyotard, actively engage with
the term postmodernism, while others, such as Michel Foucault, pretend they do not know to what it
refers. Lyotard is, perhaps, the most famous of contemporary philosophers who refers to
postmodernism in both an aesthetic and historical/philosophical sense. Jean-François Lyotard is
considered by most commentators, justly or not, as the pre-eminent non-Marxist philosopher of “the
postmodern condition” (sometimes referred to as “postmodernity”). His The Postmodern Condition: A
Report on Knowledge (1984), originally published in Paris in 1979, became an instant cause célèbre.
The book crystallized in an original interpretation a study of the status and development of knowledge,
science, and technology in advanced capitalist societies. Arguably, no contemporary work in
curriculum philosophy that aims at teasing out the significance of the “postmodern condition” can
afford to ignore Lyotard’s work, and it is to his analysis of the “postmodern condition” that we now
briefly turn.
III
The Postmodern Condition was important for a number of reasons. It developed a philosophical
interpretation of the changing state of knowledge, science, and education in the most highly
developed societies, reviewing and synthesizing research on contemporary science within the
broader context of the sociology of postindustrial society and studies of postmodern culture. Lyotard
brought together for the first time diverse threads and previously separate literatures in an analysis
that many commentators and critics believed signaled an epochal break not only with the so-called
modern era but also with various traditionally modern ways of viewing the world.

The strength and originality of The Postmodern Condition, considered in its own right and on
its own merits, is reason enough for educators to devote time and effort to understanding and
analyzing Lyotard’s major working hypothesis: “[T]he status of knowledge is altered as societies enter
what is known as the postindustrial age and cultures enter what is known as the postmodern age”
(1984, 3). He uses the term postmodern condition to describe the state of knowledge and the problem
of its legitimation in the most highly developed societies. In this he follows sociologists and critics who
have used the term to designate the state of Western culture “following the transformations which,
since the end of the nineteenth century, have altered the game rules for science, literature and the
arts” (Lyotard 1984, 3). Lyotard places these transformations within the context of the crisis of
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narratives, especially those Enlightenment metanarratives concerning meaning, truth, and
emancipation that have been used to legitimate both the rules of knowledge of the sciences and the
foundations of modern institutions.

By “transformations” Lyotard is referring to the effects of the new technologies since the
1950s and their combined impact on the two principal functions of knowledge--research and the
transmission of learning. Significantly, he maintains, the leading sciences and technologies have all
been based on language-related developments--theories of linguistics, cybernetics, informatics,
computer languages, telematics, theories of algebra--and their miniaturization and commercialization.
In this context, Lyotard argues that the status of knowledge is permanently altered: Its availability as
an international commodity becomes the basis for national and commercial advantage within the
global economy; its computerized use in the military is the basis for enhanced state security and
international monitoring. Knowledge, as he acknowledges, has already become the principal force of
production, changing the composition of the work force in developed countries. The commercialization
of knowledge and its new forms of media circulation, he suggests, will raise new ethico-legal problems
between the nation-state and the information-rich multinationals, and will widen the gap between the
so-called developed and Third Worlds.

Here is a critical account theorizing the status of knowledge and education in the postmodern
condition that focuses upon the most highly developed societies. It constitutes a seminal contribution
and important point of departure to what has become known--in part due to Lyotard’s work--as the
modernity/postmodernity debate, a debate that has involved many of the most prominent
contemporary philosophers and social theorists (see Peters 1995a and Peters 1996a for illustrative
examples).

It is a book that directly addresses the concerns of education, perhaps more so than any
other single poststructuralist text. It does so in a way that bears on the future status and role of
education and knowledge in what has proved to be a stunningly prophetic analysis. Many of the
features of Lyotard’s analysis of the “postmodern condition”--an analysis now twenty years old--
appear today to be accepted aspects of our experiences in Western societies.
He writes in a now famous formulation of the modern:

I will use the term modern to designate any science that legitimates itself with reference to a
metadiscourse . . . making explicit appeal to some grand narrative, such as the dialectics of the Spirit,
the hermeneutics of meaning, the emancipation of the rational or working subject, or the creation of
wealth (Lyotard 1984, xxii).
By contrast, he defines postmodern  simply as “incredulity toward metanarratives” (xxiv). In The
Postmodern Condition, Lyotard was concerned with the grand narratives that had grown out of the
Enlightenment and had come to mark modernity. In The Postmodern Explained to Children, Lyotard
mentions specifically
the progressive emancipation of reason and freedom, the progressive or catastrophic emancipation of
labour . . ., the enrichment of all through the progress of capitalist technoscience, and even . . . the
salvation of creatures through the conversion of souls to the Christian narrative of martyred love
(1992, 29).
Grand narratives, then, are the stories that cultures tell themselves about their own practices and
beliefs in order to legitimate them. They function as a unified single story that purports to legitimate or
found a set of practices, a cultural self-image, discourse, or institution (see Peters 1995a).
Lyotard (1984), in his very first footnote, acknowledges the sources for his notion of “the postmodern”:
the sociology of postindustrial society (mentioning the work of Daniel Bell and Alain Touraine, the
literary criticism of Ihab Hassan, studies of “performance” in postmodern culture by Michel Benamou
and Charles Caramello, and M. Köhler’s essay). These are useful sources to note because, taken
together, they combine elements of the changing mode of economic and social organization of
advanced societies with certain changes in culture. Lyotard suggests that the status of knowledge is
altered as societies enter the postindustrial age and cultures enter the postmodern age. Some
sociologists have begun to talk of this transition in terms of “postmodernization,” similar to the way
that sociologists of a previous generation analyzed the transition from the traditional to the modern in
terms of “modernization.”
If we take the definition Lyotard provided in his essay “Answering the Question: What is
Postmodernism?” (appended to the English translation  of The Postmodern Condition) we would be
driven to accept that postmodernism is “not modernism at its end but in the nascent state, and this
state is constant. I have said and will say again the postmodern signifies not the end of modernism,
but another relation to modernism” (1984, 79). What he is suggesting is that postmodernism as a
movement in the arts is a continuation of modernism by other means--the search for the new and the
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avant-garde experimentalism remain. That is, postmodernism entertains an ambivalent relation to
modernism, considered as a category  in aesthetics, and that it defines a style, an attitude, or an
ethos rather than a period (that is, something that comes after modernism). In this sense, there are
clearly many postmodernisms in the sense of defining a style in the arts, and although they may come
and go, the postmodern, as an episteme, a philosophical stance, or historical periodization, like the
modern, is here to stay.
IV
This account of the postmodern, although brief, nonetheless provides a basis for considering
curriculum in the postmodern condition.  We need to put some flesh on the bones of our account,
however.  We begin this task by characterizing the philosophical changes referred to by “the
postmodern condition” presented as a cluster of concepts.  These concepts are then related briefly to
the curriculum.
Table 1
The Cluster Concepts of Postmodern Philosophy
Anti-foundationalism Suspicion of transcendental arguments and viewpoints

Suspicion of metanarratives
Rejection of canonical descriptions and final vocabularies
Perspectivism and multiplicity

Post-epistemological standpoint Rejection of the picture of knowledge as accurate
representation
Rejection of truth as correspondence to reality
Standpoint, nonfoundational, or “ecological” epistemology

Anti-naive realism Anti-realism about meaning and reference
The non referentiality of language
The naturalizing tendency in language
The diagnosis and critique of binarism

Anti-essentialism and the self The critique of the metaphysics of presence
Questioning of the problematic of the humanist subject
Substitution of genealogical narratives for ontology
The cultural construction of subjectivity
The discursive production of the self
Analysis of technologies of self

Analysis of power/knowledge Exposure of technologies of domination
Power is productive, dispersed, and related to knowledge
Power is often exercised through control of the body
Panopticum and the institutional “gaze”
“Modern” institutions as spaces of enclosure
The open network and “the surveillance society”

Boundary crossings Erasure of boundaries between literature and philosophy
Interdisciplinarity and multidisciplinarity

If we approach curriculum in a conventional way, we can think of programs of study in terms
of dimensions such as content and skills, or bodies of knowledge and processes of knowing.  Any
curriculum statement or theory must refer to what students are (expected) to learn and how they are
expected to go about learning, what teachers are to teach and how they are to teach it.  From a
slightly different perspective, we may think in terms of curriculum as having to deal with both the
structure and content of knowledge.  In addition, of course, curriculum theory and curriculum planning
must include a normative dimension, which provides reasons for what is included and excluded and
for the kinds of approaches and processes to be taken.  The key point to be made about the cluster
concepts of postmodern philosophy we have identified is that they issue profound challenges to the
ways educators have typically thought in the past and, to a disconcerting extent, continue to think
about curriculum.
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Formal educational theory, policy, and practice with respect to curricular content and
processes, skills, and knowledge is comprehensively outdated.  It assumes and builds upon
categories and modus operandi that no longer apply.  Although approximations to elements of
postmodern philosophical insight are occasionally touched upon in notions of prioritizing “learning how
to learn” over “fixed bodies of content,” the ways in which such ideas are taken up in curriculum
development and classroom practice are typically superficial and under-informed.  For example, the
idea that information has somehow displaced knowledge all too frequently degenerates into flaccid
forms of relativism or is reduced to inane cliched formulae such as the idea that the teacher’s role has
evolved from that of “sage on the stage” to “guide on the side.”  Although such notions have a basis in
very real and significant conditions of change, they are less than adequate responses, and may well
play into the hands of those who would do away with teachers and schools altogether (see Perelman
1992) or otherwise whittle away at access to education as a vital dimension of the social wage.

Deep contradictions exist in curriculum planning and policy right now that demand attention.
For instance, at a time when knowledge and skills seem genuinely to be up for grabs in radical ways,
much policy and planning seems intent on screwing them down more tightly and defining them more
narrowly than has been common in recent times.  The postmodern world simultaneously demands
and delivers increased “meta-knowledge”--often in ways that elude us.  For instance, diminished
welfare bureaucracies demand that users possess a meta-knowledge of how services and institutions
are organized in order to be able to access services and “opportunities.”  Powerful ways of operating
new technologies presuppose that users can relegate “basic skills” of operation to relatively
subordinate positions in order to get on with “the real business” of their application: symbolic
manipulation, innovation, design, and so on.  Yet our curricula are becoming overwhelmed by
practices of diagnosis, intervention, and remediation grounded not merely in “basic skills,” but in old
and outmoded forms of basic skills--and developers and producers of “quick-fix” programs for
remedial education and professional development are experiencing a boom.  Although it remains
important for today’s learners to master “basic” forms of skill and acquire a sound base of “cultural
literacy,” this curriculum is predicated on the grounds that it genuinely offers bases of and pathways to
“metalevel” planes of understanding and performance (Gee 1996; Gee, Hull, and Lankshear 1996;
Rogoff 1990; Rogoff 1995).  The problem here, of course, is that what is genuinely “basic” in these
terms has undergone major changes, yet prevailing curriculum theory, policy, and practice insist on
preserving a misguided investment in old ways and old frameworks.

We find curriculum still being construed very much in terms of “packages” of skills and content
at a time when a metaphor like “platforms” seems much more apposite (this idea was developed in
conversation with Richard Smith).  In “techspeak” a platform refers to an undergirding operating logic
or operating system upon which diverse more immediate computing applications are based.   In this
sense, DOS, Mac, UNIX and so on provide examples of different platforms. The postmodern
philosophical concepts of anti-foundationalism and post-epistemological standpoint invoke logics and
sensibilities that privilege active pursuit of ways of looking at the world rather than absorbing
predefined content and skills grounded in extant worldviews.  The learner who masters “platforms”
can proactively generate interpretations and frame designs that in turn generate their own learning
and innovation agendas and, ultimately, worldviews.

Such approaches do not eliminate standards and criteria.  Far from it.  Some platforms work
better than others.  The educational question for curriculum is how to distinguish between these
platforms and how to understand their underlying principles.  “Off the shelf” and “one size fits all”
approaches to curriculum policy and design, although they have some scope for flexibility, subvert an
understanding of the underlying principles of skills “platforms.” The problem is that if teachers are to
become oriented toward platform logic and away from packages they need to understand and grasp
the characteristically postmodern structure of knowledge.  This possibility is systematically
undermined by approaches that favor more of the same.

Parallel points could be developed for each of the concepts of postmodern philosophy we
have identified above.  But that would be secondary to our main point, which is to grasp that the
concepts of postmodern philosophy that were developed as a means for understanding that the
temperament of the times inhabit different categorical space and categorically different space from
modernist mindsets and categories.

Our cluster concepts provide a sense of how far our current ways of engaging with curriculum
in theory, policy, and practice conflict categorically with the age.  Educationists still widely think in
terms of subject territories and continue to frame academic and professional training in such terms.
Curriculum planning, policy development, and curriculum resourcing continue to be undertaken within
familiar subject domains rather than in forms of collaboration and reciprocal informing that transcend
traditional disciplinary parameters in fruitful and timely ways.  A recent study (Lankshear et al. 1997
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Vol. 1) found curriculum and resourcing policies for technology being developed mainly in isolation
from literacy.  On what possible grounds, one wonders, could this be justified--at any time, let alone
under present conditions?  Likewise, what grounds are there in the so-called information age for
continuing to stipulate subject content ranges for school year levels as closely as we typically do?
Would it not make altogether more sense to encourage approaches that have learners, teachers, and
other relevant experts work together to generate information, organize and analyze this information,
compile reliable databases, and the like on a model of the school as an information base for its
community? (Chris Bigum,  personal communication).  This would involve learners being apprenticed
to expert--mature, “insider”--approaches to gathering, compiling, organizing, analyzing, storing, and
disseminating information rather than “learning” from pre-packaged content.

The definition of curriculum as a structured series of learning opportunities highlights the
constructed nature of the curriculum based on a conception of knowledge--its organization into
disciplines--and learning theory (Cherryholmes 1988, 133). It also serves to draw attention to the
curriculum as a values-driven selection of material or course content that operates to both include and
exclude certain traditions of knowledge, particular perspectives, and sets of values.

The cluster concepts of postmodern philosophy outlined above cut across modernist
epistemological assumptions and learning theory based on these assumptions. They provide grounds
for questioning the foundationalist conception of knowledge (inherited from Descartes and the
Enlightenment) as well as the organization and structure of knowledge as disciplines. The non
foundationalist, post-epistemological, and non representational view, then, contains a deep-seated
critique of modern views of knowledge and curriculum. Together with the cluster we call anti-
essentialism, postmodern philosophy provides grounds for challenging humanist constructions of the
self as a unified entity that is transparent to itself and as the fount of all knowledge and moral action.
Just as it sows radical doubt--where there had existed for so long certainty and total faith--in the ideal
of the sovereign subject, postmodern philosophy at the same time also creates doubt around the
reality of the learning subject: the child, the toddler, the pupil, the student. This adds weight to the
importance of genealogical investigation of subjectivities and representations of students, youth, and
adult learners.

The postmodern critique of the modern constitution of the curriculum in terms of non
foundationalism and anti-essentialism, and the ways in which we recognize the curriculum as
particular historical constructions of power/knowledge, raise profound challenges to mainstream
curriculum theory, policy, and practice. In the chapters that follow we begin to explore the significance
of these curriculum challenges in relation to notions of science, technology and environment, as well
as to conventional wisdom about literacy.
V
Attempting to present a historical narrative of postmodernity is, perhaps, even more difficult than
characterizing the postmodern ethos in philosophical terms. In this case, rather than providing a
narrative we will construct what we have called snapshot scenarios. These scenarios are based on
what now are commonly thought to be some of the most important changes as societies shift from
industrial to postindustrial, and then to information societies/economies.

Scenario planning has emerged during the past forty to fifty years as a generic
technique to stimulate thinking about the future in the context of strategic planning (Cowan 1998).  It
was initially used in military planning, and was subsequently adapted for use in business
environments (Wack 1985a; Wack 1985b; Schwartz 1991; van der Heijden 1996) and, most recently,
for planning political futures in such countries as post-apartheid South Africa, Colombia, Japan,
Canada, and Cyprus (Cowan 1998).  We offer a modified version here as a way of thinking about
curriculum in the postmodern condition.

Scenarios are succinct narratives that describe possible futures and alternative paths toward
the future based on plausible hypotheses and assumptions.  The idea behind scenarios is to start
thinking about the future now in order to be better prepared for what comes later.  Proponents of
scenario planning make it very clear that scenarios are not predictions.  Rather, they aim to perceive
futures in the present.  In Rowan and Bigum’s words they are a
means for rehearsing a number of possible futures. Building scenarios is a way of asking important
“what if” questions: a means of helping groups of people change the way they think about a problem.
In other words, they are a means of learning (1997, 73).
If we take the issue of curriculum the question is What kinds of things should we be learning and
teaching now in order to prepare learners as well as possible for handling what comes in the future,
and to be able to act better now as well as later in order to create more viable futures?  When we look
at much current educational policy, planning, and curriculum development it is easy to see a lot of the
past enshrined in guidelines and plans and a lot of unwarranted certainty assumed and expressed
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about things relevant to the world in which today’s learners will live--an assuredness and taken-for-
grantedness about the relevance of particular forms of content, skills, worldviews, etc., that are at
odds with what we know and don’t know about the future worlds of students (74).
Scenario planning is very much about challenging the kinds of mindsets that underwrite such certainty
and assuredness and is about “reperceiving the world” (76) and promoting more open, flexible,
proactive stances toward the future.  As Cowan and colleagues put it, the process and activity of
scenario planning is designed to facilitate conversation about what is going on and what might occur
in the world around us so that we might “make better decisions about what we ought to do or avoid
doing” (1998, 8).  Developing scenarios that perceive possible futures in the present can help us
“avoid situations in which events take us by surprise.” They encourage us to question “conventional
predictions of the future,” help us to recognize “signs of change” when they occur, and establish
standards for evaluating “continued use of different strategies under different conditions.”  Most
important, they provide a means of organizing our knowledge and understanding of future
environments within which the decisions we take today will be played out (Rowan and Bigum 1998,
76).

Within typical approaches to scenario planning a key goal is to aim for making policies and
decisions now that are likely to prove sufficiently robust when they are played out across several
possible futures.  Rather than predicting the future, a range of possible futures are entertained and
policies and decisions in the “now” are framed that will optimize options and outcomes no matter
which of the anticipated futures eventually pans out (most approximately).

Hence, scenarios must narrate particular and credible worlds given forces and influences
currently evident and known to us that are likely to steer the future in one direction or another.  A
popular way of doing this is to bring together participants to the present policymaking or decision-
making exercise and have them frame a focusing question or theme within the area they are
concerned with.  If, for instance, our concern is with designing current courses in literacy education
and technology for in-service teachers in training, we might frame the question of what learning and
teaching of literacy and technology might look like in educational settings for elementary school-age
children fifteen years hence.

Once the question is framed, participants try to identify driving forces they see as operating
and as being important in terms of their question or theme.  When these have been thought through
participants identify those forces or influences that seem more or less predetermined: that will play out
in more or less known ways.  Participants then identify less predictable influences, or uncertainties:
key variables in shaping the future that could play out in quite different ways, but ones for which we
genuinely can’t be confident one way or another about how they will play out.  From this latter set, one
or two are selected as “critical uncertainties” (Rowan and Bigum 1997, 81).  These are forces or
influences that seem especially important in terms of the focusing question or theme but that are
genuinely up for grabs and unpredictable.  The critical uncertainties are then dimensionalized by
plotting credible poles: between possibilities that, at one pole are not too bland and, at the other, not
too off the wall. These become raw materials for building scenarios: accessible, catchy, but punchy
and fruitful stories about which we can think in ways that suggest decisions and policy directions now.

Although the scenario snapshots we offer here are not strictly like this--they have not been
framed as closely or by participants within formal and focused scenario planning forums--they
nonetheless provide a standpoint for thinking about curriculum in the postmodern condition in relation
to current curriculum policies, directions, decisions, guidelines, and classroom implementations.  Our
point here is that there currently exists a lot of information and understanding about postmodernity
that is not being taken seriously into account in curriculum development and planning; but that ought
to be taken thus into account.  Indeed, it is very easy to read from the following snapshot scenarios
the extent to which much current curriculum work is oblivious to the possibilities and implications of
even these partially framed and underdeveloped scenarios.
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Just as the cluster concepts developed from our philosophical account of postmodernity provide a
basis for critiquing and reconceptualizing curriculum, so these snapshot scenarios provide useful tools
for reconsidering curriculum in theory, policy, and practice.  As tools and reference points they
augment our philosophical perspective in five key and interrelated ways.

First, they provide analytical tools that we can use for comparing current curriculum theory
and practice with the circumstances and demands of the postmodern condition.  To the extent that
our scenarios capture conditions, circumstances and their implied requirements for effective living and
participation under present and foreseeable future conditions, they provide a kind of checklist against
which to assess curriculum.  We can use them as a benchmark, asking how far existing curriculum
arrangements reflect the themes captured in the scenarios.

Second, they augment the cluster concepts in terms of reappraising the disciplinary and
subject-oriented nature of curriculum theory and practice.  To what extent, in other words, can the
issues and demands inherent in the scenario snapshots be framed, understood, and addressed
conceptually, theoretically, and practically by the kind of learning enabled by existing curricula?

Third, they might be approached in terms of defining and structuring components of an
embryonic experimental curriculum for the upper secondary school or university.  From this
standpoint, the scenarios can be seen as identifying foci, problems, issues, and themes that
collectively might well define a coherent program of study for students in higher levels of formal
programs.  The sorts of foci, issues, and themes involved would, once unpacked, provide guidelines
for structuring knowledge and inquiry, generating relevant information, and acquiring appropriate
methodical tools of inquiry and criteria for using them well.

Fourth, were we not to wholly--or largely--abandon more traditional subject/disciplinary
approaches, the scenarios could usefully provide a series of themes that could be developed in ways
that could be explored via traditional subjects.  For example, subject areas might pick up on themes
that run across all seven snapshots; that is, the snapshot scenarios become ways of weaving
together an interdisciplinary study.

Finally, the scenarios provide a series of working hypotheses for anticipating or thinking about
the future of the curriculum: What would the curriculum look like if we developed each of these
scenario snapshots in terms of appropriate pedagogy, techniques of inquiry, thematic emphases,
conceptions of resources and learning technologies, ideals of expertise and of authentic practice, and
so on? For example, if we were to take up the options in the first snapshot scenario and begin to
rethink how we might reposition the curriculum to take account of developments referred to under the
label of globalization in a way that promotes a critical view we might arrive at something like the
following as an agenda for a curriculum for alternative globalizations. How would the traditional
curriculum pursue this agenda?

Table 3
An Agenda for the Curriculum of Alternative Globalizations

Promoting and developing a
global social contract

Promoting sustainable development
Promoting ecological standards
Consolidating the democratic process
Enhancing development of international labor markets
Promoting world trade union rights
Monitoring the social dimension of global and regional trade
agreements

Promoting and encouraging
global governance

Building standards of global governance
Protecting the public institutions of civil society
Developing transparency and accountability of international
forums and world institutions
Developing approaches to institutions of an international civil
community
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Encouraging greater North/South dialogue and better world
representation

Promoting and developing
cultural globalization

Promoting cultural diversity and exchange
Developing genuine multicultural structures and processes
Promoting and enhancing the notion of cultural rights
Protecting indigenous property rights
Promoting political and cultural self-determination

We do not have the space here to develop this agenda further, but simply advance it as an
example of the confusion into which globalization throws the traditional curriculum; we pose this as a
problem--how best to develop a curriculum that reflects and engages in critical and refelctive ways
those changes referred to as globalization. Similar questions, we would argue, need to be asked
about each of the snapshot scenarios.

This paper has made some initial steps toward rethinking curriculum in the postmodern
condition.  These are very much first steps.  Indeed, the ideas and approach sketched in this paper
only provides a basis for building an entire research program during the years to come.  What might
be the components of this research programme?

There needs to be greater study of the notion of the enterprise curriculum, or the curriculum of
competition. Here national contexts are all important. Many OECD countries have undergone radical
neoliberal social and economic changes in a shift away from a welfare state to a fully consumer-driven
society with a minimum “safety net.” In a brief period of rapid neoliberal reform, many governments
have followed the same policy recipe: floated the exchange rate; abolished all subsidies to
manufacturers and producers; dismantled tariffs, corporatized, commercialized and, privatized state
trading organizations in state assets sales; commercialized health and education (and the residual
public sector) and introduced user charges; and moved historically away from national wage
bargaining and industrial arbitration to anti-union employment contracts legislation. Education has not
been immune to the changes; it has followed suit in terms of the implementation of so-called
principles of new public management where the focus has fallen upon the development of the
“entrepreneurial self.” This often amounts to a deliberate neoliberal reconstruction of culture--away
from the so-called welfare state “culture of dependency” to a culture of “self-reliance”--through the
curriculum that demonstrates a politically conservative understanding of postmodernity which is driven
by policies of marketisation, rather than critical, liberal and progressive considerations outlined above.

The field of environmental education with particular reference to the vexed issue of
sustainable development is an overdue issue for serious consideration.  Problems associated with
trying to define the parameters of environmental education threaten the very sustainability of the field
itself.  These must be addressed in ways that resist attempts to standardize pedagogical responses.
The sustainability of environmental education is itself closely linked to the direction taken by
controversies surrounding sustainable development.  There are aspects of the scenarios above,
which concern globalization and ecological sustainability in ways that reflect the concepts of anti-
foundationalism, post-epistemological standpoint, and disciplinary boundary-crossing from
postmodern philosophy.

We need to tease out these issues more explicitly in terms of the curriculum and review in a
critical light the influential accounts given of postmodern perspectives of the curriculum, which give a
central role to science and mathematics. Curricula need to be studied with the politico-economic
contexts of national and global economic and social “reforms”. The so-called information society, as
another globalizing context, needs to be taken account of in curriculum development; and, finally,
what has been called “the crisis of cultural authority,” by which is meant not only the discovery of the
plurality of cultures, or “postcolonialism” and the philosophy of decolonization, but also the
development and proliferation of postwar youth subcultures and the rise of the new social
movements, require serious examination.

How do we constitute the curriculum-society link within the context of societies that are caught
in the generalized structural crisis of postmodernity and that lack wide and ambitious socio-political
projects?  Such a line of inquiry might draw on theory from Laclau, Lacan, Derrida, Wittgenstein, and
Lyotard to describe the conditions that have severed earlier constitutions of the curriculum-society
link. We need to go beyond describing and analyzing the related crises in the curriculum specifically
and social structure more generally.  In addition, we need conceptual and theoretical tools with which
to take up the challenge of constituting anew the curriculum-society link.  Among these, the concepts
of social traits and contours are basic.  Six key social traits and contours--poverty, “swiftness,”
globalization, democracy, development, and difference—can be identified.
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The full range of developments in literacy from a critical perspective deserves attention in
curriculum planning.  The emphasis may focus on constructions of literacy within contemporary
education policy proposals intended to guide literacy education within the school curriculum.  We
need also to be able to identify the main constructions of literacyand how they resonate with key
elements of scenarios concerned with information and communication processes, cultural changes,
knowledge production and formation, and globalization.  Particular attention must be paid to policy
formulations of literacy in relation to changes referred to by “globalization.” Within this field we need to
focus on technological literacies understood in terms of practices mediated by contemporary
information and communications technologies.

Acknowledgement: This submission is based upon my contribution to Alicia de Alba, Edgar Gonzalez-
Gaudiano, Colin Lankshear and Michael Peters, Curriculum in the Postmodern Condition, New York,
Peter Lang, 2000.
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SUMISSION FROM SIBYLLE ALEXANDER

Early Years Education

It is significant that the industrial revolution began in England causing an exodus from country to towns, pollution of
air and water, un-hygenic conditions for many people and, for the first time ever, made the distribution of white flour to
a majority possible, replacing wholemeal.
This change in the life of several generations had a direct effect on general health: rickets became the English
disease, dental decay followed and rheumatism and bronchitis became widespread.
The gap between rich and poor widened; fresh air, good food became a privilege for wealthy children; sport an
expensive luxury. Poverty in slums created a criminal class.
Strenuous efforts have been made to improve living conditions but habits don’t change easily, the diet of many
families is still lacking in wholemeal, fresh fruit and vegetables; the provision for sport is patchy.
General education meant sitting still for pupils aged four or five, at a time when their contemporaries on the
continent could run and play, gaining life experience.
The situation in Scotland is different, school started traditionally at age seven and most children had to help on
croft or farm; long walks to school fostered healthy bodies and a diet of oats and barley gave strength. No wonder
the best regiments came from Scotland!
Pressure to conform has taken away these benefits and today the curse of asthma, bronchitis and rheumatism
affects many Scots. More hours are lost at work because of this but so far the main cause has not been identified:
too early schooling! Boys take longer to develop and they are often bored at school, their breathing becomes
shallow and tests have shown that after six months at school deep-breathing often ceases a fatal development.
Girls are more willing to sit still and they are rewarded with rheumatism and arthritis later in life. No other nation
boasts 40,000 wheelchair users!
It is not only the health of pupils which suffers, the joy of learning cannot arise before the brain has the capacity
for abstract thinking, which comes after the change of teeth.
Teachers are forced to use methods which rely on imitation, i.e. copying letters without understanding, or learning
numbers by rote: two mind-destroying habits. The earlier a child can read the more its memory is weakened.
Added to this problem is the pressure on teachers of testing pupils, which creates fear, destroys natural creativity
and fantasy. It takes the spontaneity out of teaching and turns any professional enthusiasm sour.
In contrast the 800 Rudolf Steiner Schools achieve better results academically though starting later; a
for children from four to six teaches painting, drama, poetry, singing and clean habits. All pupils from six to sixteen
learn two foreign languages and handwork, woodwork, weaving, pottery, leather craft, metal bashing, bookbinding,
candle-making; Drama and Music play an important part in the social life of pupils and exchanges with foreign
classes help to develop strong self-esteem. The UK should establish a Right to Childhood before Brussels dictates it.   

Sibylle Alexander
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SUBMISSION FROM T and G SCOTLAND

Introduction

T&G Scotland welcomes the opportunity to contribute to the Scottish Parliament’s Education,
Culture & Sport Committee’s inquiry into the purposes of Scottish education.  Our union
supports the debate that is being encouraged by the Committee and the Scottish Executive
about the purposes of education, allowing people to discuss wide-ranging issues concerning
the future of education in our country.

Our union is of the firm belief that developing people’s skills and increasing access to
education and training is crucial to the future success of Scotland’s economy.  It is also our
view that through ensuring positive experiences of learning at an early age a desire for
lifelong learning and achievement can be developed. As a trade union that has a particular
commitment to the advancement of educational provision and the development of skills, we
trust that our comments will be considered in the development of a practical vision for the
future Scottish Education.

Coping with change

The T&G believes that society and the workplace and the skills that people need to function
within them, are changing and developing at a rapid pace, and we share the view expressed
in the discussion paper that education has to prepare people for this type of environment.

We believe that education should be seen as part of a broader strategy for helping people
develop to their fullest potential, and as previously stated this is very much down to the
provision of positive learning experiences.

T&G Scotland welcomes the wider efforts of the Scottish Executive and the UK Government
to address basic reading, writing and numeracy skills, introduce improved standards in
Scotland’s schools, respond to special educational needs, promote after-school clubs and
tackle student hardship.  However, it is our view that, in light of the rapid change within
society and the workplace, educational policies should be geared towards providing an
educational environment suitable to a person’s needs and wishes.  We would also support a
widening of the value of education to help children attain valuable life skills, such as,
communication, negotiation and co-operation.

Keeping Everyone involved with learning

Our union shares the view that many individuals feel alienated from society, including from
the democratic process itself.  We also recognise the fact that large minorities of young
people are alienated specifically from learning and education.  It is of major concern to our
union that children from poor families and deprived communities continue to face greater
obstacles to education and success.

It has been our own experience, through the provision of our union education programme,
that many of our members continue to face major barriers to learning because they were the
victims of an educational system that had written them of at an early age and made no
attempt to link their interests to educational development.

The T&G, therefore, believes that the correlation between poverty and disadvantage and
educational failure is an issue that should be urgently addressed.
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Developing Necessary Skills

T&G Scotland recognises the importance of establishing the highest standards of basic skills
in areas, such as, literacy, numeracy and ICT.  However, we also acknowledge the potential
benefits in the areas of developing skills necessary for the working environment.

Education should enable and prepare young people to face the challenges of life in a rapidly
changing society and to operate confidently and effectively in a changing world of work and
we feel that issues such as this should be taken into account when considering the nature of
necessary skills.

Conclusion

Our union welcomes the debate that is being encouraged around the purposes of education
in Scotland and the priorities for the future.  As previously stated the context of this debate is
in the sense that the world and society is changing rapidly and we recognise that the
globalisation of the economy and of culture can make certain ways of looking at the
curriculum seem out of date.  However, it is our firm belief that education should be part of a
broader strategy for helping people develop to their fullest potential and that learning should
be a lifelong experience.

T and G Scotland



SUBMISSION FROM HERIOT-WATT UNIVERSITY

As chair of Scottish Education and Training (SE+T) I am in receipt of your invitation to respond to
your inquiry.

SE+T was set up in December 1996 and has the objective to increase awareness of the Scottish
education sectors capability in overseas markets and in particular to recruit overseas students to
Scotland.  It is funded by British Council Scotland, the Scottish Higher Education Funding Council,
the Scottish Further Education Council, Scottish Trade International, the Scottish Council for
Independent Schools and Scottish English Language Teaching Consortium.  The greatest
proportion of students coming to Scotland are into Higher Education.

The themes of the discussion paper you have produced are predominantly about Schools rather
than tertiary and through life learning.  The interfaces between secondary and tertiary education are
very important and issues of curriculum alignment, access and new paradigms of learning are being
dealt with elsewhere.  I believe that recruitment of overseas school children is not a pressing issue
for SE+T or for our publicly funded schools, and as SE+T I do not believe we can contribute usefully
to your debate from our particular mission.

Nevertheless in setting a scene for what you describe as the "purpose" of Scottish Education I refer
to Sir John Meurig Thomas’s recent lecture to the Royal Society in which he notes in the context of
University education:

"Ever since the days of the ancient Greeks, academies and universities were founded on the notion
that it is desirable to set aside humanity’s baser instincts and to turn instead to the disinterested
pursuit of knowledge, enlightenment, understanding and truth - all kinds of truth, artistic, scientific,
moral and religious.  Through such pursuits one acquires not only deeper insights into the human
soul and mind, but also into the workings of the natural world, the mysteries of the universe and an
appreciation of how to tame and harness the forces of nature.  In the words of Francis Bacon:
knowledge is power.  In Ain Shams University, founded some 2700 years BC at Heliopolis, close to
the city of Cairo, the range of subjects studied included astronomy, civil engineering, architecture,
medicine and religion - and many of the subjects studied obviously had a strongly applied basis.
This professional-cum-vocational aspect of university curricula was also very prominent in the
earliest European Universities, established nearly four millennia later in Italy, France, Scotland and
England where medicine, theology and law as well as mathematics and philosophy and classics
were core subjects"……"what the country (now) urgently needs is not simply more students studying
a selection of soft-option courses, but more better quality students, equipped with the skills to
improve the economic base of the nation and contribute to the building of the good - or at least
better - society, yet adaptable enough to meet the demands of a fast changing, high technology
society……the nation benefits enormously from having a student population imbued with respect for
scholarship, for understanding, enlightenment and truth.  Economic growth should have the purpose
of promoting education."



So - nothing is new under the sun, and core values are long lasting.  As Principal of Heriot-Watt
University I could show you some of the exciting things we are doing on the interfaces between
Schools - HE/FE, particularly our SCHOLAR work which supports conventional teaching.  If you are
interested in this perhaps in the first instance you might like to contact Mrs Mairi Thornton our
Director of Corporate Communications on 451 3397.

Professor John Archer
Principal and Vice-Chancellor
Heriot-Watt University



SUBMISSION FROM ALASDAIR MACCALUIM

A chàirdean,

Is e seo mo fhreagairt dhan sgrìobhainn cho-chomhairle agaibh air na h-adhbharan airson foghlaim.

This is my response to your written consultation on the reasons for education.

Theme 2: Engaging with Ideas:
Saoranachd: tha e air leth cudromach gum bi teagasg mu chànainean na h-Alba, a’ gabhail a-staigh na
Gàidhlig, na phàirt chudromach de dh’ fhoghlam saoranachd ann an Alba gus tuigse agus tolerance
airson Gàidhlig agus cànainean eile a bhrosnachadh agus gus cur an aghaidh gràin cànain.

Citizenship: it is very important that teaching about the languages of Scotland, including Gaelic, should
play a major role in encouraging citizenship in Scotland so that understanding and tolerance for Gaelic
and other languages is encouraged and language prejudice is opposed.

Theme 4: Promoting a Sense of Identity:
"Does education have a responsibility for passing shared heritage on?"
Tha pàirt air leth cudromach aig siostam an fhoghlaim ri cluich ann a bhith ag ath bheothachadh na
Gàidhlig.

The Education system is very important in terms of reviving Gaelic.

Molaidhean:
Tha mi fada den bheachd gum bu chòir poileasaidh nàiseanta a bhith ann airson foghlam Gàidhlig,
foghlam tro mheadhan na Gàidhlig agus teagasg mu dheidhinn na Gàidhlig aig ìre na sgoil-àraich, na
bunsgoile agus na h-àrdsgoile. Bu chòir dhan Riaghaltas na molaidhean foghlaim anns an aithisg Inbhe
Thèarainte dhan Ghàidhlig (Comunn na Gàidhlig 1997) a chur an gnìomh mar phàirt den phoileasaidh
nàiseanta seo.
Mholainnse cuideachd gun dèan Pàrlamaid na h-Alba tionndaidhean Gàidhlig de phàipearan conaltraidh
mar seo san àm ri teachd.

I am strongly of the opinion that there should be a national policy for Gaelic education, for Gaelic Medium
Education and for teaching about Gaelic at nursery, primary and secondary school levels. The Scottish
Executive should implement the education proposals as detailed in the report ’Secure Status for Gaelic’
(Comann na Gaidhlig 1997) as part of a national policy.
I would also recommend that the Scottish Parliament publish Gaelic versions of consultation documents
such as this in future.

Le deagh dhùrachd, (Best wishes)
Alasdair MacCaluim
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SUBMISSION FROM SPTC

Coping with Change and Uncertainty
We deceive ourselves if we believe that change is either more dramatic or at a greater relative speed than
that faced by previous generations.  The new millennium has made us more sensitive to change, but has not
altered the amount of change. Coping with change is simply part of the human condition.    Mankind is very
adaptable.  Moreover, new generations born into new environments simply absorb that new environment as
normal vide the way children are born knowing how to programme a video whilst older generations had to
wait for video plus to be developed.

Within this context of change, education is a stable part of the environment.    Of some 85 European
institutions that have survived from the 16th century, fulfilling a recognisable and sustained function, 75 are
Universities.   The others are bodies such as the Papacy, the British Monarchy and the Bank of Sienna.
Education is at the cutting edge of change, indeed it is often the starting point, and so it is most adaptable.
In contrast manufacturing and industry have relatively short lives as new and better products constantly
come on stream.

We have regularly to update skills but knowledge is more durable and can be built upon. To paraphrase
Einstein, we see further because we stand on the shoulders of giants.   So, the theory of electromagnetism,
developed by James Clark Maxwell in the 19th century, is fundamental to the subsequent development of
modern ICT.

With the basis for ICT, cloning and space travel already established, it is hard to anticipate what discoveries
will revolutionise the 21st century in the way that the 20th century was revolutionised.   It has been suggested
that if the 20th century was dominated by physics, the 21st will be the age of life sciences.   However, one
likely change is already apparent - population decline.   In 1964 there were just over 104,000 live births in
Scotland.   In 2001 this was down to 51,000.   On current birth rates, this will fall to 40,000 within 25 years.
The first effect of this is an ageing population.   The next step will be population decline.

Key Question  How can the education system help children and young people to cope with high levels of
uncertainty and the rapid pace of change?

In many respects education has to offer youngsters the constants both in terms of knowledge and values.   It
then has to teach youngsters to assess these critically so that they can apply them appropriately.

The role of ICT offers an interesting exemplar.   ICT enables information to be transferred more quickly and
more completely than ever before.    It provides the user with more access to more resources.   It enables us
to handle vastly more data efficiently and accurately.   However, like all technological advances it has
limitations.    The technology has to work.   The information entered has to be accurate.   There is a
tendency to do unnecessary tasks simply because they can be done quickly and easily.    Such unnecessary
tasks are often made into requirements but do not significantly add anything.  However, because tasks are
effortless, produce reams of data, their value is not subjected to critical analysis.   It is not clear how much
the whole audit industry has contributed to efficiency or progress, although it has been a very good middle
class job creation scheme.   Moreover, dependence on data processing undermines people’s ability to make
decisions.   For example, in the past doctors were able to diagnose patients’ illness on the basis of their
professional judgement.   Now they are dependent on a battery of tests often to come to the same
conclusion.

Education has not been "transformed" by ICT in the way that banking and financial services have, because
the nature of the knowledge and skills that are transferred in education is different from the nature of the
data and information used in the key area of banking that has most benefited from the use of ICT.    In our
meetings for the national debate, parents have constantly stressed the importance of the pupil/teacher and
pupil to pupil links to the learning process.   They see ICT as providing back-up in terms of information
exchange, but not replacing the important pupil/teacher relationship.    Recent studies have shown that
when the best computer learning is compared to the best teacher-pupil learning, the computer learning is
less efficient.
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Key Question  How far should education encourage children and young people to be capable of engaging
with existing knowledge and developing innovative ideas as the basis for questioning authority and social
conventions.

It is the nature of childhood to question authority.   We use education to generate conformity.    It is not clear
that we really want too many people to question authority and social conventions.   We only want this to
happen when we can control the level of challenge.    For example the amazing spirit of enterprise and
inventiveness that is a feature of the whole drugs trade is not one which society wishes to encourage.
Recent studies have shown that truants have the greatest entrepreneurial spirit and yet we invest much
energy into ending truancy.

However, education has become more conformist as it has been required more and more to meet centrally
imposed targets.    The Executive measures schools by league tables so exam results have become critical
and education focuses on getting children through exams.   Initiative, innovation and challenge are
squeezed out of the system by the drive to raise standards because those standards are only interpreted in
one way.

The new theme is for diversity, but if we are to have real diversity, we have to remove the trappings of
conformity - league tables, measurable targets etc.    We have to return to a system of trusting professionals
to educate.   One of the themes emerging from our parents’ meetings is that parents want to see an end to
this focus on league tables and examination results.   All meetings have produced the same message -
parents want the school week expanded, with the extra time given to Art, Music, PE and Drama taught by
specialists.

Citizenship is a term used very loosely.   On the one hand there is the concept of a good member of society
who does his/her duty and picks up the litter.   On the other hand citizenship is about people engaging in the
democratic process.   However, those with power in the democratic process do not actually wish citizens to
engage and change the course of an action.    They merely want the appearance of engagement.
Politicians regard people voting as being good but people rebelling against policy as being bad.   On the
other hand, we have a representative democracy, which means that politicians have to make decisions on
behalf of people, based on their better understanding of the facts.    What is necessary for this form of
democracy to work is for politicians to explain their actions openly and honestly, not distorted through
ubiquitous spin.

In truth citizens have to be
• critics of the state
• able to stop its excesses
• able to exercise judgement between clearly different courses of action

When the state merely responds to popularity polls, and all parties fight for the middle ground, there is no
choice for the citizen to make and so engagement is pointless.

Key Question  Is what we are currently doing in schools an adequate proxy for what we think education
ought to do?

It is frequently said that a teacher of forty years ago could walk into a class and take up as though there had
been no change.   In fact, the education children receive today is very different from that offered forty years
ago.
• The curriculum has changed both in terms of subjects on offer and the content of subjects.
• The style of teaching has changed.   There is more student participation.
• There is more inclusion.   Youngsters are not put into different categories and taught separately.
• Children are less deferential and more challenging.
• Although as a society people are much healthier and live longer, children are less fit and more obese.
• The gender gap has been reversed.
• Female characteristics of diligence and care for details are now more valued than the traditional male

characteristics of strength and co-ordination.   If this is a problem, it is for society as a whole, not just for
education.
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Education has become a positional good.   The prevailing wisdom is that there is only one route to succeed -
through continuing or higher education.   We have a very middle class desk bound view of the world whilst
bemoaning the shortage of good plumbers, joiners or long distance lorry drivers.   We need to get the
balance right in society at large and not place so much emphasis on one type of activity.

Key Question  Is there something distinctive and special about the way that Scotland should respond to
change?

One product of improved communication links is the globalisation of culture.   Throughout the world people
can enjoy the same music, have the same idols.  Scottish youngsters participate in this global culture.
However, Scotland still has its own distinctive culture which is the product of its history and the population
movements that have characterised that history.    Scotland has been more successful than many countries
in exporting its culture and thereby contributing to the global culture.   This change is inevitable, but it its
highly likely that local differences will continue so that the global culture enjoyed in Thailand will be different
from the global culture enjoyed in Scotland.   Culture changes as it is passed from generation to generation,
with myth often replacing truth and being a more powerful influence.   Culture is dynamic.   Artificial culture
has little meaning.   It is not possible to preserve that which is not relevant to the next generation, therefore if
there are some aspects of Scottishness which seem particularly important, they will only continue if
youngsters are convinced of them.

Key Question  What skills are needed to make sense of large amounts of information and to bring them
together into a coherent response?

As learning to talk and count are early and essential human skills, so literacy and numeracy are central as
they form the basis for communication and the exchange of ideas.

Thinking skills and analytical skills are essential if we are to make sense of the information which is available
to us in the 21st century and if we are not to get swamped by minutiae.    However, the practical skills
needed are constantly changing.   The headline that "grey surfing is increasing" shows how able and willing
people are to adopt new skills when they see their relevance.

Key Question  Are schools the right places for all young people?

In our public meetings, parents made it clear that they thought that schools were very important because
they gave a social context to education.   However, there was a recognition that some youngsters at some
stages did not fit easily into the school environment.   ICT was seen as valuable in supporting home learning
if youngsters by reason of health - both physical and mental - could not attend school.

There was no support for streaming but there was support for more diversity, in particular recognition that
not all youngsters thrive with a conventional curriculum.   We have already mentioned the call for an
extended school week to incorporate more Art, Sport, Music and Drama.   The idea of modern
apprenticeships being offered in secondary school was also supported.   For some youngsters there is a
need to link education more directly with work opportunities in order to make it seem relevant.    The
converse of this was also stated strongly - that university was neither a desirable nor necessary route for all
youngsters or for all work.

In terms of the links between primary and secondary, there was no support for having all-through education
but there was an interesting discussion on whether the secondary system of subject lessons should be
introduced into P6 and P7 or whether the topic-focused teaching of primary should be used in S1 and S2.
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Finally, in terms of life-long learning, recognition should be given to all the informal learning that takes place
outwith the educational system.   This starts for children in the home where parents play a critical role.
People were keen that school did not intrude or take over this role.    This informal learning continues
through life as individuals learn from each other.    It is important to recognise that learning does not always
need to be certificated in order to happen.

Judith Gillespie
Development Manager
SPTC
June 2002



SUBMISSION FROM  STUDENTS ON THE CERTIFICATE IN COMMUNITY
WORK COURSE  2001-2002 UNIVERSITY OF GLASGOW

Theme 2: Engaging with ideas

Key Question – How far should education encourage children and young people to be capable
of engaging with existing knowledge and developing innovative ideas as the basis for
questioning authority and social conventions?

• Education should give young people a chance to explore different ideas and concepts
for themselves instead of their values being dictated to them by other people.  They
are the arbiters of the future and what they learn at school is crucial to their overall
development as human beings.

 
• Schools could be more democratic and allow pupils to become more involved in the

decision making process.  After all, they are the people who it will affect most.  If
pupils were more involved in setting the rules and boundaries they would have more
respect for them and be more willing to stick within them.  Guidance by adults would
still be required but if they were given all the information then pupils would be able to
make a more informed choice.  As well as a Parent Teachers Association, each
school should also incorporate a Pupil Teacher Association so that young people
have a voice in their learning environment.

 
• More information is also required by young people on what their rights actually are as

many go through the education system with no ideas of what their rights are, only
what their obligations are.

 
• If changes are introduced then there should not be change for change sake.  Each

process of change should be reviewed after its’ introduction and the benefits of such
should be analysed. Then the next stage of action should be discussed.  It would be
too radical to completely overhaul the system at the one time.

 
• Education should not just be about producing academic results and positions on

league tables.  Schooling is about preparing people to join society as a whole and
while academic subjects are important, so too are personal development
opportunities.  The combination of this kind of learning will better prepare young
people for life in the outside world.  Some pupils are not suited to only academic
subjects and school for them is a struggle but if they were able to learn and socialise
with other groups outside school environment then learning would not be seen as a
waste of time for them.  To this end, links with local groups such as youth clubs
should be strongly supported by the school.

 
• We would offer a cautious ‘yes’ that school should be an apprenticeship for

citizenship.  Young people should be able to find their own path in life with guidance
along the way and not dictated to by people what they interpret as to be the right way
to do things.

Theme 3: Keeping everyone involved with learning.

Key Question – Is what we are currently doing in schools an adequate proxy for what we think
education ought to do?

• Education system is now and has been inadequate in preparing children to take part in the
running of society and in the democratic process.

 
• Unless Children are skilled in what education system class as academics subjects then

they are de-valued and the skills and knowledge they have are not recognised and
developed.

 



• Confidence, social skills and self esteem should be nurtured and included in the
curriculum

 
• By challenging stereotypical views of women in general beginning with skirts and sports

responsibility lying with both sexes.
 
• Celebrating diversity and raised awareness of other cultures calendars.
 
• Incentives to complete further education courses, which are free at point of contact and

not a financial burden.
 
• Extra curricular activities to access opportunity of IT and resources

Theme 4: Promoting a Sense of Identity

Key Question – Is there something distinctive and special about the way that Scotland should
respond to change?

• Scotland in a rich and diverse society should examine the language used in education
and move away from ideas such as Britishness and multi-culturalism.

 
• The Scottish Executive should lead by example and not use Nationalism as the basis

for a political football.  The Scottish Executive should look at their own policies and
practices in relation to the treatment of Asylum Seekers.  The Scottish Executive
should present a truly inclusive framework to both the people of Scotland and our
Westminster representatives.

 
• More emphasis should be placed on equity of cultural diversity. This acceptance could

impact on teacher training methods and affect attitudes towards education.
 

• Education could be conduit to structural change, as teachers and students learn from
one another.

Theme 6: Fitting Structure to Purpose

Key Question - Are schools the right place for all young people?

It was our view that all young people should receive a form of
education but schooling as it is today needs some major changes.

• We believe the curriculum within schools needs to be re-appraised with more
emphasis placed on a Popular Education approach as opposed to more conventional
forms of teaching that have practically remained unchanged in decades.

• Community Development should be recognised as a profession within schools and
Community Development Workers employed to offer advice, support and guidance to
pupils on a wide range of social issues that affect people today yet are not properly
addressed at school. We believe that by including Community Development and
having a Popular Education approach to teaching, principles such as equality for all
and anti-discrimination practices will be promoted.

• We disagree with the way the ‘hierarchical’ system is within school with regards to
grading, i.e. those categorised and placed within a lower graded class in the first
couple of years at secondary school been then unable to sit exams at the higher level
within their time at school.  We believe EVERYONE should have the opportunity to
improve and sit exams of the higher level.

• Problems identified at the early stages of attending secondary school should be
addressed by looking at smoothing the transition from Primary School to Secondary
School.  At the moment it seems this transition is too much for some kids to cope



with, i.e. going from a laid-back environment where you’ve been used to the same
classmates for 7 years into a much more academic environment surrounded by lots of
new people.  It is our view; therefore, that there is not enough preparation work is
been made at Primary School to prepare kids for Secondary School.

• We believe that the establishment of Faith Schools can create a religious divide and
can promote racism and social divisions, which in turn can only fuel problems already
present within Scotland of this nature.

• To conclude we believe school should not only be about academic learning, but more
emphasis placed on social science to give children a chance to become better
equipped to deal with the many social problems affecting Scotland.

• Equality should be promoted at all times with any kind of divisions being discouraged.
Popular education and community development should be seen as a viable approach
to improve teaching and education within schools and to narrow the gap in the power
imbalance between pupil and teacher.  Community development certainly should be
recognised as a profession.

Certificate in Community Work Course students 2001-2002
University of Glasgow



SUBMISSION FROM CHILDLINE SCOTLAND

ChildLine Scotland provides a confidential telephone counselling service for any child with any problem,
helping around 22 000 children each year in Scotland. ChildLine Scotland also works in schools with
children and young people and with professionals in a range of settings.

ChildLine Scotland’s contribution to the education debate is based upon what children and young people
tell our volunteer counsellors. This paper therefore focuses on the issues that children themselves
identify rather than adhering to the questions posed in the feedback form. In addition to searching our
records for their experiences, the views of counselling supervisors and volunteer counsellors based on
their experiences of talking directly to children were sought by means of a questionnaire. Whilst children
and young people usually speak to our volunteer counsellors about the problems that they are
experiencing at home, school and in the community they frequently also refer to positive experiences of
school. Whilst there are some children and young people who call about other aspects of school life,
bullying continues to be the major source of concern for thousands of young callers.

Bullying.

"Yesterday they took my dinner money and then they beat me up in the playground. The teacher stopped
it and gave them detention, but I know it will start again tomorrow.”

"They used to be my best friends, now they won't talk to me. I don't know what I've done."

"The teacher tells me to keep away from them, my dad tells me to stick up or myself and not to be a
wimp. I can't really hit back, as there is too many of them. I'm not going to go back to school"

More children and young people call ChildLine Scotland about bullying than any other issue. For
approximately one in three of callers to ChildLine Scotland, bullying is their main reason for calling.

Around one in four of the young callers are boys. This is more likely to relate to the tendency for girls to
find it easier to seek help rather than the incidence of bullying among boys being lower.

Bullying behaviour encompasses many forms and children and young people say that it mainly happens
within and around the school. However, a significant number of children also talk of bullying happening in
the community. Name calling, verbal threats, extortion, racism, sexual intimidation are all different
methods which children and young people have described as being used. Name-calling and physical
violence however continue to be the main forms children and young people use to intimidate others.
Many children and young callers describe being isolated by groups of children who also spread rumours
and stories. There are also a small number of young callers who describe receiving threats by means of
text messaging. Text bullying means that the bullies are able to invade the home and privacy of the child
or young person - they have no escape.
"I want to go back to my old school. The older pupils taunt us outside and make fun of our uniform. The
school is so big that you don’t know who to talk too".

Children and young people tell us that bullying can last anything from one week, to several months and in
severe cases years. Children are particularly vulnerable to being bullied at periods of transition, for
example the time when they change schools.

The effects of bullying can be serious and long lasting. Many young callers report having difficulties
sleeping, recurrent nightmares, eating problems, and feeling isolated, fearful, anxious and scared. In
extreme cases, children consider running away and even taking their own lives. Bullying frequently
affects a child's self-esteem and can lead to difficulties socialising and fear of meeting new people. Some
children talk about staying off school through fear of being bullied and are consequently often anxious
about missing schoolwork.

Many children and young people are afraid to talk to parents and/ or teachers about the bullying, as they
believe that it would make the situation worse. When children do tell unfortunately still some report being
told to ignore it and avoid the bullies, to 'stand up for themselves' and that it 'is part of growing up'. Some



children report that teachers are ’too busy’ and ’not available. After telling bullying may stop only
temporarily or in some cases escalate further.

Recommendations.

Anti-bullying policies.
Whilst the majority of schools have such policies in place, many children and young people are not aware
of these and are reluctant to seek support.

• ChildLine Scotland therefore recommends that children and young people participate in the
design of the policies and their implementation. It is also important that parents/carers are aware
of these policies.

• Anti-bullying policies should be specific detailing who should be contacted if bullying occurs and
the different options that could occur if children do tell what is happening to them.

• Ensure that children and young people are aware of their rights and the responsibilities of
schools to provide a secure and safe school environment.

• Facilitate regular workshops for pupils in respect to bullying and its effects.
• Ensure that there are appropriately trained staff available to support children and young people

who report bullying. ChildLine Scotland works in partnership with schools to train staff and young
people in peer support and anti-bullying strategies.

• Ensure that all education staff receive training on anti-bullying measures and the effects that
bullying has on children and young people.

• Ensure those first year pupils and children new to the school are made aware of anti-bullying
measures and are provided with appropriate support.

Exams.

"I’ve got my history exam tomorrow. Everybody thinks that I will do well at my exams and they keep
saying that it should be easy for me. But I can’t concentrate anymore, it’s like I’ve forgotten everything."

ChildLine Scotland continues to hear from a significant number of children and young people worried and
anxious about exams. Many young callers feel that they are under enormous pressure to succeed both
from teachers and parents/ carers. The effects of such pressure can lead to young people having further
difficulties sleeping and concentrating which can lead to further stress.

It should be noted that both Standard Grades and Higher exams occur at a time when young people are
often struggling to find their own identify. This can cause tension between young people and adults in
authority, whether it be parents and/or teachers. It is important that teachers are trained in child
development so they can have a clear understanding of the difficulties that young people face at the
different stages of their lives.

School Lessons.

Many of our volunteer counsellors reported that whilst children do not generally contact ChildLine
Scotland to talk about particular school classes, a significant number do talk about their enjoyment of
certain classes when asked what they like about school. It would appear that children’s enjoyment of
subjects is closely linked to how they perceive the teacher. Many children and young people talk highly of
certain teachers, identifying qualities such as:

"He actually listens to what we say".
"You can see that she actually likes teaching us, you can talk to her about anything"

Whilst children often identify a number of teachers they like and respect, counsellors report that when a
child is encouraged by them to talk to that particular teacher they state that they can only speak to their



guidance teacher about ‘problems’. It would appear that there needs to be a greater degree of flexibility
in respect to who and indeed when children can approach teachers.

A number of children and young people also speak of their enjoyment of extra- curricular activities and/or
school trips. Again, this is often related to their liking of a particular teacher.

A small number of children and young people speak about their dislike of school:

"I’ve been excluded for weeks and I’m not going to go back. There’s nothing for me to do there. I’m no
good at writing things down. I don’t know what I want to do yet, they don’t really talk about the different
things that I could do.”

Whilst it is recognised that there are certain skills that are conducive to a young person’s development,
some young people appear not benefit from school. Their experience of school can often prevent them
from considering attending college. These young people should be positively encouraged to develop their
skills in alternative classes/ workshops and the value of such skills should be recognised.

ChildLine has produced a number of publications giving detailed information about what concerns
children and recommendations for positive change. Often the issue of skills training is raised, for example
experientially training in parenting skills, relationship skills, drug and alcohol information, sexual health
etc. It is clear from what children and young people say, that in schools that have an ethos of
involvement and participation, there is a much higher expectation that issues will be resolved and a
higher level of general satisfaction and motivation. This may also encourage them to seek support for
difficulties they are experiencing in the present as well as preparing them better for life after school.

Conclusion.

Children and young people do not contact ChildLine Scotland about issues such as their school uniform,
the length of the school day or holidays, school facilities. That is not to say that children do not hold views
and opinions in respect to these issues, only that they do not generally view them as of particular
concern to them as individuals.

Whilst children and young people generally contact ChildLine Scotland about difficulties they may be
experiencing, they do identify areas of school that they enjoy. Children invariably identify particular
classes, teachers, and the time that school allows them to spend with friends. For some children and
young people school is a place where they feel safe and secure due to difficulties at home.

Bullying continues to be a major source of concern for thousands of children and young people. The
adverse effects that bullying can have on children’s self-esteem and their experience of education should
not be underestimated. Anti-bullying policies need to be clear and concise and children and young
people should be central to their design, implementation and evaluation. Teachers need to be available
and sympathetic to the experiences of the children who have been bullied. The New Community Schools
initiative can be seen to be a positive development in ensuring that support is available.

The involvement of children and young people in education planning nationally, locally and within
individual schools is the key to providing a positive education experience for children. Like adults,
children are more likely to be motivated if they identify with the aims of education. In order to achieve this
we, as adults, should not only actively seek the views and opinions of children, but also enable them to
play an active part of the decision-making process.

Anne Houston
Director
ChildLine Scotland


