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ABSTRACT

In the Preface, the focus is on the word 'standards' itself: the ineradicable human
element in marking and the degree to which all marks and grades, particularly in the
subject of English, are dependent upon a subjective evaluation of the quality of response
~ an essential component in the establishment and maintenance of standards. The
various implications of the word 'standards' and the ease with with resultant ambiguities
can lead the unwary commentator into wholly misleading statements are considered, and

a definition is offered to serve as a touchstone for the thesis as a whole,

The main body of the thesis is divided into two sections and a conclusion.
Section One (containing Chapters 1~3) is largely based upon published writings about
education: books, reports and papers issued by Government-appointed Committees and

Councils, and officially ratified educational statistics; illustrated where appropriate by
my own experience and research into the unpublished archives of Examination Boards.
Section Two (containing Chapters 4~6) deals specifically with the development of

CCE 'O’ and 'A’ level examinations in English, and is very largely dependent upon my

interpretation of evidence derived from examination papers, marking schemes,

examiners' reports and candidates' scripts.

Chapter One, Part | examines the part played by the teacher in the classroom, touching
on the disparity between the general regard for education in the abstract and for
teachers as individuals, and the way in which teachers of English have a tendency to
stand out in educational reminiscences not generally favourable to the professioﬁ. The
nature of English as a subject is examined, together with the problems of defining the
purpose of education and the responsibilities of the state in providing it. Some attention
is given to the shortcomings both of the Victorian equivalent of the National Curriculum
and of the training of teachers, and to early emphases on rote-learning and moral
values. The importance of the Newbolt Committee in its attempt toJ s‘_ysﬁt?.matisem* and
to gain recognition for the force and scope of English as a classroom subject is given

some emphasis, which leads to the campaign to elevate the status of English at
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university level, the influence of Leavis, and the changing nature of the common stock

of literary references and of the values of society, culminating in the social and
intellectual impact of two world wars and the reforming zeal of the Norwood
Committee.

Chapter One Part Il begins with an examination, and to some extent a re-
interpretation, of the optimism of the Norwood Report and the more pragmatic
provisions of the 1944 Act. Attention is_paid to educational theorists of the 1950s (e g
Blamires and Highet) who advanced the principles of pupil understanding and
participation, the opportunity for enrichment rather than cramming, and an awareness
of pupils as individuals with varied needs and aspirations; and of the 1960s (e g
Holbrook) with their emphasis on teaching as a creative process - a training for life
rather than for earning a living. The impact of the Newsom Report is examined,
acknowledging the advances of nearly twenty years after the 1944 Act, and endorsing
the imprt:;vements in social competence and personal development, but still demanding
more attention to basic literacy and noting the growing and worrying shortage of skilled
English teachers. Attention is paid to the work of Inglis at the end of the 1960s on
teacher reaction to the demands made upon them and the contrast between these and
their own instincts with regard to the importance of oral lessons, discussion and pupil
involvement. The problems created by the 11+ examination are considered, together
~ with the growth of demand for the CSE examination and the increasing sense of a
division between teaching for examinations and good teaching. Attention is then
focussed on the growth of the comprehensive system and with it the inevitability of an
eventual merger of the CSE and G'CE examinations, the delay in which resulted in
GCCE rather than CSE style dominance and the decline of recent promising innovations
such as teacher control, coursework, and the oral component. The development of
problems of factionalism within the ranks of English teachers leading to questions on the
validity of literature teaching are touched upon (the Dartmouth seminar) as are growing
difficulties of financing education and its effect on teacher morale, and the impact of

the Bullock Report (language across the curriculum and the emphasis on the need for a

common spirit of exploration). The failure of the government to implement key
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recommendations from the Bullock Committee is referred to, and the chapter ends with
the Kingman Report and the inFroduction of the National Curriculum. The conclusion of
this study of the way in which a variety of writers saw the task of English teachers
over the period in question is that there is no evidence of a decline in standards; though
there is an unquestionable failure to raise them to the level envisaged in 1944,

Chapter Two examines the long standing argument about the validity of examinations,
and the view that, particularly in English, they are unreliable as evidence of the
benefits which pupils have derived from their teaching, and that they actually distort the
very qualities which they set out to examine. Attention is paid to the recommendations

to the Newbolt Committee that Literature should not be an examined subject, and the

endorsement of this view in the Norwood Report; and also to the suggestion of A N
Whitehead that all schools should conduct their own assessments, again endorsed by
Norwood to the extent that it recommended a transfer of examination boards from
University to teacher control. The early impact of the introduction of the subject-based
CCE examination on schools and employers is considered together with the evidence
that teachers were not competent, and in any case did not wish, to take on the burden
of devising an examination system; and weighed against the view that a nationally
recognised qualification was essential - and attention is paid to the growing view of
educational writers that the way to reform was to improve the quality of examinations
rather than to dispense with them. This improvement was seen essentially as ensuring
that examinations changed to reflect developments in teaching methodology and
approach, so that candidates in language papers could expect to have the imagination
and liveliness of their writing recogni;ed as well as the accuracy of their grammar and
spelling; and candidates in literature could expect to be questioned on their feelings and
reactions as well as their knowledge of background facts and their ability to understand
linguistic difficulties. The initial resistance of the examination boards to change, and
their insistance that their papers already represented what teachers wanted is also
examined; and as an aspect of this topic the history of the sixth form Use of English
paper is examined in some detail, since'confidential and hitherto unpublished material

on this subject was discovered in the course of research for this thesis.
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This topic is also material to the growing insistence on reducing the university influence
on GCE and making examination papers more accessible to those who were not going
on to an academic life. Recommendations to this end (notably by Michael Paffard)

included the introduction of unseen criticism as a test of reader perceptiveness, the
addition of a coursework component to the examination, a less hidebound selection of
set texts, and a test of the candidate's general reading; together with a growing
insistence that the key to appropriate English teaching is that teacher and taught should
share an enjoyment in the proceedings. Attention is paid to the progress made along
these lines together with some thoughts about the conflict between the deep personal
emotions which literature can evoke when taught in this way, and the clinical approach
of examination preparation; and the fact that, even at a time when examinations are
becoming more enlightened, examiners' reports and Board publications describing
syllabuses are often couched in traditional jargon. Nevertheless evidence is available
that the r-naiority, at least of 'A’ level students of English, claim to derive personal

benefit from the course and this is yet further evidence to reinforce the general findings
of the chapter that the relationship between teaching and examining cannot furnish

evidence of declining standards.

Chapter Three is largely concerned with Examination Board and independent studies
studies in comparability, with the recently published SCAA/OFSTED Standards in
Public Examinations 1975 to 1995, commonly referred to as “Standards over time",
and the accompanying books of statistical analysis, and with Statistics of Education, for
many years issued annually by HMSO. Beginning from a 1996 newspaper article which
suggests that standards in public examinations ‘are being lowered by boards in
competition for schools to register with them in the hope of improving their league table
position, the chapter looks at available research into_the relative standards of the
various boards, notably by Forrest and Shoesmith but also by Nuttall, Backhouse and
Willmot; and in the SCAA/OFSTED survey. Attention is also paid to recent publications
from the Research and Evaluation Division of the University of Cambridge
Examinations Syndicate, and to the two reports on "Quality and Standards at GCE

Advanced Level® isued by OFSTED in 1993 and 1996. It is noted that no significant or
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consistent discrepancies between Boards which cannot be accounted for by differences
in clientele have been discovered, nor, with the probable exception of Mathematics at

'‘A' level, has any decline in standards over time been established. The contribution

made by this chapter to the thesis as a whole is therefore to authorise my reliance
almost exclusively upon the evidence of two boards in Section Two, and to provide the
supporting evidence of government sponsored statistics for my contention that there is no
evidence for a decline in standards over the period from 1944 to 1988, and that such

evidence as there is points in the opposite direction.

In Section Two, Chapter 4 deals with developments in the examination of 'O level
English Language. After a preliminary caution on the necessity of distinguishing between
‘good' English in the sense of technically correct usage, and ‘good’ English in the sense
of lively, fluent and persuasive writing - and the impossibility of teaching either by
'drill’ met‘hods ~ the chapter looks first at a School Certificate paper from 1930 which
the author set as a mock examination to an 'O’ level class fifty years later, then moves
on to the last Oxford School Certificate paper of 1950 and the first ‘O" level paper of
the following year as evidence that the difference between them is virtually
imperceptible. The slow process of change in rubric and in style of question is then
observed through paper after paper; and also by reference to the proceedings of the
Standing Joint Committee which monitored the responses of client schools to the papers
as they appeared, and recorded the reaction of the Delegacy to the criticisms made.
Attention is also given to the sequence of Examiners' Reports issuing from both Oxford
and Cambridge which comment illuminatingly on the more frequently experienced
shortcomings of candidates, and, in the case of Cambridge, also provide illustrative
excerpts from scripts. Evidence is adduced that some teachers regarded the teaching of
English language as formulaic preparation for predictable tests rather than as having any
relevance to training pupils in the effective use of their own language, and that many
candidates failed to see the examination papers as having anything whatever to do with
the everyday need for communication,Increasingly adverse reaction to traditional papers

is recorded in the SSEC Report of 1964 and the NATE Survey of 1966, and the



reasons for this are examined; together with the reaction of the Examination Boards,
the modifications to the papers which followed, and the implicit evidence of an
improved relationship between the Board and the Centres which entered candidates.
Attention is also paid to statistics specifically related to performance in this
examination; to the evidence in later examiners' Reports of positive improvements in
teaching, or, at least, in the preparﬁation of candidates for the revised style of
examination; and to the fact that Reports in the 1980s emphasise that examiners have
found no evidence of any deterioration in standards. The evidence from thirty-seven
years of this examination is that in terms of fluency and competence in handling the
language, English examiners maintained their standards of expectancy; that English
teaching got progressively better, even if patchily and inconsistently; and that over the
period there was a more than fourfold increase in the annual number of successful
candidates.

Chapter Five follows a very similar pattern in studying the development of the 'O
level examination in English Literature. it begins with the contention that, if there has
been a decline in the standards expected of candidates for a pass in English Literature
despite the threefold increase in the number of candidates obtaining qualifications in the

subject, then it must surely follow that one at least of the following propositions is true:
that the examinations have become shorter or require less breadth of reading; that the
texts set for study have become less demanding; that the questions asked upon those

books are less searching}; or that the examiners are awarding pass-marks to answers of
a lower calibre than was p}eviously the case: and goes on to demonstrate that a study
of the examination papers themselves discounts the first three possibilities, and that the
examiners' reports and the illustrations provided by exemplar scripts equally effectively
discount the last. The survey begins, as with language, with the last School Certificate
Examination and then follows the structure of the 'O’ level replacement in considerable
detail, reinforced, as before, with evidence from Examiners' Reports. As with the
Language examination, the impact of the NATE Survey of 1968 was substantial, and
the practical effects of this in terms of modifications to the papers are studied in some

detail. These include the long running debate between the Oxford Board and its
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clients about the move to make an extended critical reaction to a lengthy extract from a
set text an alternative to an essay about it; and the implications which this carries for
the degree to which it is the quality of the teaching which is being examined rather
than, or, at least, as well as, the ability of the candidate. Some attention is also given
to marking schemes and their effect upon the examiners' reaction to the weaker
candidates, which is not always proportionate to their number or to the nature of their
shortcomings. The conclusion from this chapter is, yet again, that there is no evidence
of any decline in standards in the examination or in the overall performance of
candidates - though it may be not implausible to argue that some decline in the
standards of literature teaching has become perceptible.

Chapter Six completes Section Two with another similar survey of the ‘A’ level English
Literature examination from 1951 onwards. Again from the starting point of the 1950
paper, the last appearance of the Higher Certificate, there follows a detailed analysis
of the variations to rubric, choice of text and nature of question which occurred in the
history of 'A' level papers: and which establish quite unmistakably that there was no
decline in standards under those headings. There follows a detailed investigation into the
actual questions set on certain specific texts as these recurred over the period which
demonstrates equally clearly that there was no watering down of requirement in this
field either. Indeed, though no specific pattern can be established, it is suggested that
there is a tendency for the demands made upon the candidate's capacity for personal
response to increase. The chapter then moves on to consider marking schemes and
Examiners' Reports as evidence of the attitudes of the writers and the nature of the
standards they deem themselves to be setting and maintaining. This section also provides
some insight into disputes, between examiners and the Boards which employed them, as
to the proper approach to the setting and marking of questions, taken from the evidence
of correspondence which survives in the archives. It wa; unrest of this kind.rather than
from the schools or organisations such as NATE which, for instance, seems to have
been responsible for finally removing from the ‘context question’ section of the
examination the requirement to paraphrase passages of Shakespeare and Milton;

whereas the introduction of papers dealing with 'unseen' critical appreciation may very
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probably be ascribed to external sources. The level of standards achieved over the
period as evidenced by excerpts from actual scripts is also considered. In this chapter

attention Is also given to the critical writings of educationists, notably in the Schools

Council publication Responses to Literature -~ What is being Assessed? which was
influential In ensuring that the contribution that coursework could make towards
establishing a higher level of genuine response and providing a useful outlet for the
creative impulse was properly evaluated. Reference is made to the move which
followed, towards ever larger proportions of coursework in ‘A’ level syllabuses, and
which would have represented a major and significant break with the traditions of the
past had it been allowed to continue: the decision to impose a totally arbitrary
restriction on the amount permitted being not merely an instance of putting the clock
back but also a clear illustration of the new practice of direct political interference in
the educational process. Yet again the survey'reaches the conclusion that there is no
evidence 6f a decline in standards and some circumstantial evidence of an improvement.

Since, however, the 'A' level examination continued in unbroken sequence through the
1988 Act and up to the present, the opportunity is taken to continue the study into the

1990s. Two pieces of research from the Cambridge Syndicate's Research and
Evaluation Division are touched upon, more because they illustrate the care and concern
of a particular Board over the minutiae of comparabilities, and reinforce the degree of
reliance which we are entitled to place in published results, than because they tell us
anything more about standards; and the chapter ends with some extracts from
examination scripts from recent years \'A}h'ich, when contrasted with earlier material of

the same kind, reinforces the suggestion that today's candidates cannot obtain ‘A’ level
passes on a lower level of output than obtained at any earlier period.

Each of the three chapters in Section Two is provided with an Appendix giving details
of the number of candidates and the number of passes from both Oxford and

Cambridge Boards in the relevant examination in illustration of the observations of the

various Examiners' Reports quoted in the chapter.



X

The Conclusion is an attempt to provide an answer to the obvious question as to why, if
evidence of a widely=-alleged decline in standards is as difficult to establish as the
previous six chapters suggest, the charge is so widely accepted as proved. To do this it

Is necessary to see the matter of standards from a broader perspective than a factual
focus on examination papers, candidates' scripts, examiners' reports, comparability
studies and educational statistics. From the inception of the concept of a state
education system there has inevitably t:teen a political dimension to any discussion of
standards, and political dimensions equally inevitably tend toward expediency and
subjective reaction rather than objective assessment of perceived shortcomings. This is
certainly true of the last two decades during which the political dimension has become
more overt than ever before, and the gulf between political interpretation of educational
achievements and that of the professionals involved has never been wider. It is the
contention of the Conclusion that a key to this disparity lies in the history of the
development of the National Curriculum, the nature of the political interventions
therein, and the indications that these are based upon a consistent philosophy - which
elevates knowledge above understanding, ‘pencil-and-paper’ testing above carefully
weighted assessments, results above performance, and which supposes that the

reintroduction of selective schools would be an automatic panacea.

The Conclusion therefore looks forward beyond the stated 1988 terminal point of the
study to examine the developments of the 1990s, and backward beyond the stated
starting point of the 1944 Act to examine the reality of grammar school achievement. It
is the final contention of this thesis that it is the fallacy and self-deception of the
nostalgia for the grammar school tradition which underlies and accounts for the falsity

of the claims about declining standards.



PREFACE

"A grade Is an inadequate report of an Inaccurate judgement by a biassed and variable
judge of the extent to which a student has attained an undefined level of mastery of
an unknown proportion of an indefinite material."

Theodore Dressel
This thesis was written less a§ the proof of a predetermined hypothesis than as the
record of an investigation into a matter which had come increasingly to concern me.
If, therefore, parts of it read as though the writer were sifting evidence in search of a
solution rather than compiling a dossier to support a case, this is almost certainly an
accurate reflection of my thought processes in the earlier stages of my research.
| began with doubts as to the validity of the frequent allegations that standards in
education had declined.and were continuing to do so, and considerable uncertainty as to
the grounds upon which they were so confidently advanced. Thirty-five years as a
teacher of English, the last fifteen as a headmaster, had left me with the contrary
impression; and some years experience of the business of 'A' level examining, latterly
as Chairman of Examiners in English for a major examination board, had encouraged
me to believe that standards were, in fact, being rigorously maintained. Nevertheless,
years of experience of dealing with pupils who did not seem in any meaningful sense
to be worse educated than those of their parents whom | met or who wrote to me,
together with experience of the detailed proceedings of a single examination board,
hardly constituted the kind of evidence necessary to refute the allegations of decline
that press and politicians seemed to take for granted.
| therefore resolved to make a positive search for such evidence, and it soon became
apparent to me that it existed in some abundance. Thereafter, references to declining
standards, particularly with regard t'o the teaching of English, ceased to arouse in me
doubts as to their validity - rather, a conviction as to their misrepresentation of the
actual circumstances of education over the last half-century: and this thesis is an
account of the journey from those doubts to that conviction.
‘Since, as | have said, my researches satisfied me that the evidence adduced pointed

firmly to an improvement rather than a decline in standards, what began as an open-

ended contribution to 'the standards debate' became a statement of conviction that no

such decline could be substantiated. But while this might legitimately be seen as an
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appropriate conclusion in itself, it still left the vexed question as to why those
allegations which | found objectively unwarrantable should have been levelled with such
vehemence in the first place - and the conclusion to this thesis therefore seeks to

provide a convincing explanation for this gulf between the actual achievements of the
education service and the political and public perceptions of them. To do this it has
been necessary to move nearer to the present day than my stated terminal point of the
Education Reform Act of 1988, just as it was necessary to move considerably further
back in time in order to place my official starting point of the 1944 Act in an
appropriate context. For more than a century the provisions of the state education
system have been a matter of political significance, and the on-going debate about
standards cannot be understood simply through the o‘biective analysis which, inter alia, |
have sought to provide on the quality of examination papers, candidates' responses,
examiners' reports and pass-rates. The 1944 and 1988 Acts represent two major
upheavals. in the area of political concern, but they are both part of a continuous
process of the politicization of education -~ and events over the ten years since the
1988 Act make it easier to see the pattern within which political influence over both
curriculum and assessment have become more overt than they have ever been. Yet the
business of teaching and examining goes on much as it has done for decades - and to
establish a valid assessment of the standards achieved requires a careful balance
between the perspectives of professional educationalists and politicians.

This investigation must therefore begin with an attempt to establish for the much used
and abused word ‘standards’ an effective definition which can be kept as a touchstone
throughout the argument; and then go on to give detailed scrutiny to what such standards
actually meant in practice throughout the specified period, considered from the varying
standpoints of the classroom teacher, the public examiner, the compiler of official
statistics, and the by no means infrequent official committee of inquiry.

| propose, therefore, to take as my starting point an area in which | have some
personal experience in the setting and maintaining of such standards: an area which has
enormous influence upon the destinations and future careers of eighteen year-old school

leavers, but which lies, nevertheless, at the discretion of subjective human judgement.
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Sometime toward the end of July each year, in the headquarters of each of the
Examining Boards, there takes place for each separate A level subject offered by that
board, a meeting of a group or committee charged with a significant responsibility.

The names of these committees may vary: one calls itself the Grading Committee;
another is known officially and rather grandly as 'The Award'; yet another, with dated
topicality, refers to itself as The Boundaries Commission. The functions of these
committees are, however, identical. They exist to determine where lines shall be drawn
between one grade and the next in the results to be announced to anxious candidates in
the middle of August: whether a mark of 69% on a particular paper merits a Grade A,
or whether, among this year's scripts it is merely the best of the Bs. Tﬁe procedure is
patient and meticulous ~ and having chaired such a committee for the last five years, |
can say without hesitation that the experience has removed any last doubt that | used to
have as an A-Level teacher about the probity and reliability of the system. Yet for the
vast majority of students and teachers it remains a procedure impenetrable in its mystery;
arid, inhuman, unaccountable and probably arbitrary.

it is, 1 believe, worth examining the ﬁature of this procedure in some detail, since it has
a direct bearing not only on my decision to embark upon this particular research project,
but also upon the particular approach and emphasis which | have decided to adopt

towards it.

Before the committee can begin its work, every script will have been carefully marked

~ in many cases twice. The senior examiner responsible for setting the paper and for

issuing advisory notes on marking techniques to each of the examiners, will have
collected in samples of marked scripts from all of them, and satisfied himself of the
internal consistency of each individual concerned. Where this is established, it is
necessary next to look at group consistency, so that a generous examiner can be noted,
and 1 or perhaps 2 marks be deducted accordingly from each of the scripts he or she has

assessed; while a similar addition can be made to each script which has been through the

hands of an examiner established to be severe in his or her assessments. Where internal -

consistency is seen to be lacking, each script marked by the examiner concerned will
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be re-marked, either by the chief examiner or by another examiner of established
reliability. Finally, when compatibility has been established, each script will be subject to

an arithmetical check, to ensure that the total for the paper written boldly on the front

actually does correspond to the sum of the sub-totals from each of the component
questions, and that any modification necessitated byithe assessment of the examiner has
been properly incorporated into the final total.

Once this point is reached the corrected result; are fea into a computer, which produces
printo(xts to show the distribution of marks among all the candidates for each separate
paper. The stage is now set for the committee to begin its activities.

The vast majority of its members will be experienced examiners,and the remainder will
be accustomed to teaching English at sixth form or university level. They will be assisted
by the Subject Officer of the Boarﬂ concerned, who is there to ensure that the
regulations laid down by the Board are scrupulously adhered to, and by a temporary
employee‘of the Board who has been trained in the art of finding, distributing, collecting

and re-filing specimen scripts. The procedures of the committee are also liable to
scrutiny, and at some time during the period of deliberation it is highly probable that they

will be joined by an official observer - originally from Her Majesty’s Inspectorate of
Schools, later from OFSTED, and most recently from SCAA - who will produce a

report on the validity of the activities observed.

In general te;ms, the task of the committee is to determine the A/B, B/C and E/N
boundaries for every separate paper or component within the range of available options
for the subject involved. When this has been done the Chairman will fill in the results on
a form provided for ihat pu;pose and sign it; at which point the resultant marks will
again be fed into the computer so that the remaining grade boundaries can be
arithmetically established and so that any anomalies can be detected. It is, for ehxam‘ple,
clearly not acceptable that candidates prepared for one particular group of papers within
an option system should have a lower hurdle to surmount than those prepared for another.
It is also not acceptable, though not so immediately obvious, for the grades recommended
for one year to differ significantly in distribution from those awarded in the previous

year; or for one Board to seem to grade more leniently or generously than another. If the
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computer alerts the Secretary of the Board to the possibility that any of these results
might occur if the committee's recommendations as to grade boundaries are accepted,
explanations will be requested; and if necessary the Chairman will be asked to
reconsider. Not until the Secretary, too, has signed the form, is the work of the
committee complete, and its members free to return to their more normal avocations.

There remains to be described the technique by which the committee arrives at the
three grade boundaries which it set out to establish. The process begins with the senior
examiner responsible for setting and su;;ervising the marking of the paper concerned
giving a brief report on the scripts submitted, with a particular emphasis on any
general or frequent strengths and weaknesses in the answers, and on the distribution of
answers between available options. If, for example, almost all the candidates answered
question 4a rather than 4b, it is a clear defect in the paper, the rubric for which
promised a choice: if, on the other hand, almost no candidates have answered on one
particular set book from the range available, the fault may lie not in the examiner but
in the author, the teachers or even the English stock cupboards of the schools in
question. At all events, the committee should be aware of any such anomalies before
embarking on the detailed scrutiny which is to follow. Finally, the senior examiner will
suggest the marks at which he feels that the key grade boundaries should be drawn.

Let us suppose, for the purposes of illustration, that the paper in front of the committee
requires candidates to answer four questions, two of which are marked out of 20 and
two out of 30. The senior examiner has informed the committee that in his opinion, the
A/B boundary should be drawn at 71, that is to say that 71 should be the‘ lowest mark
at which the paper is deemed to be worth an A, and 70 the highest mark of the range
to be awarded grade B. The chairman will then ask for a distribution of scripts marked
at 73, two marks above the suggested boundary, and each member of the committee

will be provided with such a script, the Subject Officer ensuring that no scripts which

have been re-marked or adjusted to compensate for severe or lenient initial marking
are used if it is possible to avoid them. Sometimes, with less popular options, there are
so few scripts at particular marks that it is impossible to avoid "dodgy® examples.

Sometimes, indeed, there may be so few at a particular mark that it is impossible to
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find one each for every member of the committee, in which case the chairman will
establish a roster of engagement, and those excused will busy themselves in making a

round of coffees or in some personally useful task. Assuming that our hypothetical case
creates no difficulties of this sort, and that all members of an eight-to~ten strong

committee can be provided with 73s, the next stage will be carried out in almost total
silence, broken only occasionally by a snort of laughter or a grunt of appreciation as a
member of the committee encounters a howler or a particularly felicitous comment.
Even more occasionally, the rest of the group will be invited to share a particular gem
— "In this poem Hardy's usual self-pity descends to the level of being jealous of a
thrush® - "In the opening lines of Anthem for Doomed Youth Owen uses asterisk:
marginal note,’l have forgotten the word but | mean the noisy one'" -~ "Ever considered
the evidence for Shakespeare as a Mason? This candidate says 'Hamlet enters Ophelia's
closet with his shirt undone and one trouser-leg rolled up'"~ which proves that
examiners are human. It also proves that they are actually reading the scripts in front of
them witl; real attention, not merely skimming the surface in search of a general
impression. Such observations are, however, few and far between: the prevailing sound
level is very low. Eventually, after ten minutes or so, scripts will begin to be laid
down. The Chairman glances round to see who is still reading intently, and waits until
he is satisfied that no-one needs more time. Then he begins on the task of collecting
and collating verdicts. At two marks above the conjectural boundary, all the scripts
round the table should be safe As, and most will be reported as such. Perhaps two of

the readers will have reservations: “This is an uneven performance - I'd be happier

calling it an A/B" or perhaps "I don't think this is really an A candidate; there is one
extraordinarily competent answer which deserves the 19 it's been given but the rest is
solid B*. The Chairman summarises: "Seven As, 1 A/B and 1 fluk'e. ! think we can
call 73 a‘safe A. Anyone disagree?” Almost certainly, nobody will on such a response,
but if there is not unanimity on the matter the Chairman might ask for more 73s in
order to establish that the mark has sixteen safe As out of a possible eighteen and that
the two discrepant scripts really were exceptions. Alternatively, he might call for

74s,and accept that the mark of 73 must be regarded as within the borderline band.
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At all events his task is to establish the lowest mark which is agreed as producing
scripts of unquestionably A quality. Assuming agreement on 73 as safe in the hypo-
thetical case under examination, he would thgn call for scripts marked at 72 and so on
until the scripts under review are clearly marginal.  Next he will call for 69s, two
below the conjectural boundary, and the whole process would be repeated, this time in
search of the highest mark which is unquestionably of B quality. Perhaps on this
occasion three of the committee will report their scripts as A/B or B/A, and the
Chairman will call for 68s, but eventually everyone will agree that a given mark can
be called a safe B. All that remains is to calculate the gap between safe A and safe
B. If the answer is an even number the boundary is drawn in the middle; if an odd
number the boundary is drawn to favour the upper grade concerned, in this case A. So

that, if the lowest safe A were 73 and the highest safe B 69, there would be three
intervening marks and the bouﬁdary would be established at 71. If the highest safe B
turned out to be 68 there would be four intervening marks and the boundary would
again be established at 71, which, in the imaginary case | provided, is where the
senior examiner suggested that it should be. In my personal experience, such suggestions
are right on about seventy-five per cent of occasions, but they are never anything more
than an indication of where to start: the agreement of the committee is paramount.
Once the first grade boundary is agreed the committee moves on to the next, and once
all three grades on a paper have been established, the committee moves on to the next
paper, pausing only for lunch: coffee and tea can be absorbed while reading.

An alternative method of arriving at the boundaries is for the chief examiner to select

scripts marked by a reliable examiner to which the marks 73, 72, 71, 70, and 69
have been given and have them photocopied.

A set is then given to all members of the committee and the chairman seeks from each
his personal vote as to where the boundary should be drawn. This method has the
advantage of every opinion being based upon the same scripts and the corresponding
disadvantage that only a single example at each mark is studied at all. Where the
balance of efficiency lies is a matter of opinion, but since the second method clearly

requires the preparation in advance of the meeting of photocopies of at least five scripts
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at each boundary of every component of the examination, the time-frame of the
marking process may not permit this approach: even if it does the possibility of dis-
agreement on a particular bounFIary will necessitate the availability of alternative scripts
and an effective return to the first approach. Whichever method is adopted, it should
be observed that the committee is not, at any time, concerned with determining the
final grade which will be awarded to individual candidates and which will appear upon
their A level certificates. There would, indeed, be sizeable odds against any one
member of the committee encountering two separate papers from the same candidate in
the course of his deliberations. Instead, grade boundaries are established for each
separate component of the exam., and the consequent results for each candidate are
now released to the examination centres, as well as the final grade which appears on
the results slip. The decision as to the placing of the overall grade boundaries within the
range of the total marks available for the examination as a whole, and therefore the
final grade to be awarded to a particular candidate whose component grades have been
determined as, for example, A, C and C will be made, not by an examiner or even a
committee, but by a computer programmed to ensure that appropriate weightings are
given to each component, since not all will necessarily have been marked against the
same maximum; and also that the proposed boundaries for individual components are
adjusted as may be required, so that every possible combination of components gets
equal treatment. Once the computer has produced its results the business of the Award
is over; though there remains the matter of the Grade Review, which brings back the
human element in the form of a detailed scrutiny of the scripts of those candidates at
final grade borderlines who may seem to have been treated harshly by the final
assessment or whose results were m;rkedly at variance with those forecast for them;
and whose allocated marks may be adjusted in accordance with the final grade
boundaries if such a decision can be justified.Such instances will, however, concern
only a tiny minority of the total number of scripts submitted.

For the generality of candidates, the key element in the whole procedure is the
judgement of an experienced examiner: 'Mr Chairman, this is a B". There is no

micrometer, no litmus paper, no recognised standard of assessment against which his
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decision can be measured - only the voice of a man or woman who has marked A-
Level scripts for years and knows what constitutes A grade standard by instinct. The
Board will, of course, have defined this quality for the committee =~ one such

definition reads:

"Precise attention to the terms of the question. An answer of unusual
clarity and aptness with telling analysis of well-chosen textual detail.
Sensitivity to nuances of tone, imagery, dramatic effect etc.is obvious.
Critical terms handled confidently."
The same board, assuming that the introduction of the A* grade at CCSE would be
followed by the same innovation at A-Level, prepared for it by providing the following

qualities for recognition:

"As A with originality, independence of judgement; exceptional, surprising,
enviable, Examiner will feel exhilarated.” |

Again, hardly a scientific formula, or susceptible to statistical verification. Nor, |
suppose, quite what is expected by those accustomed to talk of ‘'standards of
comparability in diagnostic assessment’. But, | would suggest, to those whose trade is to
teach Engilish Literature, a label which is instantly recognisable, meaningful and very

applicable. In the end, it is the ‘informed cohort', the genuine experts, the academic
equivalent of wine-tasters or whisky-blenders, whose antennae can detect distinctions

in qualities of reaction to the stimulus of English language and literature, if not

infallibly, at least as reliably as any other technique that can be devised for a subject

which would cease to exist if it were exposed to the multi-choice question and
computer marking system; and this fact is recognised by the Government's own
watchdog over educational standards, OFSTED:
"The professionalism of officers and examiners is a notable feature of the
entire examination process, and all GCE Boards place very great reliance
on examiners' experience and expertise to ensure the maintenance of
standards" °
Year-on-year comparability depends absolutely on this instinctive capacity for
evaluation: indeed it is difficult to imagine any practicable alternative for discriminating
between levels of performance other than to determine a fixed percentage for each
grade in advance and on that basis to determine the point at which A and B should be

separated on the total number of applicants alone, which would, of course, reverse

the progress of many years away from norm and toward criterion referencing.

1 CCE Advanced Supplementary and Advanced Level Examinations-Quality and Standards HMSO 1993 p8
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If A levels are, as the government from time to time insists, the “"gold standard® of our
educational system, then that standard is maintained by the “nose” of experienced
examiners for different levels of attainment and ability which can then be roughly trans-

lated into the grades with which we have, of necessity, become accustomed. It was such

a grade that Dressel, quoted at the chapter-head of this Preface, cynically defined as:
"an inadequate report of an inaccurate judgement by a biased and vériaEle judge
of the extent to which a student has attained an undefined level of mastery of an
unknown proportion of indefinite material*? |

and at one level of definition it is hard to dissent from this analysis. But if we accept
it, these pages will necessarily be a conclusion as well as a preface. And in the real
rather than the ideal world, examination systems are unavoidable and the recording of
standards of performance has become an inalienable part of those systems. Yet it is an
unquestionable fact that we use the term “standards® with different meanings and for
different purposes, and for this reason if for no other we need to keep a very careful
check on the precise implications of the standards that we believe ourselves to be
recording.ﬁ
This point has, of course, been made on several previous occasions: by Caroline Gipps,
for instance, in her article The Debate over Standards and the Uses of Testing 2 which
reminds us that the term 'standards' is used for a variety of legitimate educational
purposes, such as levels of attainment or of provision; for educational/sociological
aspects of assessment such as behaviour, dress and "attitude"; and for purely political
point-scoring.

“Standards are always an issue in education, never more so than in an election
Y€ar....... The interesting thing, of course, is the way standards are nearly

always thought to be falling.” 3

In other words, there is little solid ground upon which an objective definition of
"standards® can be based; even less upon which one might, with any sense of security,
set up a system to assess the degree to which standards according to that definition
were or were not being met in any given context; and a positive morass when it comes
to the purpose for which such an activity should be conducted. To quote from Caroline

Cipps' conclusion:

1 Crades:One more Tilt at the Windmill in A W Cickering (ed.) AAHE Bulletin 35/8, 1993, pp10-13
2 British Journal of Educational Studies Vo! XXXVl No.1 Feb 1988

3 Op.cit. p 34
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"What | hope to have made clear in this paper is that to use testing to set,

raise, or measure standards is not as straightforward as some would have us
believe® !

The difficulty was, and remains, that making the point clear is a far cry from
persuading politicians to accept it, or even giving it reasonable consideration; an aspect

of the contemporary educational scene made very apparent by the deeply dispiriting

account of the making of the National Curriculum? by Duncan Craham, former

Chairman and Chief Executive of the National Curriculum Council. In his Preface,
Craham observes "The book strives to be objective, though doubtless there will be other
views, other conclusions. From any perspective, there are lessons for us all®, and it
may well be that this is a very useful reminder: that the learning of useful lessons is of
more importance than arriving at conclusions which must inevitably be disputed; that the
purpose of educational research is to illustrate the proverbial truth that it is better to
travel hopefully than to arrive; and that, in this specific context, objectivity is itself an
illusion. What is not in question is that this particular book is of no great help in
defining what is meant by, or even what Duncan GCraham means by, “standards®,
though he uses the word quite frequently — at one point three times in four lines.

*..the report even avoided -attack from the right as it quite demonstrably
contained standards and rigour. At each stage the group set the standard

consciously above existing practice on the basis that if you were going to go
anywhere you should go up, a view, incidentally not shared by the science
working group. The maths report set high standards...."?

In the first instance, the coupling of the word with 'rigour’ is typical of Craham's usage
of it: "standards® is an abstract but nevertheless a moral absolute without which no
educational programme can be complete, as when he says:
"The new teaching methods also became a very convenient excuse for dropping
standards in marking and correction. The teaching of English moved far away
from traditional values and standards"

and a little later,

"My own view was that a national curriculum English course needed more

teeth than the one being offered by the working group. Rigour and improved
standards would only come if the clock was turned back a little bit*?

In the second instance, standard has the specific meaning of ‘target’ - a level of
achievement to be aimed at by teachers who had previously endorsed underachievement.

And in the third instance, the thing that is being endorsed is the quality of writing by

1 Op.cit. p 34 2 A lesson For Us All Duncan Graham with David Tytler, Routledge, 1993
3 Op.cite p 32 - 4 Ibid. p 45 5 Ibid. p 49
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a subject working group for a political audience whose preferences in the matter had
been made clear. It would be pleasant to suppose that "high standards" here refers to

excellence of style or argument, but as the context makes clear, 'a nearer synonym
would be ‘efficiency' or even ‘expediency'. This book emphasises, over and over
again, the degree to which the whole field of education has become an arena of

political dispute, and the extent to which educational expertise is disregarded in favour

of the gut reactions of those who, for the time being, hold the reins of power'.

Craham expresses this simply enough:

"woothe problem that was to haunt the [National Curriculum] Council
continually: the balance between knowledge and understanding, with ministers
concentrating on knowledge while the weight of professional opinion lay with
understanding. ........Baker's stance was entirely ideological and gave NCC its
first glimpse of the ministerial thrust towards knowledge in the attainment
targets which required regurgitation of numbers, dates and facts. He insisted
that the attainment targets should be specific so any suggestion of understanding
was considered to be too woolly. Knowledge was all, a position which was to
reach its full extension in History under Kenneth Clarke. The argument was
lost forever with maths despite the overwhelming support given to the inclusion
of the practical profile component by all those who took part in the
consultation” 2

and again, more brutally;

"The whole idea of working groups and the National Curriculum Council was
absolutely different from anything that any education professionals had

experienced before. The Education Act reforms were not born of these people,
they were not consulted about them, indeed the government considered them to
be the enemy." 3

One senses Graham's growing disillusion with the post he held, with the disparity
between political promises and reality, and above all with the permanent civil servants
in the Department for Education and Science; and if he is not a particularly easy man
for whom to feel sympathy, neither is he a man whose own sympathies are entirely
with those whose mixed and vague intentions he tried to bring to a meaningful reality.

What those intentions were may be reasonably inferred from the contents of an
announcement made by the Secretary of State at the DES in September 1994:

"There is nothing more important to the future of our nation than to improve
our educational standards. Our children must leave school with the confidence,
versatility and adaptability to succeed in a rapidly changing world. That means
above all acquiring a secure foundation in the basics of literacy, numeracy and
scientific understanding on which they can build. .....rigorous assesments and
tests are vital levers for achieving this."*

This brings us back neatly to the conclusion from the article written by Caroline Gipps

1 v. sup. p 506 2 Op.cit, p 36 3 ibid. pp 12-13
4 -Assessment and Testing of 7, 11 and 14 year olds in 1995, DES, p 1
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whose lesson had still to be learned seven years later.

In order to make any contribution to the debate on standards based upon understanding
rather than knowledge, or, still worse, the kind of prejudice that masquerades as
knowledge, it will be necessary to establish a meaning for "standards® to which future
usages of the word in this thesis can be referred back; and to do this I turn to the
Oxford English Dictionary, which devotes nearly four pages to the word “standard” and
lists no fewer than thirty-five distinct meanings, or 'senses', of the word's usage.
While many of these have specialised and individual meanings, enough relate to the
general sense in which the word tends to be used in an educational context, to be the
source and cause of a considerable degree of confusion.

Some of this, of course, is deliberate and humorous - as in the comment upon the least
effective of recent Secretaries of State at the Department of Education, that the
nearest he got to raising standards was in his proposal that every state school should
have a flagpole. Other confusions are, however, less deliberate, not in the least
amusing, and potentially far more dangerous. | would, by way of example, cite two of

the definitions from the QED:

"serving as a standard of measurement, weight, or value; conformed to
the official standard of a unit of measure or weight;"

"serving or fitted to stand as a standard in comparison or judgement.”

The first of *these, éo;ltaining as it does the key word ‘official’, is only abpmpriate in
an educational context when theﬁ reference is to some génerally acknowledged and
verifiable measure of performance or achievement; ;such as, perhaps, a Reading Age,'
or 1Q score, though some authorities would, 1 am sure, dihsputer the attribution to
either. Whether a grade A pass at A level desérves to count in the same category is
part of the debate to which this thesis sets out to contribute.

The second deﬂfTinition is,ﬂ however, specifically lacking the imp;imatur of official
recognition. Judgement, whether informed or otherwise, and comparison, whether
illuminating or misleading, are within the competence of anyone with an opinion and
the desire to convert others to it. The danger arises when the second of these is
confused with the first; and the mere opinion of the man who can command the

attention of the media, exercising his personal judgement in the form of a comparison
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of what he has been persuaded to believe of the present with what he thinks he can
remember of the past, is generally supposed to have been pronounced with the authority
which comes with specialist knowledge. The decision to restrict to 20% the permitted
proportion of coursework in the total mark for any GCSE or A Level examination is a
case in point; and as evidence that such instances are not confined to one end of the
political spectrum, we have the recent desire to legislate for a specific amount of
homework as the minimum appropriate for pupils at both primary and secondary levels.
No serious meaning can be attached to the allegation that “standards have declined® (or
improved, for.that matter) when the standards in question are purely arbitrary and
based upon prejudice rather than fact; yet facts, in the sense acceptable to a
statistician, are notoriously hard to come by in the business of comparative assessment
of educational achievement, and not necessarily helpful when finally tracked down.
To return to the OED, the only definition of 'standards' which relates specifically to
education is

*in British elementary schools: Each of the recognised degrees of proficiency,
as tested by examination according to which school children are classified.”

The exemplifying quotation which accompanies this definition reads:

“the sixth is the highest standard which children are ordinarily required to
pass,the seventh being intended mainly for those who are to become teachers”

For the problems attendant on the system which produced‘this specific instance we have
the eloquent testimony of Matthew Arnold; and while there has seemed to be a positive

desire among those responsible for educational legislation in recent years to move
education backwards to some mythical golden age of superior competence and attainment,
as opposed to the alleged inadequacies of modern (and invariably 'trendy’) educational
practice, | am far from attributing to’ them a desire to return to the Revised Code. Yet
the system prevailing for most of the second half of the last century was perhaps the last
at which a child's standard of achievement was an absolute and unchallengable. fact, as
validated by examination and confirmed by regular inspection. However desirable such a
state of affairs might seem, regardless of the validity of the educational process which

accompanied it, | do not believe that it is attainable today or that “educational standards”
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can again be brought to have an exact and quantifiable definition. Perhaps for our
purposes the most relevant of the definitions offered by the OED is :
"A definite level of excellence, attainment, wealth or the like, or a definite

degree of any quality, viewed as a prescribed object of endeavour or as the
measure of what is adequate for some purpose."

Such a definition provides, | believe, an appropriately flexible basis for a meaningful and
effective examination of the progress of education between 1944 and 1988, even if it
lacks the statistical rigour which is demanded by specialists in educational assessment
and, when applied to a subject like English, fails to give any guide as to what is meant
by excellence.

Depending upon context, each of the answers "Just under a foot", “About ten and a half
inches®, or "two hundred and sixty-four millimetres® might be the most appropriate.
What matters is the ability to judge that context. It is for this reason that | chose the
quotation on my title page. The question "Who measured the ground?® emphasises the
importance of human involvement as against purely mechanical computation in reaching
an assessment; the essentially subjective element which is part of the evaluation of
responses to a literary stimulus - and to me it symbolises the significance of
understanding rather than mere knowledge in a pupil's reaction and of validity rather than
statistical reliability in a teacher's or examiner's grade.

Using as an illustration the subject of English, chosen because it has always been a key
subject in terms of qualifications at 16+ and happens also to be the most widely taken
subject at A level, this thesis will examine the theory and practice of teaching before
and during the period under survey, together with the ways in which pupil performance
was examined and assessed, with a view to establishing clearly what pupils were
expected to understand and, more importantly, what use they were expected to make of
that understanding so that, "viewed as a prescribed object of endeavour or as the
measure of what is adequate for some purpose”, it may be checked for decline,
improvement or fluctuation over the period in question.

The answer cannot emerge as a percentage, or indeed in any statistical form that might
lend itself to some form of graph, pie-chart or league table; but my conclusion that
there has been a general trend towards improving the standard of what is considered

adequate for success in the field of English studies will, | believe, prove convincing.
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CHAPTER  ONE

English in the Classroom
PART | - Before 1943

"No person, rteally qualified for the office of schoolmaster by moral character,
mental energy, amiability of temper, and proficiency in all the elementary branches
of education, together with aptitude in imparting knowledge, will doom himself to the

worst paid labour and almost the least appreciated office to be met with in the country."
[Report of the Commissioners of Enquiry into the State of Education in Wales, 1847}

“To the members of the most responsible, the least advertised, the worst paid and the
most richly rewarded profession in the world" [lan Hay 1914}

"Upon the education of the people of this country the fate of this country depends®
[White Paper on Educational Reconstruction 1943)

One of the more intransigent problems faciné anyone who seeks for some kind of truth
about the standards of English teaching is the essential dichotomy betweeﬁn the reverence
paid to the concept of education as a vital wellspring in the development both of the
civilized individual and of the civilized nation of which he is a part, and the almost total
lack of reverence, or even respect, paid to those in whose hands lie the task and
responsibility of providing that education.

Perhaps this state of affairs is natural and inevitable: perhaps teachers have too much
power, authority and influence over the young, so that escape from their dominance
becomes (even if subconsciously) the aim of the adolescent, and resentment the
instinctive reaction to the lengthy delays before tl;at escape can be achieved; but
whatever the reason the schoolteacher had earned the description! from 1914 which
stands at the heaci of this page long before Hay wrote it, and there has been no
significant improvement in his situation since.

Robert Protherough has examined in considerable detail the ways in which the teacher is

treated in works of literature 2, and observes:

"It is still virtually universally suggested that teachers are seriously underpaid,
and this is frequently supported by comments that the salaries keep able men
out of teaching, that it is impossible for a man to marry on a teacher's
salary, or that a teaching career normally leads to an impoverished or
destitute old age." >

Nor is this jaundiced view the product merely of some endlessly reiterated literary con-

vention: exactly the same theme runs through official papers throughout the period of

1 The Lighter Side of School Life, 1914, Dedication .
2 The Teacher in literature. Unpublished Ph.D thesis for Hull University, 1980,
3 Op.cit. p 451
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Protherough's study, which concluded with 1918, and subsequently. For instance:

“The first improvement which | think of very great importance is that of
training up suitable persons for teachers, and that these teachers should have
adequate encouragement; for the fact is, if a man is very clever as a teacher,
he is generally picked up for some other employment, and it is not worth his
while to continue in that pursuit; and for a man to be a clever teacher, he
must have qualifications that would entitle him to double the remuneration he

would get in average day schools” [Report of the Parliamentary Committee
on the State of Education, 1834] !

“I think five hundred thoroughly good teachers, if they were adequately
encouraged, could obtain instant employment; but if teachers are to have the

wages of porters or ploughmen, you will never get fit persons for teachers”
[as above] 2

"No person, really qualified for the office of schoolmaster by moral
character, mental energy, amiability of temper, and proficiency in all the
elementary branches of education, together with aptitude in imparting
knowledge, will doom himself to the worst paid labour and almost the least
appreciated office to be met with in the country.” [Report of the
Commissioners of Enquiry into the State of Education in Wales, 1847] 3

"It is not our task to frame new scales of salaries for teachers. That is the

business of the Burnham Committee. But we do suggest certain criteria by
- which the emoluments of the profession should be judged. Salary scales would

satisfy four main tests:

(a) a test of personal need: they should make possible the kind of life which

teachers of the quality required ought to be enabled to live;

(b) a market test: they should bear a relationship to the earnings of other

professions and occupations so that the necessary supply of teachers of the

right quality will be forthcoming;

(c) a professional test: they should not give rise to anomalies or injustices

within the teaching profession; and ,

(d) an educational test: they should not have consequences which damage the

efficiency of the education provided in any particular type of school or area.”

[Report of the Committee to consider the Supply, Recruitment and Training of
Teachers and Youth Leaders. (The McNair Report) 1944] *
Despite the continuity of official awareness of the problem, however, serious attempts

to tackle it have been wide-spaced and short-term in their effectiveness - and exactly

the same problems of recruiting suitable people to become effective teachers for the

future are as widespread and as vehemently expressed today as at almost any time in the
past. Nor, as Protherough again points out, are serving teachers customarily in the
forefront of the battle to persuade their students to become their successors:

"What is more, unlike doctors, lawyers or clergymen, teachers themselves
frequently represent their own profession badly. They are quick to lament the
low status and poor conditions, and the good or inspired master or mistress at
the centre of a novel written by a teacher is generally surrounded by many
bad, incompetent ones.” 3

1 In Educational Documents England and Wales 1816-1967 ed. }. Stuart Maclure, 1967, p 31

2 lbid, p 34 3 lbid p 59
4 -lbid pp 217-8 5 Op.cit. p 476
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Here again we are not dealing with a literary convention. It is not only in novels written

by members of the teaching profession that the good and inspiring teacher stands out like

a beacon against a dull and unfocussed background, but also in autobiographical writing

. rules and conventions.

"I longed most of all to leave the place and never see it again. ....Then, quite
suddenly, a miracle took place. .....the English mistress had been replaced by
a young infantry officer who had come home from France without several of
his fingers and with his face atrociously mutilated and his legs and arms stiff
from wounds. He proceeded to knock us, mentally, all of a heap. .....

He treated us with extreme detachment but with extreme klndness, and we
were very much impressed.

l partlcularly was impressed, and | believe | showed it by
writing an essay on Shakespeare without mentioning Shakespeare. At any rate
the new master was pleased with it. Foolish as it may seem, | date my
literary career from that moment. Within a few weeks 1 was writing my first
poems and short stories, | knew a great deal of English poetry by heart, and
life began suddenly to be higher and different in a way | had never suspected.
..eeoNOW, when | look back at the utterly useless and dreary years preceding
that simple miracle, | begin to feel almost furious ~ with the school itself,
its unnecessary attempts at conformation with public school standards, the
constant talk of tradition and the honour and good name of the school, with
the little personal tyrannies, with the examination system, with the whole

complete system that ens‘laves masters and boys alike by its insidiously foolish

and one finds something not dissimilar in Kipling:

"I remember nothing save satisfaction or envy when C- broke his precious
ointments over my head. | tried to give a pale rendering of his style when
heated in a 'Stalky' tale, 'Regulus, but | wish | could have presented him as
he blazed forth once on the great Cleopatra Ode - the 27th of the Third
Book. ...There must be still masters of the same sincerity; and gramophone
records of such good men, on the brink of profanity, struggling with a Latin
form, would be more helpful to education than bushels of printed books. C-
taught me to loathe Horace for two years; to forget him for twenty, and then
to love him for the rest of my days and through many sleepless nights.”?

The effect of Edmund Kirby upon H E Bates, and of William Croft (who appears

disguised as Mr King in Stalky and Co) upon Kipling, to whom he taught English

Literature as well as Latin, reinforces two separate points derived by Robert Protherough

from his examination of teachers in literature:

and

"....occasional attempts to suggest in narrative what being a "good" teacher
means. It is nearly always inspirational, defined in terms of influence on a
particular pupil, and concerned with humane values. It is also presented as
being quite exceptional, outside the ordinary run of school experience
.......contrasted with the aridity of other Iessons in which pupils have ‘drudged’
through texts with masters who have to 'mug up notes'.” ?

"Much of the livelier teaching represented in novels seems to be in English
lessons" 4

1 H E Bates in The Old School, Essays by Divers Hands, ed Craham Greene, 1934, pp 28-29
2 Something of Myself, 1937, pp 32-33 3 Op.cite p 377 4 lbid. p 375
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It is only from cameos such as this that we can gain any impression at all of what
teaching used to be like in the time before our own memories or those of friends and

relations begin to provide more reliable and consistent information = and it may well be
unfair to rely upon such individual responses and assume them to be typical. Yet no other
assumption can possibly be justified in face of the weight of the evidence, reduplicated
as it is from so many sources. Whatever may be the case in respect of rote learning,
and even allowing for the rare example of inspirational teaching which contrasted so
memorably with the prevailing drudgery, standards of teaching and of pupil understanding
have unquestionably improved between the Victorian era and our own, because the
philosophy behind the educational process has undergone a transformation. English
teaching seems to have come better out of literary treatment than any other subject,
perhaps simply because most authors have a natural bent in that direction, but it seldom
seems to compare with what we would expect of a "good” English lesson today. Robert
Protherough, professionally accustomed to evaluating the classroom performance of

teachers, recognises what Kipling is trying to convey in his picture of Croft in

Regulus :
"He prods, asks supplementary questions, locates difficulties, offers variants

of his own, seeks the cause of misunderstandings, makes digressions to retain
interest and pushes the abler pupils.” !

This is clearly a 'good teacher’ coﬁducting an effective lesson, but | suspect that Kipling
derived more pleasure, even if less genuine benefit, from Croft provoked into an
impassioned monologue, as in‘ The Propagation of Knowledge, where work on the
Augustan period is held at bay by a deliberate red herring in the form of a suggestion

that Bacon was the author of Shakes'peare's plays:

"Mr King began to explain, on lines that might, perhaps, have been too freely
expressed for the parents of those young (though it gave their offspring
delight), but with a passion, force and wealth of imagery which would have
crowned his discourse at any university. By the time he drew towards his
peroration, the Form were almost openly applauding......Stalky kept tally of
the brighter gems of invective; and Beetle sat aghast but exulting among the
spirits he had called up."?

Beetle is, of course, the fictionalised version of Kipling himself and perhaps the most

telling part of this account of a series of English lessons is the fact that he represents

T Op.cit. p 366
2 In Debits and Credits, 1926, pp 292-3
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himself both as fascinated by literature, to the despair of his companions, ("This ain't

your silly English Literature, you ass. It's our marks® ') who are concerned only with

satisfying the Army Class examiner; and as convinced that there was no connection

between that fascination and anything that might happen in an English lesson. Croft, or

Mr King, is represented as acknowledging but deprecating the same distinction:

*Since, said he, the pearls of English Literature existed only to be wrenched

from their settings and cast before young swine rooting for marks, it was his
loathed business ....to prepare for the Form a General Knowledge test-paper
which he would give them next week. It would cover their studies, up to
date, of the Augustans and King Lear, which was the selected and strictly
expurgated Army Exam play for that year. Now, English Literature, as he
might have told them, was not divided into water-tight compartments, but
flowed like a river. For example, Samuel Johnson, glory of the Augustans
and no mean commentator on Shakespeare, was but one in a mighty
procession which -~ At this point Beetle's nodding brows came down with a
grunt on the desk.”

Two more of the points deduced or illustrated by Robert Protherough in The Teacher in

Literature are thus provided with further support: the generalism on the nature of the

teacher's réle and the specific problem of the place of English in the curriculum -

and

or,

"From time to time there is an underlying or explicit suggestion that the
system itself demands a teacher's adherence, that it is almost impossible to
work differently. The system demonstrated by Mr George [in The Soul of a
Teacher by Roger Wray, 1915] is characterized by words like automatic,
fixed, repetitive, monotonous, routine. However he is also described as ‘a
most successful and scientific teacher', successful in that he drives home facts
effectively, though not necessarily accompanied by any understanding. .......
Examination success, and any form of payment by results, seem to establish a
pattern of what the teacher 'had to' do; there is 'nothing for it' but to
comply"” 3

"It was not just because of the 'utter remoteness and uselessness of Latin and
Greek' that they were 'slackly, tediously and altogether badly taught'. Much
of the English teaching described in the period employs similar methods
drawn directly from Classics: learning by heart, concentration on the
meanings of words or allusions, formal analysis using the terms of Latin

grammar." 4

"Traherne comments that in the brief period of time allocated to English, most
masters do not know what to teach: ‘Some spend their time in parsing and
analysing, though what utilitarian benefits are to accrue hereafter from this it
would be hard to see. Others read a play of Shakespeare, which is a
euphemism for note-taking and note-learning, a philological discourse or an

exercise in repetition.'" >

[From A Schoolmaster’s Diary, S P B Mais, 1918]

Among the illustrations of how the function of English in the classroom might be most

profitably interpreted, that offered by Dickens in Hard Times is almost certainly the best

1 Op.cit. p 284 2 Ibid. pp 273-274 3 Op.cit. pp 373-374
4 tbid. p 369 5 Ibid. p 376
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known: indeed, there can be very few teachers of English practising today who have not
committed to memory the line "Girl number twenty unable to define a horsel® as an
example of the horrors of English teaching in a byegone era, though it does not

necessarily follow that their own teaching profits from the opprobrium focussed on Mr,
Cradgrind, Mr M'Choakumchild, and the outlawing of Fancy; or from the fact that this
chapter is entitled "Murdering the Innocents®. {Perhaps even more chilling is that passage
in Chapter IV where Louisa has to admit to her mother and Mr Bounderby that her
father had caught her with Thomas "peeping at the circus®, and Mr Gradgrind responds
“And | should as sooﬁ have expected to find my children feading poetry.” This total
dismissal of literature as having any conceivable value or part to play in the education of

children is an exaggeration of a trend that was clearly present in the nineteenth century,

but matters were not greatly improved when people of power and influence decided to
reverse it. In his General Report for the Year 1880 Matthew Arnold begins by observing

that among the subjects on offer in the state schools of the day:

"English Literature, as it is too ambitiously called ~ in plain truth the learning
by heart and reciting of a hundred lines or two of standard English poetry -
continues to be by far the most popular. The choice of passages to be learned

is of the utmost importance, and requires close and intelligent observing of the
children. Some years ago it was the fashion to make them learn Goldsmith's
Deserted Village at the recommendation, | believe, of the late Lord Lyndhurst;
or rather he had given high praise to this poem, and recommended it as a
poem to be got by heart, and so it was supposed that the children in the
elementary schools might with advantage learn it. Nothing could be more
completely unsuitable for them, and this being soon proved by the event, the
use of the poem for the purpose in question has happily almost ceased.”

Arnold himself had a clear idea of what use might be made of poetry, and how it could
effectively be done:

"Cood poetry does undoubtedly tend to form the soul and character; it tends to
beget a love of beauty and of truth in alliance together; it suggests, however
indirectly, high and noble principles of action, and it inspires the emotion so
helpful in making principles operative................That the poetry chosen should
have real beauties of expression and feeling, that these beauties should be
such as the children's hearts and minds can lay hold of, and that a distinct
point or centre of beauty and interest should occur within the limits of the
passage learnt, ~ all these are conditions to be insisted on." ?

What Arnold does not say here, though he undoubtedly knew it to be the case, was that
the teacher must have the power of focussing the hearts and minds of the children,
most of whom would not be naturally geared in that direction, on the desired objective.

1. Reports on Elementary Schools 1852-1882, ed. F S Marvin, 1908, p 202 2 Ibid. pp 200-202
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In point of fact very few of them possessed that power, and such children as did derive
benefit from the literature provided tended to do so of their own volition rather than as
the result of inspiring teaching:

"The reading lesson, which should have been pleasant, for the reading matter
was good, was tedious in the extreme. Many of the children read so slowly
and haltingly that Laura, who was impatient by nature, longed to take hold of
their words and drag them out of their mouths, and it often seemed to her
that her own turn to read would never come. As often as she could do so
without being detected, she would turn over and peep between the pages of
her own Royal Reader, and, studiously holding the book to her nose, pretend
to be following the lesson while she was pages ahead. ...... Interspersed
between the prose readings were poems: 'The Slave's Dream'; 'Young
Lochinvar'; The Parting of Douglas and Marmion'; Tennyson's ‘Brook’ and
'Ring out Wild Bells'; Byron's ‘Shipwreck'; Hogg's 'Skylark’, and many more.
...L.ong before their schooldays were over [Laura and Edmund] knew every
piece in the books by heart and it was one of their greatest pleasures in life
to recite them to each other.....The selection in the Royal Readers, then, was
an education in itself for those who took to it kindly; but the majority of the
children would have none of it; saying that the prose was 'dry old stuff' and
that they hated ‘portry’. Those children who read fluently, and there were
several of them in every class, read in a monotonous sing-song, without
expression, and apparently without interest. Yet there were very few really
stupid children in the school, as is proved by the success of many of them in

. after life.....Their interest was not in books, but in life, and especially the life
that lay immediately about them. At school they worked unwillingly, upon
compulsion, and the life of the schoolmistress was a hard one. .....It was only
the second generation to be forcibly fed with the fruit of the tree of
knowledge: what wonder if it did not always agree with it." *

Within such a context, to cope effectively with the task, not merely of instilling
knowledge but of making ‘the process of assimilating it attractive, would have taxed
better teachers than the emoluments were likely to attract, nor as yet was the
philosophical concept that the two tasks needed to move in harmony as yet at all
widespread. Dr Johnson's dictum "The rod produces an effect which terminates in itself.
A child is afraid of being whipped, and gets his task, and there's an end on't" seemed
acceptable logic even to those who were by no means among the notable floggers like
Keate of Eton, and the idea that education was “improving®, and needed to be forced
down like an unpleasant-tasting medicine, died hard. The distinction between knowledge
and understanding, upon which so much of the debate about standards inevitably depends,
was hardly apparent to many of the teachers themselves in those early days - and the
situation was further complicated by the impact of a class, almost a castef system,* which

decreed the nature of the knowledge required in accordance with the student’s place in

1 Flora Thompson, Lark Rise to Candleford, World's Classics edition, 1952, pp 193-195
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socriety.

"..the poorer gentry, all in fact, who, having received a cultivated education
themselves, are very anxious that their sons should not fall below them. Of

this class it should rather be said that they wish to cheapen education than that
they wish to widen it. They would, no doubt, in most instances be glad to
secure something more than classics and mathematics. But they value these
things highly for their own sake, and perhaps even more for the value
assigned to them in English society. They have nothing to look to but education
to keep their sons on a high social level. And they would not wish to have
what might be more readily converted into money, if in any degree it tended
to let their children sink in the social scale. The main evil of the present
system, in their eyes, is its expense. The classical education of the highest
order is every day to a greater degree quitting the small grammar schools for
the great public schools, and others of the same kind. Those who want such
education can no longer find it, as they could in the last century, close to
their doors, all over the country. They are compelled to seek it in boarding
schools, and generally in boarding schools of a very expensive kind." !

The reason for the decline of the small country grammar school as an appropriate place
for the education of the children of country gentry in the course of the nineteenth century
is beyond the scope of this thesis, but it may not be entirely unconnected with
Protherough's findings as to the social status accorded to the teaching staff of such

institutions, a valuation from which the staff at the great public schools seem to have

been largely exempt. What does emerge quite clearly is that the education sought for
these children had little to do with matters of the curriculum and was much more
concerned with what is sometimes called character training. Squire Brown, in what is
unquestionably the best known nineteenth-century treatment of school life, puts it

succinctly:

"Shall | tell him to mind his work, and say he's sent to school to make
himself a good scholar? Well, but he isn't sent to school for that ~ at any
rate, not for that mainly. | don't care a straw for Greek particles, or the
digamma, no more does his mother. What is he sent to schoo! for? ...... If he'll
only turn out a brave, helpful, truth-telling Englishman, and a gentleman, and
a Christian, that's all | want * 2

and his creator, intervening in propria persona earlier in the book, makes the attitude
to the réle of the classroom teacher even more patronisingly obvious:

"The object of all schools is not to ram Latin and Greek into boys, but to

make them good English boys, good future citizens; but by far the most
important part of that work must be done, or not done, out of school hours.

To leave it, therefore, in the hands of inferior men is just giving up the
highest and hardest part of the work of education. Were | a private
schoolmaster, ! should say, let who will hear the boys their lessons, but let
“me live with them when they are at play or rest." °

1 The Schools Inquiry Commission (The Taunton Report), 1868, In J S Maclure, Op.cit. p 93
2- Thomas Hughes, Tom Brown's Schooldays, 1857, Chapter 4 3 ibid. Chapter 3
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The philosophy "Let who will hear the boys their lessons®, and a curriculum premised upon
the values assigned by the English class system, may well have assisted in the maintenance
of social standards, but can hardly be said to contribute very effectively to an educational
equivalent. Not that the achievement of the system for less elevated members of society
was enormously better in this regard. True, the curriculum was far more utilitarian, and in
so far as it must have made a considerable impact on the statistics for adult illiteracy, it
ought not to be derided. Nevertheless, public education in the nineteenth century had glaring
deficiencies which have been so widély publicised in these more enlightened times that
substantial illustration would surely be redundant. It is customary to regard 1870 and the
Forster Education Act as a watershed, and Forster's speech to House of Commons
contained a passage that still echoes today:

"What is odr purpose in this Bill? Briefly this, to bring elementary education

within the reach of every home, aye, and within the reach of those children who

have no homes. This is what we aim at in this Bill; and this is what | believe
this Bill will do. | believe it will do it eventually, and not only eventually but

- speedily. To do it will require enormous labour on the part of the government;
but if the House passes this Bill with the approbation of the country, no
Covernment will be able to refuse that labour.” !

What Flora Thompson has referred to as "forcible feeding with fruit from the tree of
knowledge" had become national policy, but the process had still a long way to go. It is a
salutary reminder that a better remembered quotation than that from Forster was coined
eight years earlier by Robert Lowe, on his introduction of the Revised Code in 1862: "If it
is not cheap, it shall be efficient; if it is not efficient it shall be cheap.” 2 This deserves to
be held in remembrance partly because the second option which it offers seems to have
been the guiding principle of successive governments for most of the intervening one hundred
and thirty five years, and partly because the system of "Payment by Results” which it
introduced, and which survived Forster and lasted almost to the end of the century,
remained a vague threat in the 1990s with the reintroduction of “free trade® thinking and
the apparently growing conviction that "market economics” is the proper solution to every
problem. "Payment by Results® was an educational disaster, a fact immediately apparent to

those whose concerns for education were more for its efficiency than for its cheapness.

Matthew Arnold, for example, attacked the principle as well as the practice:

1 In } S Maclure, Op.cit. p.104
2 A Short History of English Education 1760-1944, H C Barnard, 1947, p 130



25

"..the idea of payment by results was just the idea to be caught up by the
ordinary public opinion of this country and to find favour with it. ...But the
question is, not whether this idea, or this or that application of it suits ordinary

public opinion and school managers, the question is whether it really suits the
interests of schools and their instruction" °

"1 said that our pupil teachers were.....'the sinews of English public instruction’
and such they, with the ardent and animated body of schoolmasters who taught
and trained them, undoubtedly were. These pupil teachers and that body of
schoolmasters were called into existence by the school legislation of 1846; the
school legislation of 1862 struck its heaviest possible blow at them; and the
present slack and languid condition of our elementary schools is the inevitable
consequence. ... In a country where everyone is prone to rely too much on
mechanical process and too little on intelligence, a change in the Education

Department’s regulations which, by making two-thirds of the grant depend upon
a mechanical examination, inevitably gives a mechanical turn to the school
teaching and a mechanical turn to the inspection, is and must be trying to the
intellectual life of a school. «eeeeedn the game of mechanical contrivances
the teacher will in the end beat us; and as it is now found possible, by ingenious
preparation, to get children through the Revised Code examination in reading,
writing and ciphering, so it will with practice no doubt be found possible to
get.....the children over six through the examination in grammar, geography and
history without their really knowing any one of these three matters.” 2

Writing three years before the 1870 Act, Arnold could clearly see that the universal
imposition of a “slack and languid® system operated by schoolmasters who had lost their
ardency and animation was going to confer no enormous benefit upon an eagerly waiting

population, and forecast some of the indifference recorded by Flora Thompson in pupil

reactions to conditions some thirty years later:
"I imagine that with the newly awakened sense of our shortcomings in popular
education - a sense which is just, the statistics brought forward to dispel it
being, as everyone acquainted with the subject knows, entirely fallacious - the
difficult thing would be not to pass a law making education compulsory; the
difficult thing would be to work such a law after we had got it. In Prussia,

which is so often quoted, education is not flourishing because it is compulsory,
it is compulsory because it is flourishing" °

Setting aside the refreshing impact of a report from one of Her Majesty's Inspectors which
is prepared to call government statistics “entirely fallacious”, and with it the timely
reminder of the advantages of an independent Inspectorate, one can immediately identify
with a critic who recognises the threat posed by any requirement to reduce the function of
the teacher to the mechanistic indoctrination of a predetermined syllabus, and perhaps
understand why the government made the psychological blunder of calling their new law one
to make education compulsory, rather than universally available. Even Arnold does not seem
to have thought as far ahead as that, though he could clearly see why what was on offer

1 General Report for the Year 1867. In J S Maclure, op.cit.,, p 82
2 Ibid., p 81 3 lbid., p 82
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was so often rejected as unpalatable, both in terms of the material itself and in the way it

was presented, particularly in aspects of the course that we would now think of as

English:

"The grammar paper has too many of those questions which are answered by
producing extracts of a grammar learnt by heart; questions about the
classification of pronouns, for example, or about the nature of adverbs and
conjunctions. We have no English grammar of such a standard value that it is
worth learning by heart; to learn their actual grammars by heart does the

candidates no real good, and tells nothing about their real proficiency.

The great thing is to give the power of reading. It may be doubted whether this
is not given more seldom than the power of writing or casting accounts,although
more children fail in these examinations than in the examination in reading.
...the power of reading, well trained and well guided, is perhaps best among
the gifts which it is the business of our elementary schools to bestow; it is in
their power to bestow it, yet it is bestowed in much fewer cases than we
imagine." 2

"The great majority of my schools now take, | am glad to say, recitation as an
extra subject. ...But the passages to be learnt are by no means chosen with
sufficient care , and the learner is still very insufficiently taught the sense and
allusions of what he recites. More and more the recitation should be turned into
a literature lesson. ....The young in school ought to be as much as possible
restricted to good models....is it so delightful to think that at a given moment all
schoolboys may be reading different pieces of rubbish, out of innumerable and
equally accepted collections of itz" 3

"Dry scientific disquisitions, and literary compositions of an inferior order, are
indeed the worst possible instruments for teaching children to read well ...[and
have] the graver fault of actually doing what they can to spoil his taste, when
they are nearly his only means of forming it.  ...... .To this defectiveness of
our reading books | attribute much of that grave and discouraging deficiency in
anything like literary taste and feeling, which even well instructed pupil-
teachers of four or five years training, which even the ablest students in our
training schools, still continue almost invariably to exhibit; .....I believe that
nothing would so much contribute to remedy it as the diffusion in our
elementary schools of reading-books of which the contents were really well
selected and interesting." 4

Clearly by the time Flora Thompson's Laura attended her village school there had been some

improvement in this respect, but the worrying factor in this last extract is not so much the

effect the original material had upon the children, as that it had previously exercised on

their teachers. This is another of the themes on which Arnold hammers away remorselessly

in his annual reports, and which underlines so much of the almost unimaginable awfulness of

nineteenth century education:

"Young men, whose knowledge of grammar, of the minutest details of

geographical and historical facts, and above all of mathematics is surprising,
often cannot paraphrase a plain passage of prose or poetry without totally mis-

1 Reports on Elementary Schools 1852-1882 ed. F S Marvin, 1908, pp 161-162

2 lbid. p 191

3 Ibid. p 163 4 ibid. pp 82-83
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apprehending it, or write half a page of composition on any subject without
falling into gross blunders of taste and expression. .......] am sure that the study
of the best English authors, and composition, might with advantage be made a
part of their regular course of instruction to a much greater degree than it is at
present. Such a training would tend to elevate and humanise a number of young
men, who at present, notwithstanding the vast amount of raw information which
they have amassed, are wholly uncultivated.® !

Yet another of the errors of the administration of contemporary education which he never

ceased to castigate was Payment by Results. His comments in his Report for 1867 are

quoted above, 2 and two years later he added this, with what seems to constitute a particular

warning for those who would seek to measure the standards of English achievement by

testing:

~result at the end of it, and the result is an illusion.

" | have repeatedly said that it seems to me the great fault of the Revised Code,
and of the famous plan of payment by results, that it fosters teaching by rote; |
am of that opinion still. | think the great task for friends of education is, not to
praise payment by results, which is just the sort of notion to catch of itself
popular favour, but to devise remedies for the evils which are found to follow
the applications of this popular notion. eeeeeeeThe circle of the children's

reading has thus been narrowed and impoverished all the year for the sake of a
" 3

Nor was he persuaded, as some later critics seem to have been, that the 1870 Act was a

panacea:

"The weakness [of the new Code] is in the unawakened and uninformed minds of
the majority of our school children, even of those who can pass the examination
in reading, writing and arithmetic and sometimes in an extra subject or two
besides. This exceeds, so far as my observation goes, anything of the kind to be
found in the schools of other countries.” 4

and here again the teaching of English is shown as presenting a particular problem:

"The schedule itself cannot at present be regarded as furnishing more than an
inchoate plan; it will require to have all its parts developed and co-ordered, and
better text-books than those now in use will have to be created. .....If this is
the case with branches of knowledge so distinctly marked off and so clearly
conceived as the natural sciences, how much more is it the case with that
immense indeterminate field called literature. Here, above all, neither plan nor
order of study exists, nor any well-conceived choice of books; yet here, above
all, these are necessary.” >

Although the campaign against Payment by Results was finally successful in 1897, there is

less evidence that the rest of Arnold's hopes had really come to any sort of fruition; and

while there does appear to come into being a plan or order of study for literature, I doubt if

Arnold would have have felt disposed to describe it as well conceived.

1 Op.cit. pp 16-17 2 v.sup. p 25 3 Op.cit. pp 125~-126
4-1bid. p 155 5 tbid. p 142
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David Shayer, in The Teaching of English in Schools, summarises this system for us in

effective but rather disturbing fashion. For instance, he quotes from Principles and
Methods of Teaching , ]rames‘ Welton, 1906, the assumption that the poems and stories
read to young people should embody fine actions and that poetry in school is useless
unless it produces ennobling sentiments. He then observes:

"One gathers from Arnold Smith's 1915 criticisms (Aims and Methods in
the Teaching of English) that this use of literature for moral or patriotic

purposes was quite common: 'The English curriculum in certain schools has
an ethical basis so that a boy learns patriotism one year and some other

civic virtue the next. Shakespeare's Henry V is supposed to inspire a love
of the fatherland; we have anthologies of verse to inculcate the same

feeling, literature being studied not merely for its own sake but for some
didactic purpose.

The methods by which these improving texts were taught may be inferred from a
further extract from Shayer, taken from an article in the Journal of Education for

August 1908 entitled 'A model literature lesson' in which the author recommends the
study of Tennyson's’ '‘Break, break, break’ and then:

"the following questions to search out the pupils' most sensitive responses:

(i) Give derivation and etymology of the word 'break' as used in the poem

(ii) Scan the line 'Break, break, break' and compare the metrical effect
of 'Ding,dong,bell’..

(iii) Discuss the influence of geological strata on poetry

(iv) Express in good prose the thought that the poet would fain have
uttered, and indicate the reason of his disability." 2

Finally, we are given a sample of the kind of examination paper that those who had
come to the end of a sixth form course in literature so conceived might expect:

"The Examination Boards varied slightly among themselves, but until the early
1920s it was customary for a Higher Local (or Certificate) English course to
include the study of a period of literary history, perhaps a century of
literature, as well as of special authors and Old and Middle English. For
example, the Cambridge Higher Local syllabus for 1905 included a study of
The Tempest, Byron selections, Carlyle's Past and Present, and Tennyson's
Memoriam; the period 1797-1858, and Old and Middle English. Sixth form
English was clearly meant to involve spectacularly extensive reading, though
one can only conclude that pupils merely learnt very little about a great deal
~ a suspicion which is strongly supported by the continued popularity of the
potted literary textbook (each author getting half a page and three useful
remarks) and by the often easy and generalised nature of many of the
examination questions. The following question from the 1908 London
Matriculation paper is typical: 'Round the dome of the reading room in the
British Museum are inscribed the following names.......Addison, Bacon,
Browning, Byron, Carlyle, Caxton, Chaucer, Gibbon, Locke, Macaulay,
Milton, Pope, Scott, Shakespeare, Spenser, Swift, Tennyson, Tindale,
Wordsworth.  Write a couple of lines about each, taking the names in
chronological order.' * 3

1 Op.cit. pp 17-18 2 lbid. p 34 3 1bid p 58
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At this stage in a very broadly sweeping survey of the teaching of English it is appropriate
to call to mind that English is still in its infancy as a recognised academic subject in the
sense of a discipline to be studied at university, a course to be read for a degree. People
like William Croft who taught English Literature at public schools or Grammar Schools had,
of course, taken their degrees in classics - those teaching elsewhere were almost certainly
non-graduates. Stephen Potter reminds us that:

"Not without conscious pride, London was the first University to introduce
English, and English Literature into [the] examination system" !

and quotes in an appendix "The first official English paper. London University Matriculation
1839. Question 5 of this paper reads in part :
* Of what verbs are sodden and fraught the participles? Mention Wallis's well-
known rule for the use of shall and will in the different persons; and give a full
explanation of the meanings of these verbs. Is it correct to say, 'He says he
shall go’, ‘Do you suppose you shall got' Do the phrases 'He thought he should

go' and 'He thought he would go' mean the same thing? Does the line of Byron,
'l ought to do and did my best’, appear to you to contain a solecism?" ?

and this gives a sufficient flavour of the standard of the rest of the paper. Potter juxtaposes

with this an extract from the paper on Shakespeare " From the first Honours English papers
set at Oxford, Trinity Term, 1896 " and lists nine questions, three of which read: |
"Describe the sources of the text of Romeo and Juliet and of Richard Il ."
"Write an essay on the character of Henry IV as represented by Shakespeare in
different plays.”
"Give some account of Shakespeare's representation of Roman politics in Julius
Caesar and Coriolanus.”

To these Potter adds one fascinating bracket:

"F J Furnivall has added a MS note to the copy of these papers in the British

Museum: 'All the candidates but one scratched before the Exam, and he
withdrew during the Exam." 3

| feel driven to add that it is extremely difficult at this interval to imagine why the
candidates should have been so overcome, unless we are to suppose that the circumstance
provides evidence to support the contention, advanced by Professor Sanday two years earlier

before the Congregation of the University of Oxford, in favour of the introduction of an

English School on the grounds that

"the women should be considered and the second and third-rate men who were
to become schoolmasters. " 4

1 The Muse in Chains, 1937, p 141 2 Ibid. p 268 3 Ibid. pp 268-269
4 David Palmer, The Rise in English Studies, 1965, p 111
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This remark also, of course, usefully endorses Protherough's findings as to the status of the
schoolmaster in the common regard as well as explaining why there were so very few
teachers before the beginning of the present century, capable by virtue of training and
experience (or, indeed, by virtu‘e of any cause save instinct) of taking up an attitude to the
subject of English nearer to that (or those) which we would find appropriate today; and it

was to take a few more years before the "Rise of English Studies® was to make any

significant impact on the classroom.

An early observation in Robert Protherough's The Teacher in Literature is
"In 1917 a tangle of examinations had been replaced by an organised system of
School Certificate and Higher School Certificate. Insofar as these developments
signalled the coming of a more coherent, national system of education, they also
mark the beginning of the modern age for teachers.” *

This opinion is echoed by David Shayer:
"After 1915 there was an increasing dissatisfaction with the impracticable nature

of sixth—form courses in literature, and a movement, albeit gradual, away from

. the generalised reproductive kind of examination question towards questions that
required genuine appreciative response from the candidates". 2

Opinions will vary as to when this movement may be called complete and the modern age
truly begun. What has, however, been established beyond any reasonable doubt is that, if
there ever were a golden age of teaching and learning from which the standards of the last
two decades have insidiously declined, it is certainly not to be found in the period before the
end of the first world war.

Apart from tﬁe inception of the new, nationally recognised system of educational
qualifications validated by an examination which was acceptable both for continuance in
education beyond the age of sixteen, and for entry to a variety of professions and
occupations which had previously conducted their own selection system (an in the Army
Examination referred to in the Kipling short story }he Propagation of Knowledge), perhaps
the first significant incidents material to this thesis in the new age, were the setting up of
the Secondary Schools Examination Council in 1917, and of the Newbolt Committee to
report on The Teaching of Englis;h in England in 1920.

The Secondary Schools Examination Council published its first report, on the new School
certificate, in 1919, and made a variety of recommendations:

1 Op.cit. p 12 2 Op.cit. p 60
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For example, they thought that the essay topics set tended to be too abstract,
and indicated that subjects should be included that would allow of
imaginative treatment; also, that there should be no separate test of formal
grammar, since skill in this would reveal itself in the candidates' general
standard of English, A précis, they maintained, should be an essential
feature, and reproduction exercises, though valuable, 'may possibly give
undue advantage to merely verbal memory' and should be dropped. On the
literature papers they indicate that set books should be further limited in
number, and that intensive study of a few texts rather than a generalised
skimming of several dozen should be the rule; 'The difficulty is to avoid
questions that encourage the reading of manuals of literary history or the
reproduction of lecture notes, instead of first~hand acquaintance of great

authors.....!. In 1921 the Council reported on the Higher
Examination.......and here criticised even more strongly the superficial
knowledge shown by the candidates. Evidence of genuine close reading was
a rarity.”

It is an unfortunate fact that the teaching profession tends, despite the unquestionable
occurrence every so often of notable exceptions, to dig itself determinedly into an
accustomed rut and to resist reform, change and the unfamiliar. If reports from
groups such as the SSEC showed signs of forward thinking, Shayer makes it clear that
the implementation of their recommendations was to face an uphill struggle against
determined resistance from those in the classroom:

“In 1932, for example, the Association of Assistant Mistresses issued its
Memorandum on the Teaching of English, which is a most depressing
document. The classical drums are still being vigorously beaten: 'Nothing has
yet supplied the discipline given by Classical Studies.....The claim of the

Panel is that for the majority today the study of English language and
literature must meet this need." OId English still haunts the upper forms:

'the English course in the sixth form is properly balanced only if it includes
a thorough course of linguistic study with a background of OId English.’
Cood writing, the Aemorandum stresses, is impossible without rigorous
grammar study undertaken in and for itself. The reaction against grammar
teaching had gone much too far, and the cult of 'self-expression' which had
taken its place has proved to be a dangerous and irresponsible retreat from
reality: 'to give children of ten no other exercise than freedom to cover
many pages with the chatty and imitative outpourings which they call
"stories” may result in a slovenliness that no later training can cure.' The
climate of thought in the Association can be further estimated from the
Spring Conference of 1933, where the view was expressed that under-
graduates reading for English degrees were spending far too much time on
literary criticism’ and other fripperies when they should be reading the
Creek and Latin classics as the indispensable basis for 'real' English work.
................. For School Certificate Literature examinations the following are
recommended by the AMemorandum as being suitable for study: Bacon,
Macaulay, Carlyle, Longfellow, Kinglake, Lamb and Hazlitt. For Higher
Certificate: Burke, Sir Thomas Browne (Urn Burial), Arnold (Essays in
Criticism), Bacon and Langland. In short, these authors and texts remain
unchanged from 1910 and before, as do many of the basic attitudes which
the Association seems to want its members to adopt. " 2

It is fascinating to note that this kind of response is characterised by Shayer as “a

1-David Shayer, Op.cit. pp 62-63 2 lbid. pp 106-107
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reaction against the decline in 'standards and while one cannot but agree with his

use of the ironic inverted comma, the use of the phrase must remind us of how very
often those who make this assertion are motivated very simply by the conviction that
their own educational experience alone is valid, and that any modification to it can only
be to introduce an inferior substitute. Sl;ayer found such a one in H.E.Palmer, who

published his The Teaching of English in 1930, and quotes him with some relish:

" 'Grammar must not be neglected; and this, of course, includes old-
fashioned parsing and analysis. ...The newer 'Reform' methods (employed in
the secondary schools as well as in the primary) tend to omit the hard grind
and make instruction so pleasurable and easy that insufficient is acquired.
Crammar should be taught and handled from the very Jowest forms
upwards.' ..... ..Palmer is convinced that the ability to clause-analyse will
cause children to write better than they would otherwise: 'As a result of

copious reading and essay writing they may learn to express themselves
tolerably well; but unless the elements of Grammar have been mastered they

will hesitate too long at a difficulty, or write an obscure or ungainly
sentence.’ " ?

Books like this may well have been written in express opposition to the findings of the
Newbolt Report, which had emerged in 1921 with what was clearly a new and

revitalising voice, and which devoted a whole section [Chapter IX Some Particular
Aspects of the Teaching of English : Section I The Problem of Grammar] to dealing

with attitudes of this kind. It quoted, for instance, the evidence given before the

Committee by Dr. P B Ballard:

"I have convinced myself by an intensive enquiry that in the elementary
school formal grammar (a) fails to provide a general mental training, (b)
does not enable the teacher to eradicate solecisms, (c) does not aid in
composition, (d) takes up time which could much more profitably be

devoted to the study of literature." °

and went on, with brevity and clarity, to propose a more sensible and useful approach:

"One of the curses of grammar in the past has been over-elaboration. A
few lessons, followed by appropriate exercises in analysis and synthesis,
should be enough to explain what language is and to show the young people
how to break up a sentence into its component parts; and once the tools
have been mastered, all that is necessary is to keep them bright by use. The
over~elaboration has been partly due in the past to the setting aside of a
special section of the time-table for grammar. In our view it is unnecessary
to do this , since the topic is, or should be, too limited in scope, which does
not mean that it is unimportant.” *

Finally, the Committee produced a summary of their findings, excerpts from which, it
seems to me, could very nearly stand as guidance for English teachers of today:

1 Op.cit. p 107 2 Ibid. 3 Op.cit. §254 4 tbid. §264
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"Grammar has been badly taught in the past because (a) its nature has been
misunderstood, (b) the formulation of its rules has followed the old Latin
grammar=books far too closely.

The proper grammar to study in school is not English grammar, but pure or
functional grammar, including the elements of phonetics, analysis, and a
little parsing. This should be taught to all who are to learn foreign
languages, while there seems no reason why it should not be introduced in
the higher classes of the elementary school, provided those who teach it
understand exactly what it is they are dealing with and above all keep it
simple,

For the teaching of correct speech in school we should rely, first of all on
the correction of mistakes when they arise; secondly, on the great power of
imitation; and thirdly, at a later stage, though not in the earliest stage, on
the teaching of the general rules to which our standard speech
conforms."

Although the concerns of the Assistant Mistresses Association and of Mr Palmer provide

clear evidence that the impact of the Newbolt Report took a very long time to penetrate

into some corners of the teaching profession, its concerns were far more more wide-

ranging than my extracts from it hitherto suggest, and its long-term effects were

considerable.

The Report began with a clear statement of intention, expressed with quasi-

religious fervour:

"The inadequate conception of the teaching of English in this country is not
a separate defect which can be separately remedied. It is due to a more

far-reaching failure - the failure to conceive the full meaning and
poossibilities of national education as a whole, and that failure again is
due........ especially to an underestimate of the importance of the English

language and literature.  .....Our position may be compared to that of an
architect called in to advise upon what can be done with a stone which the
builders have hitherto rejected. We find that the stone is invaluable; but
also that the arch is too faulty to admit it. We propose to meet not one but
two imperative needs by rebuilding the arch and using our stone as keystone
of the whole - the use for which it, and no other is available." %

and goes on to develop this theme both theoretically and practically:

and

"What we are looking for now is not merely a means of education, one
chamber in the structure we are hoping to rebuild, but the true starting point
and foundation from which all the rest must spring. For this special purpose
there is but one material. We make no comparison, we state what appears to
us to be an incontovertible primary fact, that for English children no form of
knowledge can take precedence of a knowledge of English, no form of
literature can take precedence of English literature: and the two are so
inextricably connected as to form the only basis possible for a national
education.” 3

...... in the earlier stages of education it should be the principal function of
all schools of whatever type to provide this basis. Of this provision the
component parts will be, first, systematic training in the sounded speech

1 Op.cit. §265 2 bid. §1 3 Ibid. §9
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of standard English, to secure correct pronunciation and clear articulation;
second, systematic training in the use of standard English, to secure
clearness and correctness both in oral expression and in writing; third,
training in reading. Under this last head will be included reading aloud with
feeling and expression, the use of books as sources of information and
means of study, and finally, the use of literature as a possession and source
of delight, a personal intimacy and the gaining of personal experience, an
end in itself and, at the same time, an equipment for the understanding of
life. ....it may be objected that while English is indeed a necessary
condition of our education, it is one which may be taken for granted, like
the air we breathe or the land on which we live. We do not need, it may
be said, to be taught English. ......This view is, perhaps, not likely to be
now so crudely stated, but it has long been acted upon by many who are
engaged in education, and is acquiesced in by many who control it. We
must, therefore, state clearly that in our judgement it is an entirely

unpractical view."
It is the inclusion of literature "as a possession and a source of delight, a personal
intimacy and the gaining of personal experience” that marks out the Newbolt Report as
having insights which can hardly be called characteristic of the educational publications
of Her Majesty's Stationery Office: perhaps it was because the Committee was being
chaired by a poet. Certainly the recommendations of the Report in this area show an

enlightenment denied to whoever produced those appalling questions on "Break, break,

break" 2 :

"...the teaching of literature is beset with many dangers. It is fatal to make
it a mere knowledge subject - to concentrate on the getting up of the actual
subject matter or of elaborate annotations, and equally fatal to substitute for
it a mere impression of literary history. ..... Linguistic, historic and
comparative methods of dealing with literature in schools have all failed in
so far as they have not been tinged with emotion. ......The pupils must be

aware of literature as 'the revelation of beauty and the expression of thought
and emotion’ " 3

The highlighting of ‘mere' is my emphasis - the use of the word in this context was not
far short of heresy in 1921, and the danger that a Governmental Inquisition might make
it so again can never be totally dismissed, as recent events have reminded us.* Yet the
use here is not defiant or provocative, rather a completely natural and unselfconscious
statement of priorities by a group whose collective insight and wisdom had a lot to
offer the teachers of the day. It is particularly important, | think, to pay attention to the

nature of the opposition to the emotions as the essential element in the teaching of

literature:

".....in some cases at least, they feel that school hours are not the time, nor
the classroom the place, for the study of English. The feeling for literature

1- Op.cit, §13 2 v.sup, p 28 3 Op.cit. §122 4 v.sup, p 12
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they regard as a delicate plant which might not survive in the atmospere of
the classroom. ...Fear was expressed of the result of forcing the teaching of
English literature and we were reminded that such a remark as 'the
schoolmaster devitalises literature' was a commonplace today. Stress was
laid on the dangers of purely linguistic methods reminiscent of the old
teaching of Classics, and of the mental dishonesty associated with
examinations. No doubt these are real dangers. But over and above the
apprehension of risks arising from incompetent teaching was the sense of

incompatibility between the associations of the classroom and the fostering
of a love for English literature," !

As the Report goes on to say in its next paragraph, "such views could only be expressed
by those who realised keenly what the teaching of literature should be", and it is at this
stage that we realise just how comprehensive a rebuilding of the educational edifice the
Committee had set itself. Confronted with opinions both that teachers had no business
to be departing from the soulless peddling of dry facts on the one hand;. and that they
were incompetent to deal with the sensitivities of literature on the other, the Newbolt
Committee decided to seek to recruit a new sort of teacher.

- "What we wish to find in the English teacher of the future - and what we
look to the universities to supply - is a combination of a sensitiveness to the
aesthetic and emotional appeal of literature with a reverence for exact
knowledge and an appreciation of the use of language as an instrument of
exact thought. The teacher has to avoid the danger of investing literature
with associations which will prevent its being a delight and a refreshment.
On the other hand he must avoid the danger of using it to cultivate a
shallow impressionism and an insincere fluency, in which case it simply
feeds 'the lie in the soul' from which it is the aim of the best education to
deliver us. ..... The teachers who have made literature, whether English or
Classical, both the best educational instrument and the most valuable
possession for life for their pupils, have not been those who communicate
the enthusiasms (and prejudices) of mere impressionism, but those who
have made a scholar's 'infinite capacity for taking pains' attractive by the
force of their personality, their sympathy and humour - a sympathy and
humour which were doubtless natural to them but which they have enriched
in great measure through their study of great writers." 2

This must have seemed at the time something of a tall order, and the philosophy behind
it explains why Stephen Potter entitled two sections of his account of the development
of English degree courses, particularly at Oxford, “In the Days of the Report" and
"After the Report”. The style of the Newbolt Committee's findings impressed him with
its departure from the "flawless and perfectly flat Board [of Education] language"
"Not a touch of this. The ground covered is very wide, yet the whole is
lightly and pregnantly written. Its recommendations, better than sensible,
even have a strong hint of Principle behind them. The Report emphasises that

changes are in the air." 3

1 Op.cit. §126 2 1bid §131 3 The Muse in Chains, 1937, p 219
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The Newbolt Committee saw the Universities, to which they devoted the whole of

Chapter VII of their Report, as a central element in those changes:

"We have more than twice as many Universities as in 1870, and the
University students have increased in much greater proportion. It seems
certain that, unless the Universities entirely fail in the performance of their
functions, this progress will be maintained and carried further.....This is not
merely because a much larger proportion of the secondary school boys now
go to Universities nor even because the best boys from elementary schools
are beginning to go. It is also partly because the Universities no longer close
their doors to women. Already there are some six thousand women students
in the Universities of England and Wales. There will be many more in a
few years. ...... Especially in the last 20 or 30 years [Universities] have
enormously increased their influence over the schools of the country by the
system of examinations which they created and control. London University
took the lead in this by the introduction of the idea of the external student as
well as by school examinations. ......In the last 30 years a system of
University Extension Lectures and Tutorial Classes has grown up and carried
University teaching, given by University teachers, all over the country.
...... For all these reasons, the University is now immensely more important
in the education of the nation than it used to be." !

It was, therefore, of the utmost importance that the Universities should be in the

forefront of the revitalised attitude to English studies that Newbolt was determined to

bring about.

"It is not too much to say that, till quite lately, English had no position at all
at the Universities. ...Habit, intellectual pride and loyalty to their schools
and teachers would alike tend to make [dons] look down on the books which
everybody could read, and regard them as unfit to take a place at the
University side by side with the books that only scholars could read.” 2

Members of the Newbolt Committee were well aware of movements towards reform in
schools, and they were anxious to see the effects spreading ever wider:

“The last 30 years have witnessed great improvements in the teaching of
English in the majority of Secondary Schools - improvements that are
often ignored in current criticism. Writers in the press are apt to assume
that school lessons in literature are confined to the study of elaborately
annotated texts of Shakespeare, and that school essays chiefly revolve upon
vague and abstract themes like Patriotism and Moral Courage, with
occasional but doubtful relief in the form of an essay on Football. That
this state of things can still be found here and there it would be rash to
deny, but it is no longer general. ......Many interesting experiments, such as
those described to us by Mr., Caldwell Cook ...... have been tried with a
view to encouraging self-expression. These include debates, improvised
dialogues and dramatic scenes, and ten minute lectures by pupils in class

as well as in out-of-school hours. ......Yet the position of English in the
Secondary Schools is still far from satisfactory in respect of actual time
allotted, of methods, and of results. ...... There is something pathetic about

the acceptance by boys and masters in the great Public Schools of a low
standard of English as if it were inevitable. ......English teaching, which,
in fact, demands endless skill and resource, is too often thought a task
which any teacher can perform. The chief and outstanding fault in the

1 Op.cit. §190 2 Ibid. §191
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teaching at this stage is a lack of resource with a consequent adherence to
some restricted method = which may be good in itself as one of many devices
- until both teacher and class become stale and the work loses life." *

and only the Universities coul'd bring about the necessary change of attitude, train the
teachers that the desired expansion would require, and inspire them with the enthusiasm
and the gift for passing it on to their pupils of which English teaching stood in such
urgent need:

"There are some things which it appears to us to be within our province and
part of our duty to say. First of all, the School or Schools of English
Language and Literature should rank at every English University as at least
the equal of any Arts School. By nothing less can a University recognise the
importance of our language and the greatness of our literature......... A charge
often brought against English at the Universities is that it is a "soft option®.
This is an accusation which affects the whole of our enquiry. If it were made
good, it would go a long way toward providing a justification for denying
English the place in our educational system which we demand for it. ......But
it is a pure delusion to suppose that the fact that a boy or man knows enough
English to talk to his brother, to take a railway ticket, or even to conduct a
business, leaves him nothing hard or difficult to learn when he comes to study
English Literature. ......The literature of England belongs to all England, not
to the Universities or to any coterie of the literary or the learned: and all
" may enjoy it who will. But there is another delight besides this open and
universal one. In this matter, as in others, the scholar has his own task and
his own reward. The man who enters an English School hoping for an idle or
an easy time should at once find that he has deceived himself. The University
will ask much more of him than can as a rule be attempted by the ordinary
reader. Besides, the sense in which Shakespeare is open to all the world,
there is another in which the full knowledge of him is the last reward of

prolonged and laborious study. ...... Into this scholarly study of literature other
elements besides exegesis, that is the drawing out of a book all that is in it,

must, of course, enter. In the first place, literature, and in particular poetry,
is the finest of the fine arts, and its principles and methods need at least as
much study as those of the others." 2

To conclude that the Newbolt Report brought about an immediate reformation would be a
mistaken assumption. As has already been shown, many teachers were uninfluenced 3,

and the Universities certainly took their time about implementing some of its proposals
and accepting its underlying philosophy, if indeed it can fairly be said to have had one.
David Palmer agreed with Stephen Potter about its style:. "Rarely has the Civil Service

produced such a readable document®, * but is less happy about its content:

"However, it is for the most part a rather uncritical acclaim of the prestige
of English Literature as an educational instrument. Scattered through its 400
pages are reiterated generalizations about the ‘glories’ of the national
literature, and the wide scope of the survey is somewhat flimsily grounded
upon vague assumptions about the cultural influence of the subject. As an
official Report it is disappointingly nebulous in its conclusions.” °

1 Op.cit. §§ 108,109,117 passim 2 Op.cit. §§193-195 passim 3 v.sup. pp 31-32
4 The Rise of English Studies, 1965, p 179 5 Ibid.
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Palmer was, however, able to find some ameliorating factors:

“Nevertheless, the report voiced the general dissatisfaction with outworn
methods of teaching which had lingered on in schools and universities since
the previous century. It endorsed the criticism of the narrowness of old-
fashioned philology in undergraduate courses, and recognized that the study of

language should include syntax and semantics as well as phonology,
particularly where it is combined with the critical and historical study of
literature, * !

Perhaps the fairest way of estimating the effect of the Newbolt Report is less by the
importance of any particular achievement which may be ascribed to it, than in the fact
that it prepared the way for a significant increase in the influence of those (like
Caldwell Cook) who had hitherto been working in the background ;avilh an impact little
wider {han that of the schc;ol which happéned to employ them; and those who had not as
yet appeared on the scene, but who were able to thrive in the more liberal atmosphere
which Newbolt heralded.’

Foremost among these is Dr F R Leavis, who became a beacon in the world of university
English studies, gave his name to a school of criticism, and was a powerful ingredient in
the mental processes and methodology of a whole swathe of those engaged in literary
studies long after his 'floreat' dates.” Indeed, | can just personally rémember what may
well have been his last intervention in matters of literary controversy, which occurred
during my probationer year in the teaching profession -~ an article contributing to the
debate on whether C P Snow could properly be styled a novelist. As | recall it, over
an interval of nearly forty years, he supported the right side, but with such clumsy and
misdirected vehemence as to lend considerable advantage to the opposition; an

intérpretation which some would no doubt read as a paradigm of his overall contribution
to the Cambridge English Faculty and to the world of English teaching in general.
David Palmer, for instance, says of him that "nobody has argued more cogently. about
the place of English studies in the university” %, but fails to be convinced or impressed
by his arguments. He refers to:

"Dr. Leavis's particular and uncompromising stress upon the traditional belief

that we are somehow wiser and better for our reading of great literature,
just as the confessed aim of all education has always been in one way or

another to equip us for 'the important choices of actual life'® 2

1 Op.cit. p 179 2 The Rise of English Studies, 1965, p 158 3 tbid. p 160
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Palmer finds this stress too narrow:

“....there seems little reason why English studies should be peculiarly fitted
to become the chief underprop of humane education, as Dr Leavis would

have them to be. Since his proposals have never been implemented, we have
still to discover whether the literary critics trained under these conditions
would be markedly better equipped than other educated men, but the notion
seems rather improbable. As a race, the great critics of the past have not

been particularly distinguished from their fellow men for their adroitness in

dealing with ‘'the important choices of actual life'." !

Shayer describes him as “"one of the most outspoken advocates of the ‘minority culture'

theory”,” which he feels to have been a key point of tension in secondary education

since 1945. This in turn developed as a result of the impact of the 'New Criticism’
which Shayer believes to have been established within the school context by the mid~
thirties, placing *emphaisi‘s "on such things as tone, style, the writer's intention, artistic
structure, the use of symbol or irony, and on the general imaginative qualities of the
text";  putting texts "unequivocably at the centre of literary study with historical-

biographical detail only just bringing up the rear”; and ensuring that “the superfiﬁial
irrelevancies of ‘allusion hunting’, extensive biographical background........and

grammatical red herrings were discarded (in theory) in a single enlightened sweep."?
In real terms, it seems clear that the practice did not entirely live up to the theory, or

that real life went on more outside the bracket than within it.
Nevertheless, Shayer is clearly entitled to say that "The New Criticism represented a
major advance in literary studies on both sides of the Atlantic and is one of the
principal agents of influence in English in this century"4 even if that advance was more
apparent at University than at school level, and there is a greater degree of sober
realism in the way in which he continues:
"One can at least say that if School Certificate set books changed little
during the thirties, forties and fifties, at least in many schools the method of
study changed in a 'New Critical’ direction, though it would be rash to
assume that the change was either rapid or universal®. 3
The trouble is, perhaps, the effect that Leavis tended to have upon his disciples: *No
one concerned with literature can fail to respond with excitement to this sort of thing"®
says Shayer a little later as he moves on (and back) to the 'Minority Culture' idea;

rather as the students of Peter Abelard are said to have responded to his famous lecture

1 Op.cit, p 160 2 Op.cit, p 124 3 Ibid. p 125

. 4 Ibid. 5 Ibid. pp 125-126 6 lbid, p 127
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"I said 'Ye are Gods'®! Shayer quotes at length from Leavis' essay of 1930, Mass

Civilisation and Minority Culture, and then sums up a key passage as follows: "To be
involved in teaching English is not just to be concerned with pupils' 'reading' or
'writing' or 'spelling’ but to be responsible for the health of language, and consequently
for civilised thinking and living, for the growth of emotional and even moral judgment,
and for the quality of life itself." ' Heady stuff indeed, and quite a heavy burden for
the teacher of English, which perhaps .the expectations of the intervening sixty-five
years have somewhat mitigated.

It all comes out a little less intoxicating in Francis Mulhern's detailed study of the
contribution to the intellectual life of England of Leavis, whom he describes as having

had "one of the longest and most controversial ... careers ...this century®, evoking
"above all others in modern English cultural history.... asperity, dissension and bitter
conflict"” Commenting on the essay Mass Civilisation and Minority Culture Mulhern

observes:

"Abused and alienated, the language of modern times was also
uProoted the substance of ‘culture' was, to an ever greater extent,
'actually a matter of words', and that 'without the Iwmg subtlety of the
finest idiom (which is dependent on use) the heritage dies’. Now, with the
decay of the social life that it had articulated, that 'use', on which the
entire super-structure of ‘culture' ultimately rested, had ceased to be
general or to command assent among writers. The major literary
achievements of the pre-industrial age had derived their strength from the
resources of a vital popular speech rooted in a stable and homogenous social
I|fe The 'tremendous principle of life' that animated Dunbar's best poetry

..the gift of the peasantry of mediaeval Scotland; Shakespeares
Ianguage .was that of a 'community which forged it as a vital medium';
and there too, in 'the same people that created the English language for
Shakespeare's use', was the source of the ‘'rich, poised and mature
humanity’ that Leavis cherished in The Pilgrim's Progress. The contrasting
situation of the modern writer - poet, journalist or critic - was one of
rootlessness."

Shayer chooses a different and, within his chosen context, a more exciting emphasis:

“In any period it is upon a very small minority that the discerning
appreciation of art and literature depends: it is..... only a few who are

capable of unprompted, first-hand judgment. They are still a small minority,
though a larger one, who are capable of endorsing such first-hand judgment

by genuine personal response......The minority capable not only of
appreciating Dante, Shakespeare, Donne, Baudelaire, Conrad (to take major
instances) but of recognising their latest successors constitute the conscious
-ness of the race......Upon this minority depends our power of profiting by
the finest human experience of the past; they keep alive the subtlest and

1 Op.cit. p 127 2 The Moment of Scrutiny, 1979, Preface, p vii 3 Ibid.
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most perishable parts of tradition. Upon them depend the implicit standards
that order the finer living of an age."

As | said before, heady stuff; and one can readily understand how such material might
have inspired a new generation of teachers and lecturers sitting at the feet of Leavis in
his prime and watching him throw open a succession of charmed, magic casements.
Perhaps Fred Inglis sums up his impact most effectively when he says:
“Perhaps the only attempt at totality in a theory of education which has had
visible effect upon English schools is that of F R Leavis ......and it would

seem no accident that almost alone among schoolteachers in this country the
teachers of English attempt to talk out with their pupils a moral position for

the individual and a critique of the society he lives in. We do this......often
uncertazinly and with a sense of riven responsibility, but we do it as best we
can.”

This highlights effectively an essential point in the search for some firm ground to stand

on in the examination of standards in the teaching of English. For just as | argued, in

the Preface to this thesis®, that "standards® is not a word with a single, constant
implication, so, too, with "values® - no matter how loudly we trumpet our values as
traditional and eternal, the word remains another conveniently ambiguous label for an

elusive concept, essentially transitory and inconstant . As individuals we tend to stick

to those values that we learned or acquired in youth, and to cﬁange them only as the
result of some fairly substantial shock to the system - but if the individual changes
only slowly and reluctantly, and society as imperceptibly; as the movement of the hour
hand on a clock, that change is none the less contim;ous and inevitable. Whaf we tend
to call an "ethos" is in reality no more than a prevailing tendency, tempered by the
conservatism of those who have not yet embraced it and the radicalism of thﬁse IWhO
are already moving on to some newer vision; but at any given time it is still possible
to give that ethos a local habitation and a name, and thi; is never done more Ireadily
than by politicians and tabloid journalists, who crave for stimplistic expressions of the
problems of the age, so that they can peddle equally simplistic solutions. L

When we talk of standards of education we are generally concerning our;elvés with
education as applied to society rather than to the individual - and those st.;:mdards can
only be assessed by the values that socéiety seeks to apply to itself and its citizens at
the time. The religious certainties which informed the opinions of Matthew Arnold, and

1 Op.cit. p 127 2 The Englishness of English Teaching, 1969, pp 2-3 3 v.sup., pp 10-15
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the moral absolutes which underlined James Welton's demand for ennobling sentiments ',
can no longer be taken for granted - any more than it is possible to assume a common
knowledge of the body of literary and specifically biblical reference which authors
quite recent in the annals of English literature could take for granted. Take, for
example, Kipling's short story The Cardener, almost certainly inspired by his work with
the Imperial War Graves Commission. Essentially, this deals with a woman who,
having given birth to an illegitimate son, devotes her life to convincing everybody,
including the child, that she is in fact his aunt ~ and maintains the fiction even when
searching unsuccessfully for his grave among the multitudinous dead of Ypres.
Eventually she meets a man who says simply ‘Come with me and | will show you
where your son lies'. When Kipling wrote the next, and final, paragraph, it must have
been incomprehensible to him that the concluding allusion would not remain indefinitely

apparent to his readers:

*When Helen left the Cemetery she turned for a last look. In the distance
she saw the man bending over his young plants; and she went away,
supposing him to be the gardener." ?
Yet what proportion of A level English students, or of undergraduates reading for an
English honours degree, could be relied upon to make the necessary connection today?

And just as familiarity with the cadences of the Authorized Version can no longer be

assumed, what of the casual reliance on classical mythology which has been a staple

in the metaphor, simile and reference of author after author throughout the history of
English Literature 2 How much of that can we legitimately expect the modern student
to take in his stride ?

Yet it is important not to see this unquestionable deterioration in an area of knowledge,
once taken for granted as part of the educated man's mental wardrobe, as necessarily
evidence of a decline in educational standards. It is rather, as would be a comparison
between the conventional wardrobes of members of two different generations, a change
in taste, a change in the values of contemporary society. Perhaps, to offer a simplistic
solution of my own, a century which produced the Somme, the Holocaust, Dresden,

Hiroshima and the long drawn out fears of the cold war, produced in the process a

1 v.sup. p 28 2 In Debits and Credits, 1926, p 414
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society which could no longer, in the main, be frightened by the thunderbolts of Zeus
or comforted by promises of an afterlife.  In short, a real and practical
Cotterddimmerung. What is unquestionable is that the two world wars of the twentieth
century have provided two examples of the kind of event which change the values of
both individuals and of society, and which provide not merely the opportunity but the
necessity for English teachers to engage in the kind of dialogue with their pupils
referred to by Fred Inglis. The point may perhaps be illustrated by extracts from the
poetry inspired by these events, almost all of it readily available to schools in the
anthologies progressively added to stock cupboards over the period.

Before the first world war, it was possible to believe that, as in Kipling's' Stalky & Co,
there was no higher calling than to go out and serve the glories of empire, and no
better values on which to model the standards of education than those which produced

the backbone of the British Raj. It is unfair to see Kipling as nothing more than a

jingoist (aS witness the incident of the jelly-bellied flag-flapper in the chapter The
Flag of their Country) but it is in the light of Stalky and Co and contemporary
thinking at the turn of the century that Newbolt could write

"The voice of the schoolboy rallies the ranks
Play up! Play up! and play the game!®;

that Rupert Brooke could react, in The Soldier, to the prospect of death in action, with

“If | should die, think only this of me:
That there's some corner of a foreign field
That is for ever England” ;

and that Asquith similarly could evoke the influence of 'ennobling literature' and the
stirring rhetoric of Henry V :

"...And falling thus he wants no recompence
Nor needs he any hearse to bear him hence
Who goes to join the men of Agincourt.”

That spirit is epitomised in Newbolt's Clifton Chapel:
Qui procul hinc, the legend's writ
(The frontier grave is far away)
Qui ante diem periit,
Sed miles, sed pro patria

and it died in Flanders. While actually

concentrating on something entirely different, H E Bates reveals one of those memories

.that seems to be engraved ineradicably on the retina when he recalls his first meeting
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with Edmund Kirby °

"a young infantry officer who had come home from France without several
of his fingers and with his face atrociously mutilated and his arms and legs
stiff from wounds."

This kind of encounter brought home quite clearly what it was your country needed you
for - and it had ceased to be a romantic prospect. Kipling himself turned on the
politicians:

"They shall not return to us, the resolute, the young,
The eager and whole-hearted whom we gave:
But the men who left them thriftily to lie in their own dung,
Shall they come with years and honour to the grave?" 2
and

"l could not dig: | dared not rob:
Therefore | lied to please the mob.

Now all my lies are proved untrue
And | must face the men | slew.
What tale shall serve me here among
Mine angry and defrauded young?”

Wilfred Owen mourned, not the lack of hearses for those 'who go to join the men of

Agincourt’, but of "passing bells for these who die as cattle®; and, in a new tone of

realism, provided a bitter response to Newbolt's Clifton Chapel:

"If you could hear, at every jolt, the blood

come gargling from the froth-corrupted lungs,
Bitter as the cud |
Of vile, incurable sores on innocent tongues, -
My friend, you would not tell with such high zest
To children ardent for some desperate glory,

The old lie: Dulce et decorum est

Pro Patria Mori " 4

Sassoon also attacked furiously those who tried to keep the old spirit alive:

"The House is crammed: tier beyond tier they grin
And cackle at the Show, while prancing ranks
Of harlots shrill the chorus, drunk with din;
'We're sure the Kaiser loves our dear old tanks!’

I'd like to see a Tank come down the stalls,
Lurching to rag-time tunes or 'Home, sweet Home',

And there'd be no more jokes in Music-halls

To mock the riddled corpses round Bapaume." 5

Even Newbolt changes his tone and loses his old certainties:

"O living pictures of the dead,
O songs without a sound
O fellowship whose phantom tread
Hallows a phantom ground -
How in a gleam have these revealed
The faith we had not found." °©
1 vosup. p 18 2 In Debits and Credits, 1926, p 414 3 A Dead Statesman

" 4 Dulce et Decorum Est S ‘Blighters’ 6 The War Films
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It was possible for the poetic vision to retain echoes of the old romanticism, but only if
they were mixed with the new realism, in a literary and linguistic realisation of that
progressive change of values and reactions to which | referred eatlier’:

"Bosches back in Stri:p Trench - it's a monumental bollocks every time and

but we avoid wisely there is but death. Lance-Corporal Bains, sweating on

the top line, reckoned he'd clicked a cushy get away; but Captain
Cadwaladr holds the westward ride, & that's torn it for the dodger. Captain
Cadwaladr is come to the breach full of familiar blasphemies. He wants the
senior private - the front is half-right and what whore's bastard gave the
retire and: Through on the flank my arse.

Captain Cadwaladr restores

the Excellent Disciplines of the Wars.
And then he might see sometime the battle was driven a bow draught from

the castle and sometime it was at the gates of the castle.
And so till midnight and into the ebb-time when the spirit slips lightly from
sick men......and all these here lying begin to die on both parties.” 2

There is no longer a sense of a cause to die for so much as grim acceptance of fate

- as in Alan Seeger's prophetic "I have a rendezvous with death at some disputed

barricade”; and where Sed miles, sed pro patria used to be enough, there is now a
growing revulsion at the thought of “The imminent deaths of twenty thousand men/that

for a fantasy and trick of fame,/Co to their graves like beds." 3

By the time of the Second World War, there was less shock at the inevitable bloody

carnage, but there was also a greater sense of counting the cost; deeds of heroism
could be praised in verse, but they needed to reflect a decision that the sacrifice was
worthwhile. Defending a position to the last man was no longer the automatic duty of
the fighting man. Housman could still evoke the spirit of Thermopylae in his poem The
Oracles to reinforce the concept of inevitability:
" The King with half the East at heel is marched from lands of morning;
Their fighters drink the rivers up, their shafts benight the air.
And he that stands will die for nought, and home there's no returning.
The Spartans on the sea-wet rock sat down and combed their hair." *
but by the time Michael Thwaites uses the same image, in his very uneven poem The
Jervis Bay, the sacrifice has to be the result of a calculation of relative values. The
Royal Navy had not abandoned ‘the Nelson touch', but before 'engaging the enemy more
closely', and committing his armed merchantman convoy-escort to inevitable defeat in

conflict with a German battleship, the captain weighs carefully the value of delaying

the attack on the convoy against the loss of his own ship.

. 1 v. sup p 41 2 David Jones, In Parenthesis, p 181 3 Hamlet)V.iv.60-62 4 Last Poems XXV



46

It is not just familiarity with classical reference that is starting on its long decline, but

the automatic acceptance of classical values:

"Rarely it comes, and unforeseen.

In the life of a man, a community, a nation,
The moment that knits up struggling diversity
In one, the changing transverse lights
Focussed to pin-points burning intensity,
Rarely and unforeseen.  ..ceeeene

So Fegen stood, and time dissolved,

And Sturdee with his ships steamed out
From Coronel, and in the pass

Of Roncesvalles a horn was sounding,
And Oates went stumbling out alone

Into that Antarctic night,

And Socrates the Hemlock drank

And paid his debts and laid him down,

And through the fifty~three Revenge

Ran on, as in Thermopylae

The cool-eyed Spartans looked about,

Child Roland, trembling, took and blew,

The Jervis Bay went hard-a-port.”
Perhaps, in the last analysis, what emerges from the impact of two major conflicts and
an uncertain peace in the first half of this century, is a new and wide-ranging
cynicism. One finds it in the last line of a poem called The Tail Cunner = "And when
he died, they washed him out of the turret with a hose® - and, with much wider

implication, in Henry Reed's Lessons of the War :

e like the bolt,
And the breech, and the cocking-piece, and the point of balance
Which in our case we have not got; * -

and it symbolises, even more certainly than the challenge to gender stereotyping and to
an automatic acceptance of a 'two nations' division of British society which began to
emerge after 1918, a growing unwillingness to accept any code of authority that
depended upon automatic assumptions of its own validity.

It was this spirit that made it necessary for English to be taught in the way
which Fred Inglis describes; ! which is illustrated by one of the teachers with whom he
worked, who describes reading Binyon's For the Fallen with a class and then discussing
whether Remembrance Sunday should continue to be observed;? and which was to
require a new approach to the whole structure of education in this country. While
possibly delaying the implementation of the new approaches that Leavis and his

T v.sup, p 41 2 v.inf, p 76
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followers had been developing in the thirties, the war, when it ended, had made almost

inevitable the establishment of the kind of environment in which new ideas could
flourish, and in which the weight of the dead hand of tradition was being seen
increasingly as an irrelevance - and it is significant that the country did not wait for
the final conclusion to hostilities before embarking upon the preparations for a more
significant legislative onslaught on the deficiencies of the education system than had
ever been contemplated before. Whatever else may be said about the Education Act of
1944, it undoubtedly constituted a natural watershed in educational practice, just as the

recent Education Reform Act of 1988 undoubtedly constituted another,
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PART TWO ~ Norwood and After

We would assert our belief that premature external examination of pupils at school in
English Literature is not only beset with every difficulty but is productive of much harm
in its influence on the teaching of English Literature and eventually upon English as
a whole; and for that reason we would advise against any such form of examination,

The Norwood Report p 96
In the interest of the individua! child and of the increased freedom and responsibility

of the teaching profession change in the School Certificate examintion should be in the
direction of making the examination entirely internal, that is to say, conducted by the

teachers at the school on syllabuses and papers framed by themeselves.
The Norwood Report ;: Summary of Main Recommendations (9)

The first public manifestation of the intended new deal was in the White Paper of july
1943 entitled Educational Reconstruction, which seems to have been unanimously well
received:
“The Times not unjustly called it a landmark in English education, and said
that it promised 'the greatest and grandest educational advance since

1870.' .....In a two days' debate....the House of Commons 'showed itself
of one mind to a degree rare in Parliamentary annals.” !

This effectively cleared the way for the Norwood Report of 1943, from which the
Education Act of 1944 draws its source and origin, and which was an account of the
proceedings of “"the Committee of the Secondary School Examination Council appointed by
the President of the Board of Education in 1941" to look into Curriculum and Examinations
in Secondary Schools.

Many, but not all, of its recommendations were accepted, and it is an interesting, if
somewhat pointless, speculation to consider what might have been the resultant picture of
education, fifty years later, if all of them had been. Certainly, it is not a speculation

which would have delayed the Committee. Their report concludes with the words:

"we have reached a common mind as to the developments which we deem to be
desirable in our educational system during the next few years. Our readers will,

‘perhaps, count it to our credit that in a period of rapid evolutionary’ changes we
do not think it wise to read too closely and too confidently the possibilities of the
* distant future.”

In view of this becoming modesty, it would be futile to spend time regretting the fact that
hardly a single one of nineteen major recommendations and six expressions of hope has
survived into contemporary practice; and hopelessly anachronistic to lament the circumstance

that some of them were never enacted at all.

1 H C Barnard, A Short History of English Education 1760-1944, 1947, pp 344-345
1 Op.cit. p 127
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Nevertheless, there are passages in the Norwood Report that underline not merely the
inescapable rightness of refusing to read "too confidently the possibilities of the distant
future®; but also that the 'common mind' which, even in the dark days of the second
world war could concentrate so effectively upon the desirable developments of the
educational system over the next few years, was capable of a more' rational, more

humane and more understanding approach than that of the singular minds which have held

sway over education in those recent times into which the Norwood Committee was wise
enough to refuse to peer. . Let me cite just one example of a position taken by that
committee which, in my opinion, demonstrates clearly the deterioration in political
thinking over half a century, and this, please note, is not to become a specific
recommendation, but just a thought en passant.
"Some Local Authorities grant loans to students of merit who wish to go on to
advanced education at a university or elsewhere. ....... Many of us feel that,
if a student is really of merit high enough to justify assistance, it should be
given without the obligation of repayment, which in many cases is bound to be

a burden in the first years of earning, and that encouragement should not be
given to a young man or woman to borrow for any purpose,” 1

It is the contrast between the mental attitudes, rather than the mere fact of change,

which should inform our examination of the detailed history of educational development

between the Education Act of 1944 and the Educational Reform Act of 1988, and

should, at the same time, maintain a moral dimension among the coldly rational elements

of cost-effectiveness and formative assessment which are likely to move to the forefront

of our consciousness as we reach the end of the journey.

At the beginning of it, we can see the revolution which the 1944 Act was determined to
bring about, and it is instructive to look back at the first twelve of the Norwood
Committee's 'main recommendations’ which were intended to assist in creating it. On
pages 139 to 141 of the Report these recommendations are conveniently summarised:
the first twelve are in four sections, of which the first contains seven recommendations,
the second and last only one each, and the third three. The first section must be by far
the best known. It set down for the first time the principle that "the definition of
secondary education should be enlarged so as to embrace three broad types of
education®? and having thus sown the seeds of the tripartite system which still contrives

1 Op.cit, p 41 2 Ibid. p 139
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to bedevil the thinking of many in national and local government, went on to create a

series of checks and balances against the worst excesses of a rigid application of a

division into Grammar, Technical and Modern. It is, | think, instructive to note the

thought that went into these qualiificatory recommendations and then to note the amount of
time and effort spent in implementing them. Almost without exception they have been
totally forgotten, and it is questionable whether any of them received more than lip-
service attention from the beginning. _Recommendation 2(a) tells us that “these three
types of secondary education.....should be accorded all the parity which amenities and
conditions can bestow"; 2(b) that "In suitable circumstances secondary schools of
different types should be combined" which sounds remarkably like an- endorsement of
comprehensive education,. for which credit is not normally given to the 1944 Act. It is,
of course, true that the members of the Norwood Committee may well have been

thinking more of the sort of institution to which the label 'trilateral' might be attached
than of the conventional comprehensive, but the evidence of the Report is by no means
entirely supportive of that interpretation. Number 3 among the recommendations states

simply "Each type of school should be so organised, particularly in the lower forms, as
to make transfer from one to another as easy as possible” and this point is elaborated in
Recommendations 6 and 7, which read respectively:

. "In each secondary school of whatever kind pupils of the ages 11+ to 13+
should form a 'Lower School'. The curriculum of the Lower School should be
‘roughly common to all schools. During his progress through this Lower School
the pupil should be under the supervision of a Master or Mistress charged with
the special responsibility of recommending, after skilled observation, the type
of secondary education most appropriate in each case at the age of 13+"

and
"During the years 11+ to 13+ transfer should take place as desirable; but at

13+ the pupils in each Lower School should be reviewed and be
recommended to the school giving the most appropriate kind of secondary
+ education. Promotion from the Lower School into the higher forms of the

same schoo! should not be made as a matter of course.” !
If these recommendations had been enacted in 1944 in such a way as to give them teeth
- rather than what did happen, which was to allow them to float in the background as
pious but impracticable aspirations = much good might have resulted and the tripartite

system been vindicated as a result: as things in fact were, it would be hard to think of

1 All quotations on this page are from the Norwood Report, p 139
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a better instance of legislation more honoured in the breach than the observance.

Recommendation 4 merely gives us the label 1‘i +, "as a convenient administrative term”,
but again it is important to understanci that, to the Norwood Committee, the convenience
of the term in question was for labelling pupils of an age appropriate for transfer to
secondary .education, including "children of 10+ and 12+ in whose interest transfer to
secondary education should be accelerated or delayed”, and emphatically not as shorthand
for the method of discrimination or selection. On the contrary, the one remaining
recommendation of this group, number 5, makes this absolutely plain; and gives at the
same time the first hint as to a key strand of thought among the Committee which was
never to be given full play, and which could hardly be more diametrically opposed to
contemporary political thinking if the members of that Committee had actually read
confidently and accurately into the distant future and consciously determined to defy itl

Recommendation 5 proposes that:

"Differentiation of pupils for the kind of secondary education appropriate to
them should be made upon the basis of (a) the judgment of the teachers of

the primary school, supplemented if desired by (b) ‘intelligence' and

‘performance' and other tests. Due consideration should be given to the choice

of the parent and the pupil.” 1
It is this desire to place responsibility firmly and foremost upon the shoulders of the
teaching profession,~ not merely in the task of determining initial aptitude but later
through the Master or Mistress charged with the special responsibility of recommending,
after skilled observation, the most appropriate type of education from the age of 13+
— which most clearly differentiates the Norwood Committee from its many successors as
government appointed enquirers into the educational process, and justifies (insofar as
anything can) ‘the plaintive cries of 'might-have-been' from those who have blown the
dust off its long-forgotten pages. For it was not in terms of secondary school selection
alone that the Norwood Committee saw teachers as the proper repositories of genuine
responsibility, but in the wider world of public examinations; which must now occupy a
larger place in this thesis than implementation of that vision would probably have
warranted. The third group of recommendations, numbers 9 to 11, concerns itself with

the School Certificate Examination, and the key sentence is the opening one:

1 Op.cit. p 139
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“In the interest of the individual child and of the increased freedom and
responsibility of the teaching profession change in the School Certificate
Examination should be in the direction of making the examination entirely
internal, that is to say, conducted by the teachers at the school on syllabuses
and papers framed by themselves.”
and the committee goes on to suggest a seven year transitional period during which the
University Examining Bodies should continue to operate the examination, but through the
agency of Sub-Committees containing strong teacher representation, and that, at the end
of this period a decision should be taken as to whether the change to a wholly internal
system is possible or whether there should be a "further transitional period in which the
teachers would take still greater control of the examination and the Universities still
less". What is not envisaged is that the drive to have the teacher in charge of the
assessment and testing of what his pupils have learned should be abandoned, or that
examinations should continue to lead and dominate the syllabus rather than reflect and
appraise it.
In this respect, the Norwood Committee was well ahead of its time: not until the advent
of CSE Modes 2 and 3 could this concept be said to have been given a legitimate
opportunity to prove itself — and while it is an easy task to find educationists prepared to
insist that CSE was in almost all respects a more appropriate test as well as better
founded and administered than its GCE parallel, this was clearly not the view which
politicians were prepared to hear.
In the middle of this major but doomed reform it is easy to overlook recommendation

number 10 (b) which was, in the main, put into practice and taken thereafter so much

for grénted that the introduction of the National Curriculum in 1988 was seen by
scarcely anyone as the reimposition of earlier arbitrary barriers and limitations which it
in fact was. The wording of the TCommittee, in seeking to dispose of the idea that
examination "success” consists of the collective negotiation of several disparate hoops
during the same period, reads:

" (the examination should) become a "subject” examination, pupils taking

whatever subjects they wish to take. A certificate stating the performance of
the pupil should be given to each candidate; to this statement should be added

by the school authorities an account of the pupil's school record.”

1 All quotations on this page are from the Norwood report, p 140
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To be fair, it must, | suppose, be conceded that this premature invention of the Records

of Achievement concept had to wait for its introduction to the 1988 Act which swept
away just about everything else of the Norwood Report which was still left.

Of the two remaining, single paragraph, recommendations of the Committee, one was so
avant garde that its implementation is not yet seriously under consideration, while the
other will seem so familiar that one is surprised to find that it needed to be put forward.

The first of these, number 8, reads:

"Up to the age of 18+ all pupils should receive full-time education or be
brought under the influence of part-time education, and full consideration

should be given to the educational and social advantages of the performance
of public service for a period of six months falling between school and
University or other courses of higher education.” |
while the second, number 12, effectively creates the 'A' level examination with the
same emphasis on individual subjects as was emphasised in the proposed reforms of the

School Certificate.

"To meet the requirements of University Entrance, of entry into the
professions and other needs, a School Leaving Examination should be

conducted twice each year for pupils of 18+. Pupils should take in this
examination the subjects required for their particular purpose in view. Its
purpose should not be to provide evidence of a 'general' or ‘all-round’
education.” 2
The remaining recommendations devote themselves to the financing of university careers,
in effect creating the framework for the establishment of State and County Major
Scholarships and declaring the winning of an Oxbridge College or provincial University
scholarship to constitute a claim on public funds; and conclude with three general
proposals: to increase the Inspectorate, to improve school record-keeping, and to
establish machinery for encouraging and publishing educational research. It is also
interesting to note that even in the section dealing with the examination for State

Scholarships a refreshingly unfamiliar sense of liberalism appears, coupled yet again with

the desire to place trust in the discriminatory powers of the schools. it was proposed to

issue two lists of candidates for Scholarship examinations:

"Part A would contain those of high intellectual distinction, that is to say,
capable of obtaining a first class or a good second class; part B would contain
those of good intellectual attainment whose claims might be considered if
there were other outstanding merits disclosed by the school record, but
undiscoverable by written examination®. 3

1 Op.cit. p 140 2 ibid. 3 ibid. p 138
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| find this particular consideration an interesting contrast with the arid concentration on

competition which seems to bedevil so much reformist zeal at both earlier and later
periods of educational change. In his magisterial survey of the English examination
system, Examinations - An a;:count of their evolution as administrative devices in
England , R ] Montgomery refers to Lord Powis who, in the 1860s,

"Objected to men being examined in different papers. He wished to have men

pitted against each other in one common classical examination for the purpose
of assessing their rank order, as in an athletic competition.”

Montgomery was writing in 1965 and could confidently begin the paragraph which
introduces the antediluvian peer with the words "There would be few nowadays who

would agree..." One cannot help but wonder whether he could have been quite so
confident thirty years later, in the exciting and challenging atmosphere of SATs and
League Tables. But it is from precisely such a standpoint that we must now look back
upon the thinking of the Norwood Committee, though without allowing academic
objectivity to be distorted. Even with that proviso, however, it is difficult to resist the
conclusion that the Norwood Report, considered all in all, represents a wide-ranging and
far*-reaching survey of educational needs which, through its impact on the 1944 Act,
was to have enormous influence for forty years; and demonstrates a confidence in the
professionalism, integrity and ability of those charged with ensuring the success of
educationa!l provision which, had it lasted longer, might have achieved even more.

It is, as | have suggested above, at least arguably a pity that what will unquestionably be

remembered as the main plank of the 1944 Act should have been a simplistic and
divisive interpretation of one of the principal thrusts of the Norwood Commit?ee - the
introduction of the tripartite system of secondary education. As Professor H C Barnard,
writing shortly after the enactment of the necessary legislation, observes:

"The history of English education is full of examples of theoretical arguments
advanced to justify an already existing state of affairs. The a priori
classification outlined by the Norwood Committee fitted in excellently with
the scheme of post-primary education laid down in the Spens Report; and that
in turn had been modelled largely on a system which had grown up in this
country and had been determined mainly by historical, political and economic
positions. For the 'academic' child of the Norwood report there would be the
secondary grammar school; for the mechanically minded there would be the
secondary technical school; while for the pupil with an ‘essentially practical
bent' there remained the secondary modern school. .......The division of

1 Op.cit. p 15
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children into three types, with three corresponding kinds of secondary school
into which they can be drafted at the age of eleven plus......is implicit in the
recommendations of the Hadow Report; and this scheme has merely been
applied and elaborated by the Spens and Norwood committees.” *
This, | beﬁeve, while true of the position which the 1944 Act undoubtedly took, is less
than just to what the Norwood Committee actually intended. My own interpretation of
their text is less as a bland continuation from Hadow through Spens than as a serious
attempt to a;void too rigid an insistence on a 'three nations' educational philosophy. As I
have already observed, the weight of the appropriate group of recommendations seems to
me to be placed upon the creation of a series of checks and balances designed to prevént
what actually occurred; a permanent and absolute division at the age of 11+, dependent
exclusively upon an ad hoc examination. Had the actual practice of the 1950s
incorporated some of the specific recommendations of Norwood, things must, | think,
have been rather different. For instance, the insistence that "at .13+ the pupils in each
Lower School should be reviewed and be recommended to the school giving the most
appropriate kind of‘secondary education” reinforced by the two further observations that
"the curriculum of the Lower School should be roughly common to all schools® and that
"promotion from the Lower School into the higher forms of the same school should not be
made as a matter of course.” In practice, of course, this last clause was occasionally
used in grammar schools as a threat or deterrent to the badly-behaved or otherwise
undesirable pupil in l:ais first two years, but had no other significan;:e. The disparities of
syllabus between Grammar and Secondary Modern in the first two years; were so vast as
to make promotion from the latter to the former almost imposs;ible, however blatantly
unfair subsequent developmentsr might show the original selection process to have been,
and the idea of a serious and significant review of aptitude after two years was never

given serious credence. This last shortcoming is, | believe, symbolic of the failure of the
1944 Act to recognise the real strength and revolutionary zeal of the Norwood Report -
its trust and belief in the ability and integrity of the teaching profession.

It will be remembered that the Committee's recommendation for the selection process
was to be dependent firstly upon the judgement of primary school teachers, supplemented
by tests, and that the 13+ review was to be in the hands of a Master or Mistress of

1 A Short History of English Education 1760-1944, 1947, pp 310-311
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Lower School charged with the special responsibility, after skilled observation, of making

the necessary determination. It is not difficult to see snags in the operation of such a

system, and the pressures on those so charged would have been considerable, but 1 for
one would have preferred to have seen the scheme tried and fail ‘rather than simply
ignored; and it may be that in side-stepping this emphasis in the Norwood Report, the
legislators of the 1944 Act missed a larger and more important opportunity than has been

widely recognised.

What has, of course, been duly noted, is the related failure to act to the full extent of
the opportunity on offer in respect of the reform of the examination system. In the sequel
to his 1965 work, Examinations , R J Montgomery makes a particular point of this: °

“The influential 1943 Norwood Report.......recommended that examinations

should be available on a single subject basis. The child was to become the
centre of the educational scene while the schools and their teachers were to

be encouraged to develop a greater sense of responsibility for what they were
teaching. Initially they were to offer their own syllabuses, ultimately they
were to become responsible for their own examining Wthh was to become
internal to each school at the sixteen-year-old level.’

He goes on to observe that, while the internalisation of examinations did not take place,
the GCE examination introduced in 1951:
"was offered on a subject basis. Maintenance of balance in the curriculum
was thus left to the secondary schools Lhemselves, open as they were to
inspection by the Ministry of Education.”
In terms of maintaining a "child-centred® approach, this may be described as making the
best of a bad job, and Montgomery immediately goes on to emphasise the point:
"Change became more rapid after the SSEC was superseded by the Schools
Council for the Curriculum and Examinations in 1964. In 1965 the new CSE

examinations were introduced for the abler pupils in secondary modern schools

and, with their emphasis on teacher control at every level, reinforced an
opinion that examinations at secondary schools would be freed from the
conservative influences that had kept them unchanged for so long." >

This last opinion seems to me to be apparent among the members of the Norwood
Committee,l or rather there seems to be a clear inference that such a desire was shared
by eleven of the twelve signatories to the Norwood Report, since among them only Terry
Thomas has caused an asterisk to be affixed to his name, which is glossed in the
footnote that constitutes, apart from the date 23rd June 1943, the final words of the

published document: ** Reserves his position on the internal examination.” 4

1 A New Examination of Examinations, 1878, p 20 2 Ibld. p 21 3 ibid. 4 Op.cit. p 142
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Not, of course, that such an attitude is to be ascribed to the Norwood Committee as a
creation, so much as a vocal‘isgtion of a weight of professional opinion that had been seeking
official backing for some time. As Montgomery puts it:

"It had been the ambition of many people since long before the Norwood

Committee that teachers should control their own examining operations not

merely in the interests of their own professionalism nor of scientific accuracy,
but because examinations should follow the curriculum and the curriculum should
be the lively concern of every teacher." !

This final point = whether examiners test what teachers are teaching or whether, in truth,
teachers are constrained to teach what examiners have determined to examine, is a
fundamental one in the debate on standards in English, and will be scrutinized in some detail
in the second chapter of this thesis. Here it is appropriate to say that, if the brave new
world of the Norwood Committee appeared as a more conventional and mundane
establishment when translated into the legislation of the Butler Education Act, there was still
a sense of a new deal, a fairer and brighter educational future, and wider opportunities for
teachers to experiment with materials and styles of presentation appropriate to the pupils
with whom they were dealing. It was, perhaps, the first era in which the philosophy might
reasonably be expressed that the function of teachers was to help pupils to learn rather than
to teach, and certainly the first era in which the concept of education as child-centred

could be widely voiced.

I do not, of course, wish to imply that there was any sudden change in the style or content
of English teaching, apparent across the newly established secondary schools of England. As
Fred Inglis puts it:
"The ideologies of educational research have, like every other social science,
been widely in conflict for most of this century, and if few practitioners appear
to have noticed the disputes, it is generally because they have gone placidly

forward, or roundabout, or somewhere else, with the procedures they have
learned, and they have hoped for the best." 2

Teachers who, having learned sufficient of the tricks of their trade to survive in the

classroom, rely for their entire careers on one dog-eared file of notes as the basis for their

lessons to class after class of pupils are referred to in Robert Protherough's coverage of the
teacher in literature before 1918, and they are by no means a fiction, nor a threatened
species. But in Protherough's assessment there is an element of inevitability about it® -

1 A New Examination of Examinations, 1978, p 53 2 The Englishness of English Teaching, 1969, p 1
3 v.sup, p 20
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- a sense that this is the conventional and accepted mode. After the Butler Act, for those

who resented the treadmill, and sought to bring sunlight and a fresh breeze into "an
atmosphere of chalk and dust, where stale reiteration clogs the air®, there was a growing
sense that their efforts would be welcome and appropriate. Perhaps, coincidentally, The

Englishness of English Teaching makes the same point in talking about the architecture of a

new town:

"The buildings are an unsurprising mixture of 1945 glum council battledress and
the varieties of postwar ambitiousness in other directions radiating in a series of
more or less random crescents and avenues grouped about a large, blank, treeless
common and topped off with a few High-rise blocks of flats. The mixed school,
now (1968) part of a comprehensive scheme, is a product of the same hapless

reupes Dreary glass and metal framework to begin with and something gayer
*and more hopeful as clip-on appendages subsequently.” !

Inside the classrooms, too, the gayer and more hopeful reacher may have been all too
frequently a clip-on appendage to the daily routine, but at least the atmosphere was
welcoming rather than threatening: or, if we may change to a botanical rather than

mechanical image, the new teacher with new and different ideas was more likely than at an

earlier stage in the history of education to be seen as an exotic plant to be cherished rather
than as a weed to be extirpated before it corrupted the whole border; though the latter
attitude was, and doubtless is, still to be found.

As early as 1939, P B Ballard was rejoicing in the defeat of what he called "Discredited
Methods":

"Fifty years ago one of the main resources of the examiner in English was
parsing and analysis. ..... It figured in every English examination from the
elementary school to the university. It was the piéce de resistance - a crucial
test of the candidate's knowledge of his own language. .......Cone too is the

vogue of the paraphrase. A sonnet was the favourite quarry......To change its
form was necessarily to degrade its meaning. ....That so fruitless an exercise
should have gone out of fashion is neither a matter of surprise nor a matter of
regret

His observations were principally intended as part of an attack on the examination system,

and | shall return to this aspect of his contribution to the development of English teaching in

the chapter on 'O' Level English Language, but they are also a direct continuation from his

evidence before the Newbolt Committee,® and, as such, of obvious relevance here:
"[grammar] is found by young people to be insufferably dull, it has no

appreciable influence on either oral or written composition and it tends to kill all
interest in the subject matter. It is the last of the three which is the head and

1 Op.cit, p 39 2 Teaching and Testing English pp 133-134 3 v.sup. p 32
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front of the offending. For it revises the sovereignty of sense over words.

If the sense or substance has an emotional appeal, and especially if it includes a
large aesthetic element, the loss of interest is deplorable in the extreme. Which
indeed accounts for the attack on the set book. For the study of the set book in
English has become a mere echo of the study of the set book in Latin or Creek.
which had all too often been an examination of dead words in a dead language.
What ought to be the observation of a living organism had become the dissection

of a dead body. And a post-mortem examination is no proper occupation for the

young." |
It was to be twenty years before those responsible for the General Certificate of Education
syllabuses in English Language finally acknowledged that their methods were discredited, and
abandoned the triumvirate of obiectionat;le techniques on which Dr Ballard had focused his
attack, and | suspect that many of my contemporaries, starting their secondary education in
the immediately postwar years, would have been surprised to find parsing, analysis and
paraphrase listed as defunct, when they were still alive and kicking in a very large number
of classrooms. What this proves, however, is the innate conservatism of tiﬁe teaching

profession, and the constant gap between advanced theory and standard practice. What

Ballard was celebrating was the demise of the theory that "grammar is not only a desirable

2

but an essential part of the English course® , not the departure from the profession of those

who had been brought up to believe it. This, naturally, took some time, and in the
intervening period an increasing number of English specialists were chafing at the bit. In the

course of the year in which the Butler Act's new subject-based GCE finally replaced
School and Higher Cert., for instance, Harry Blamires was not merely echoing Ballard, but

taking some of his propositions a good deal further:

"In the teaching of English, more than in the teaching of any other subject, we
need a new start. We might begin by attacking a fallacious practice which is
being perpetuated by the work of training colleges and university departments of
education. This fallacious practice is supported by an erroneous theory and an
unhealthy tradition. It is the theory of a lesson as an instructional unit; the theory
of the lesson as a pre-planned campaign of informativeness against the jungle
world of ignorance. ....... The whole thing smacks too much of the battlefield -
and too little of a common adventure in which teachers combine in friendly
alliance. ...It also explains in part why English is so badly taught. For there are

certain kinds of lesson to which this pattern ought never to belong: one is a
lesson in aesthetic appreciation; another is a lesson designed to give practice in
an art such as writing." 3

Clearly in the course of the thirty years since the Newbolt Report found “"a sense of
incompatibility between the associations of the classroom and the fostering of a love for
English literature”* there has been a considerable advance in thinking about what teaching

1 Op.cit. pp 140-141 2 lbid. 3 English in Education, 1951, pp 15 & 17 4 v.sup. p 35
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English should involve. That th':nking was based on a very simple premise - that traditional

methods simply did not work:

"There are challenging accusations against us from outside the educational world:
that for all our schooling we do not produce citizens who are clear, correct and

coherent in thought, speech and writing; that we do not endow our pupils with
real taste; that we do not train them to a proper sense of values.” !

The language has not changed enormously from that of the nineteenth century: the emphasis
on correct thought, speech and writing and on a proper sense of values to which pupils can
be trained, is evidence enouéh that Blamires is no revolutionary freethinker, and he goes on
to demonstrate conclusively that, in many respects, his attitude remains traditional:

“There must be English lessons during which the atmosphere of the classroom is

what it is during a good mathematics lesson: technicalities of grammar,

sentence~-structure, scansion and verse form are being explained and grappled
with. These lessons are pervaded by an atmosphere of calculated efficiency.” 2

It is in what follows that the new approach is unmistakeable:

"But there must also be English lessons of an utterly different kind, during which
the atmosphere in the classroom is what it is during a good lesson in musical
appreciation. That is the atmosphere in the concert-hall and the theatre. The

pupils are engaged in an aesthetic experience: the lesson will be a performance
rather than an investigation or a progress in instruction.” 3

The clear divorce advocated here Eetween English Language and English Literature may
sound oddly in the ears of those accustomed to the prevailing desire to reunite them and to
tear down the artificial boundary between them; but it is important to remember how
language was conceived of fifty years ago, and how experience of literature was seen as
subordinate to the main task of inculcating correct usages of the spoken and written word -
and not merely subordinate but sometimes literally supportive:

"Many English text-books unfortunately encourage the attempt to kill two birds
with one stone - to teach comprehension, grammar and literary analysis whilst
at the same time providing material which is supposed to be 'appreciated’. Such
books can be very damaging to the work of education. It is apparently a lucrative

business to collect together passages of prose or verse which are torn from their
context and to print them interspersed with instructions to summarise and to

paraphrase, and with questions about grammar, sentence-structure and figures of
speech. Lucrative or not, this is certainly a hobby which attracts all too many

teachers of English who ought to know better.” *

The division of literature from language was essential while language remained the domain
of the grammarian and the philologist - essential because the concept of literature was

being significantly damaged in the minds of too many children by the association, and

1 Op.cit. p 7 2 ibid. p 11 3 Ibid. pp 11-12 4 Ibid p 13



61

Blamires was determined to ram this particular fault home:

"Too many educationalists try to dismiss as anti-pedagogical prejudice this
widespread accusation that teachers spoil English literature, but the charge is
too soundly substantiated to be waived. Let us note that comparable charges in
relation to other subjects are very rare." !
The fault which Blamires was seeking to eradicate was, though different in form as
applied to language and literature, essentially a single misunderstanding of what English
was about - and the consequent false belief that it could be divided up into components

of knowledge, which could be taught, learned, and tested. Since the subject is, in fact,

about feeling, emotion, experience and communication, all of which require a very
different sort of involvement on the part of both pupil and teacher from those required
in the study of, say, physics, it is in no way surprising that English teaching was
attracting “accusations ....from outside the educational world."

It may well be argued, though this thesis is not the place to do it, that the lesson has still

not been driven home; that the absolutes of National Curriculum and Year 9 SATs will
inevitably shipwreck on the same old rocks; and that you simply cannot inculcate the

practice of good writing by instruction in the five functions of the adjective, or a love
of literature by the compulsory study of Romeo & Juliet at thirteen. Blamires failed to
see the logic of his own argument, or perhaps he thought it inexpedient at that stage to

point it out, and armoured himself against the slings and arrows of outraged traditionalists

by observing "to claim that grammar should play no part in the teaching of English.... is

just as sensible as claiming that harmony should play no part in the teaching of music" 2.

Yet his argument remains powerful and an effective precursor of the new approach
which was slowly gathering head in the ranks of English teachers.

"Many are the painful lessons | have witnessed in which classes have been
taught all about conjunctions, or subjects and complements, or about
subordinate adverbial clauses. My complaint about these lessons is, not that
they teach nothing, but that what they teach seems not to belong to anything,
least of all to the composition work to which they are often theoretically
attached. ..... .You can only help them to /earn to write. You can only give
them the opportunity for constant practice, and strive by every means in your
power so to stimulate their minds and imaginations that they actually make use
of the opportunity offered. Once you have got the writing, the battle is half
won. Then it is your duty, firstly, to keep them writing by needful
encouragement and imaginative stimulation, and secondly, to improve their
writing by judicious correction of error.” 3

1 Op.cit. p 10 2 ibid. p 22 3 Ibid. pp 31 & 37
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It is difficult to imagine how this observation could be much improved upon, so far as it

goes, as advice to an English teacher in training = and Blamires has similar wisdom for

literature classes:

"I have always believed that one important aim for the guidance of the
teacher in his daily work is a negative one: to strive not to make the name of
a single great author hateful to his pupils..........Our first object in the
teaching of English literature is to ensure that our pupils enjoy what they read.
They must, of course, understand what they read to a certain extent, or they
will not be able to enjoy it. But enjoyment takes precedence of understanding
in this sense - that you fail as a teacher if literature is not experienced
through the glad submission of the pupil’s will to the material put before him;
whereas temporary failures in understanding are inevitable. .......

We may be doing lots of other things successfully and efficiently = improving
our pupils' powers of comprehension and expression, developing their
understanding of language and meaning - but in the absence of this
nourishment of delight in books, we are failing to teach litefature. The ways
by which, day after day, well-meaning teachers manage to fail of teaching
literature are so diverse and so well-established. ......Too many teachers
refuse to allow poetry to speak for itself. There is something to be said for
introducing a poem by words of explanation, and something to be said for
commenting on a poem which you have just read; but generally speaking there
is nothing at all to be said in favour of interrupting the reading of a poem for
the purpose of asking questions or interposing comments.”

Seen like this, the task of the English teacher reaches out far beyond the criticisms of
those who conventionally find fault with the attainment of his pupils in respect of their
‘correctness and coherence in thought, speech and writing' and takes on a quality not far
short of sublime. Blamires himself defined it thus:
"It is the educational function of English literature to enrich our understanding
of human life through the contemplation of imaginative visions which
reproduce the emotional, intellectual and spiritual tensions of man against the

background of Nature, human relationships, social organisation and eternal
destiny." 2

If that may legitimately be regarded as the eductional function of English literature, then
few practitioners will claim to achieve it on a regular basis - but failure in such a cause
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