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ABSTRACT 

This thesis reports on the reflections of a practitioner 
examining the small world of the secondary school timetabler 
and attempts to provide some understanding of the context from 
which these reflections arose. 

The thesis starts with some generalised comments on the 
multifaceted nature of the secondary school timetable and the 
eclectic process of reflection. It provides background 
information on the school in which the practitioner works, 
including an example of the way in which the interactions of 
staff affect the process of scheduling. 

The second part consists of two attempts to illustrate the 
search for a framework for timetabling and for the way 
reflection proceeds. It describes the effect the 
introduction of a phenomenological framework for inquiry had 
on me, and an attempt to illustrate how things go wrong in 
timetabling, using a systems approach. 

The third part contains some reflections on the way my job is 
done through talk and some of the implications of a 
micropolitical approach to conversations between staff. There 
are some comments on the differences between authority and 
influence when timetabling 

Some descriptions of the meaning of the word "timetable", by 
pupils of the Corsham School, are introduced and their effect 
on me is commented on in terms of the need to describe the 
hidden messages a timetable sends to pupils. 
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Papageno: Sag' zu mir zuvor: gibt's 
ausser diesen Bergen auch 
noch Lander und Menschen? 

Do you mean to say that 
beyond these mountains there 
are other countries and other 
people? 

E. Schikaneder and C. L. Giesecke, 
The Magic Flute 



Diner: Waiter, waiter, this egg's bad, 

Waiter: Well, don't blame me, I only 
laid the table. 

Old Joke 



John Robert had lived for so many years in the foggy 
of his own thoughts, never pausing, never resting, the prey 
of incessant anxiety, carrying innumerable abstract 
interconnections inside his bursting head. He could feel 
the billion electric circuits of his frenzied brain, and how 
his mind strained and slipped like a poor overloaded horse. 
And was he now to work as he had never worked before? 
Sometimes he seemed to traverse vast heavens, sometimes to 
be enclosed in an iron ring, tied to one place, rooted in 
one spot. Sometimes it seemed to him in all those 
strenuous metamorphoses he had hold of only one idea. He 
descended into primeval chaos and rose grasping some 
encrusted treasure which instantly crumbled. He pursued 
quarries into thickets, into corners, into nets, and at the 
end found nothing there. Such were his images of his 
terrible addictive trade. If only he could get down deep 
enough, grasp the difficulties deep deep down and learn to 
think in an entirely new way. He perceived amazing 
similarities, startling light - bringing connections, 
problems which seemed utterly disparate merged into one, 
suddenly with dream - like ease, then when the great 
synthesis seemed at last at hand, fell apart into strings of 
shallow aphorisms. He gazed and gazed with amazement at 
what was most ordinary, most close, until the light of 
wonder faded, leaving him unenlightened, without a clue and 
without a key 

Iris Murdoch, 

The Philosopher's Pupil 



PREFACE 

When I first started this "research" in the early nineteen 

eighties the project seemed to me to be fairly-

straightforward. I would read some books, think up some 

questionnaires, send them out, analyse the replies and so find 

out how other timetablers - mostly Deputy Heads of their 

schools - produce their school's annual timetables. I felt 

isolated from the generalities of writing about mainstream 

educational management and I guessed that other timetablers 

did too. The timetabling part of our jobs seemed to me to be 

sharply differentiated in other people's minds from the rest 

of our activities, in which I shared some common ground with 

colleagues in other schools. Certainly, we met and chatted 

but our problems were our own, so school specific as to be 

particularly unintelligible to anyone else in normal 

conversation. I recall thinking, at one time, that each 

spring and summer we all became like people suffering from a 

similar infirmity but not able to diagnose, let alone 

pronounce on a cure for our ills. The best we could do was 

listen to each other's agonies, sympathetic but only partly 

so, understanding but only in outline. We had our own 

headaches. 

My research plan, then, was simple. My aim, however, even 

then, was more complex. Even in those early days, I was not 



sure what use anyone might make of my answers. Certainly, 

it would be interesting to know what others did but would it 

tell me anything about, really about, timetabling? So what 

if 25%, or 95%, of timetablers started scheduling in January. 

There had to be a better way of investigating the tensions in 

the timetabling process. That is what it was all about, I 

thought, tension, 

I read some books. There was only a little reference to 

timetabling in general educational administration literature. 

I read some university theses. They did not seem to refer 

much to timetabling at all, let alone timetabling as I knew 

it. Worse, they mostly were arid and uninteresting, not 

referring to much at all. 

I talked with Bill Brookes and joined the Southampton 

University Teachers^ Collegium. I fell among people who were 

trying to express the essence of what it is like to be a 

teacher; and so began a journey that has brought me here. 

I have gathered bits of all that we have done and talked about 

and all of nothing. 

Has it all been worthwhile? For me, without a doubt; and for 

that I must thank Bill Brookes, my tutor, whose patience has 

been phenomenal, who never chided me when I was too 

preoccupied with the details of my job at Corsham School to 

give my writing the attention it should have had; who 

understood. 



There is a well known, and often quoted dedication before 

P. G. Wodehouse's book, "The Heart of a Goof". It reads, "To 

my daughter, Leonora, without whose never failing sympathy and 

encouragement this book would have been written in half the 

time." I would like to say the same to Bill Brookes. 

However, in this case, I say it with admiration and gratitude. 

Others, too, have helped me on my way in lesser degrees. 

Particularly encouraging at the outset was John Price, now 

headmaster at St. John's School, Marlborough, but at that time 

Secondary adviser with the Wiltshire L.E.A. John Brodie, 

Deputy Head at the George Ward School in Melksham, has always 

talked good sense about the timetable. Since the Wiltshire 

schools formed into "clusters" to support each other in 

preparation for, and operation, of T.V.E.I. Extension, Corsham 

School has joined with nine other institutions locally to 

coordinate in-service training and curriculum develpoment. 

TVEI coordinators have met regularly on a fortnightly basis, 

providing a forum in which a useful interchange of ideas can 

take place. The most useful exchanges I have had as a 

practitioner have taken place at Southampton University 

after I had started joining the Teachers Collegium 

organised by Bill Brookes. There were occasions when I felt 

that the only sense I had heard all week was spoken on those 

evenings we met. 



Finally, the teachers and pupils of the Corsham School have 

provided the background "raw material" of the study. I would 

wish to acknowledge here that the teachers who have helped me 

timetable over the years have provided valuable insights for 

me into the art of managing the curriculum. Two have gone 

on to Deputy Headships and timetables of their own. More 

recently, Andy Kingan has done some of the donkey work - and 

dirty work - without flinching. 

In Corsham School, the term, "battle order" was introduced by 

Joe Hurst, at that time Head of Mathematics, for the proposed 

allocations of staff to classes we ask all Heads of Faculty 

to make each spring. We now use the term unconsciously of 

its implications towards our relationship with our pupils, not 

even recollecting Joe's military background that spawned the 

phrase. I shall make reference to many staff involved in 

timetabling at Corsham, at various times throughout this 

report. Therefore, I decided to list the staff at the 

beginning of the document like dramatis personae, rather 

than as an appendix at the end. This list contains all our 

present staff and their present posts, plus those who have 

made a contribution to timetabling at Corsham, but who have 

now left. Without their help and, nearly unfailing, good 

humour we would not have had timetables, let alone this 

report. 
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A curious feature of timetabling is the lack of communication 
between timetablers; during the timetabling "season" those 
heads, deputies and other staff invoved in constructing a 
manual timetable tend to isolate themselves as much as 
possible from the hurly burly of school affairs and from each 
other, to emerge at the end of the day feeling they never 
want to see another timetable as long as they live. It is 
not surprising then that during the "off season" timetabling 
matters are pushed very much into the background. 

As a result of this lack of communication each school tends 
to feel that it has timetabling problems which are not only 
unique but are also more complex than those of other schools. 

John E. Brookes, 
Basics of Timetabling 



I recently read an article by Roland Barthes called 
"Literature versus Science". Barthes tends to think of 
literature as the awareness that language has of being 
language, of having a density of its own, and its own 
independent existence. For literature, language is never 
transparent, and is never merely an instrument to convey a 
"meaning" or a "fact" or a "thought" or a "truth"; that is, 
it cannot mean anything but itself. Whereas, on the other 
hand, the idea of language given by science is that of a 
neutral utensil that is used to say something else, to mean 
something foreign to it. This different concept of 
language is what distinguishes science from literature. 
Proceeding along these lines, Barthes gets to the point 
of maintaining that literature is more scientific than 
science, because literature knows that language is never 
naive, and and knows that in writing one cannot say anything 
that is extraneous to writing, or express any truth that 
is not a truth having to do with the art of 
writing. The science of language, according to Barthes, 
if it wishes to remain a science, is destined to be 
transformed into literature, total writing, and also 
will lay claim to the pleasures of language, which 
are at present the exclusive prerogative of literature. 

Italo Calvino, 
Two Interviews on Science and Literature 
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What we call the beginning is often the end 
And to make an end is to make a beginning. 
The end is where we start from. 

We shall not cease from exploration 
And the end of all our exploring 
Will be to arrive where we started 
And know the place for the first time, 

S. Eliot, Little GidHSnq 
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INTRODUCTION 

I am finishing the writing that has developed out of my study 

by putting down almost the first thing that you, the reader, 

will read of it. For me it is both a beginning and an end. 

I could not have written these chapters at the beginning of 

the study. That goes without saying. More significantly, I 

would not then have thought that a piece of writing like this 

was possible as a result of my reflection on the timetabling 

process. Neither the research, nor the report has turned out 

like I thought it would when I started. I am not a 

philosopher, I am a compiler of timetables. I have other 

duties as Deputy Head at the Corsham School and they are, of 

course, exacting and time consuming, and becoming 

increasingly so. However, they do not pre-occupy me as 

timetabling does. Perhaps I am a craftsman in timetables. I 

have a colleague - a teacher of Design and Technology - who 

claims to have read, "somewhere", that to put a craftsman in 

front of his workbench is to turn an artisan into a 

philosopher. I know what he means. One of the results of 

the reflective process has been to turn this research, which 

was conceived as a questionnaire/interview driven 

investigation into what timetablers get up to in the spring, 

into what I hope is a real piece of functional research. 

Exploring has brought me back where I started, with the 
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loneliness of the timetabler in the organisational tensions 

produced by timetabling. 

I have been producing secondary school timetables now for 

seventeen years. It is a small world, that of the 

timetabler, in which we live a life apart. I have become adept 

at scheduling, through practice, not through being trained in 

the heat of a vibrant part of the educational scene. It is 

true that shuffling staff, or classes, round on a grid is the 

sort of thing that can be picked up fairly easily and does not 

warrant much attention in the educational press. A person may, 

or may not, have a talent for that sort of thing. I do not 

find it as difficult as a good jigsaw, with which timetabling 

has sometimes been compared. I am not very good at - or 

interested in - jigsaws, though I understand the fascination 

they hold for some people. No, the questions of "what", 

"why" and "how" I am interested in are not particularly 

concerned with scheduling. The duties of Deputy Heads are 

well documented (for example, by Lyons, and Spencer). These 

duties include routine administration and also much 

interaction with educational principles and people. Of my 

duties, it is timetabling which has appeared to me to be most 

isolated from the streams of thought about education which 

flow into schools. There were a few books about timetabling 

when I started this inquiry and a few references to 

timetabling in other books. The field of references to 
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educational administration in general was small. School 

management and timetabling were perceived as being different. 

There seemed to be an impression given that, although 

timetabling is about compromise, it is largely about 

compromise with inanimate constraints. John Tomlinson, at 

that time Chairman of the Schools Council, writing a foreword 

to Keith Johnson's book "Timetabling", published in 1980 

expressed the view that:-

"All the fine talk about skills, knowledge, 
concepts, areas of human experience, the 
interrelationships of subjects and the 
totality of the curriculum is set at naught 
if the school does not have an efficient 
engine for changing the theory into 
practice. At the end of the day, the 
teachers (as individual and teams) have to 
to be allocated to spend time (in differing 
spans) with the children (divided into groups 
appropriate for the purpose in hand), and 
it all has to be done with the constraints 
imposed by the buildings imposed by the 
building (or buildings) and the balance 
of practical and general accommodation 
available" (Johnson 1980). 

Accordingly, I devised the outlines of an investigation that 

would arrive at a neat conclusion, probably statistically 

derived, and express some truths about the art and craft of 

timetabling that would be recognisable when compared with a 

suitable theory. My conclusions would benefit me and not 

only would they be recognisable by others they would benefit 

others, through objective laws. They would not provide an 

instruction manual but as a way of showing that there are 

other people over the mountain, doing similar jobs, and that 
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we share similar problems, similar tensions and a commonality 

of feeling. However, in doing this, the essence of me as a 

timetabler, the sense of presonal involvement in timetabling 

could be lost. Bury has described this authenticity as:-

"an avowedly personal interpretation of 
a particular situation with no claims 
to tie it ,through objective laws, to 
other situations." 

These other situations, though apparently similar may be 

different in all sorts of ways and from them people can 

"awaken their own intuitions". In this will lie the 

generalisation that will (or will not) fulfil my objectives. 

The first decision that subseqently presented itself was the 

decision to conduct the research on a part - time basis, while 

I remained fully involved in timetabling itself. 

In the introduction to her study of her pupils' mistakes, 

Chambers comments on research done on a part - time basis:-

"This means, of course, that less time 
was available and no doubt the result 
would have been different, had I interrupted 
my teaching to pursue the enquiry. However, 
by freeing myself from the daily experiences 
in the classroom, by stepping out of the very 
situation from which the study sprung, I 
believe that something essential would 
have been lost." 

She use the term "functional research" for an enquiry 

initiated and carried out by a teacher in which the teacher 

looks at his own practice, "reflecting on our own 

functioning." The term had previously been used by her, and 

my, tutor, W M Brookes, and a number of teachers, especially. 
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those within the Southampton University group meeting under 

the title, "Teacher as Researcher" have undertaken this kind 

of inquiry. My own became an attempt to reflect the nature 

of my work at school. I cannot say that I feel less isolated 

than I did five years ago, or that I produce better 

timetables. What I can say is that I am better able to 

relate the essential tensions more fully. In largely 

rejecting a positivist approach, I am not being 

anti-scientific. I hope the structure I have adopted and the 

language I have used can convey the changing realities as I 

see them. I write, "changing" because I am aware that self 

reflection on action affects one's future actions and that as 

self reflection continues, modification of attitudes will 

continue to take place. In my end is my beginning. 

This thesis is stuctured differently from those traditionally 

submitted for higher degrees, though the type of organisation 

is becoming more common. Tradition is largely a matter of 

accretion and alteration. Each new work relates to and 

subtly alters everything that has gone before or will come 

after. Within the unconventional nature of her study, 

Chambers has commented that many teachers believe, "what is 

known as educational research does not reflect the true nature 

of their work in schools". In adopting an unconventional 

structure I have acknowledged that language is never 

transparent, and not merely an instrument to convey a "meaning 
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or a fact" or a "thought" or a "truth". I have wished to 

organise the material in its most pregnant form. 

One of the main notions I have to convey is that those of us 

who are reqired to act will do so against a background of 

overlapping theories and values. We will assimilate some more 

than others. We will, more often than not, not have an all 

embracing "philosophy" to guide us firmly and inflexibly in 

our actions. We are concept magpies, collecting randomly 

and acting unpredicatably and inconsistently. Eclecticism is 

a normal condition and indeed is to be encouraged. We have to 

act. We have a timetable to construct for what benefit staff 

and pupils can extract from it. With that in the back of our 

minds we can confront the perplexity of what to do. We act 

and later we reflect, but what we see reflected is not through 

a plain mirror, not even, darkly. What we see is not 

distortions, unless we really delude ourselves, but it is 

rather as though our theories are reflections from the many 

facets of the diamond. 

This notion of facetting has led me to present a fragmented 

appearance to my description, which seems to me to underlie 

the fragmented nature of the what, the why and the how of 

timetabling. Around this fragmentation there is a structure 

that evolved throughout the study. 
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I am convinced of the power of music to unlock doors of 

perception at an unconscious level for non musicians and at 

both a conscious and an unconscious level for musicians. At 

one time I explored the hidden possibilities of a sonata type 

of structure for this study. It would consist of an 

introduction followed by an exposition, containing the main 

themes, a development section, a recapitulation and coda. I 

still think there may be something of value in this and 

although the idea never fully came into fruition, I can 

discern remnants of this thinking in the present report, 

though it is more Sibelius' Seventh that Beethoven's. {At 

any rate, there is more of it left than of another "musical" 

idea I had. At one time, what I have called the "what, why 

and how" of timetabling seemed to me to correspond to three 

phrases from prominent musicians: "muss es sein, es muss 

sein", "It aint necessarily so", and "Anything Goes". 

However these are not really musical phrases, and in fact 

anything does not go when timetabling. I suppose I was being 

too greatly influenced at the time by Peyerabend's "Against 

Method". Incommensurability seemed the key to the differences 

in percept ion between me and my colleagues as to what 

timetabling is actually about). 

I have included background material from Corsham School, some 

comments on timetabling and school organisation and some 

material I have produced during my research period. The 
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material is of uneven length and is colour coded. Writing 

most distant from timetabling itself and closer to the inquiry 

is presented on white paper. Material I have written which 

is closer to timetabling issues at Corsham School is on green 

and a commonplace selection of comments from a variety of 

sources is on yellow. 

I have tried to keep the writing style as personal, simple and 

direct as possible. I do not consider that my beliefs are 

idiosyncratic or that I have embarked on a journey of no 

relevance to anyone else. In my bibliographyl have included 

Norman Lewis's account of the coming of tourism to the Costa 

Brava, "Voices of the Old Sea". As a piece of functional 

research it is exemplary. As a piece of communication it is 

brilliant. It has told me more about that beautiful and 

blighted region of Spain than all the history and geography 

books I have read. The prose is simple, the author involved, 

the tone authentic. The account speaks of the people, the 

events and, inevitably, of Lewis himself. 
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We spent an evening at the Bee de Gaz in 
the Rue Montparnasse. We ordered the 
speciality of the house, apricot 
cocktails; Aron said, pointing to his 
glass: "you see, my dear fellow, if you 
are a phenomenologist, you can talk about 
this cocktail and make philosophy out of 
it!" Sartre turned pale with emotion at 
this. Here was just the thing he had 
been longing to achieve for years - to 
describe objects just as he saw and 
touched them, and extract philosophy from 
the process. 

Simone de Beauvoir, 
The Prime of Life 

quoted in James Schmidt, 
Maurice Merleau-Ponty 
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For Merleau-Ponty, phenomenology was not 
simply another "philosophy of the 
cogito"; it was a philosophy which 
recognised the claims of the empirical 
sciences and put the cogito back in the 
world. He read Husserl in a notoriously 
"creative" way, appropriating what he 
needed, rewriting what he could, 
overlooking what was irrelevant or 
antithetical to the project he had 
sketched himself. He read Husserl this 
way at least in part because he had 
learned the tricks from Husserl himself, 
who had read Descartes in much the same 
way. 

James Schmidt, 
Maurice Merleau-Ponty 
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Timetabling has been described as "the art of the possible". 
It is probably the most important and most demanding single 
task which has to be performed in any secondary school with 
more than two forms of entry, yet, as an art or a 
preoccupation, a necessary evil or a test of stamina, its 
practice has not changed much with the passing of the years 
and very little has been written on the subject. Perhaps its 
lack of publicity owes something to the fact that timetabling 
in its final stages is practised in conditions approaching 
secrecy. The Master timetabler, or the two or three people 
involved are hidden away in some small storeroom, the 
whereabouts of which are known only to the few. In a large 
school the finished product, when it appears, is often so 
complex, such a jigsaw, that all but the most experienced 
staff gasp in appreciation or horror and then spend the 
remainder of the school year trying to understand how it 
works! 

Few people, in fact, ever do "understand", for although the 
timetabler is guided by a number of basic principles, working 
from the complex to the simple, for example, there is no 
logical timetabling mechanism. This has always been so. 

F.B.Salt, 
Timetabling Methods for Secondary Schools 



TIMETABLING - A FIRST DESCRIPTION 

At the beginning I want to establish what a timetable is and 

to introduce the main themes that will be developed later. The 

timetable may mean many different things to as many different 

people, but on one thing we are all agreed. 

The timetable is important. 

"Being important" may itself mean different things according 

to where you are sitting, but as Roger Simper (pi.) says:-

"Timetables are indeed of fundamental 
importance, because they are the means 
by which schools, in order to fulfil 
their primary function, bring together 
pupils, teachers and rooms in desired 
combinations." 

Desired by whom? Teachers? Pupils? Parents? Caretakers? 

All the teachers? Which teachers? 

At Corsham School the timetable combinations were thought up 

by the headmaster when the school was opened in 1973. At 

that time, it had a two week, 40 period cycle, each lesson 

being 70 miutes long. There were two breaks a day and lunch 

time started at 12.00 noon. Now there are 50 periods in the 

two week cycle. Before the start of this study, and after 

about three years of debate among the staff, the change took 

place. Inevitably, there was a change in the relative 

amounts of time subjects had on the timetable and so some 

staff were concerned that the inevitable recalculation would 

reduce the share their subject had and so decrease its 
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importance in the eyes of the pupils. Maybe they thought 

such a change would be damaging to their own esteem. 

Some staff took the personal view that 50 periods took more 

preparation and marking than 40. Some staff thought one hour 

lessons were not long enough for practical work. Mathematics 

and Modern Languages teachers thought that one hour lessons 

would be better than 70 minute ones and they would be happy to 

see pupils more often. 

Since then, the timetable has been largely staff driven. By 

that, I mean to say that when contemplating any changes in 

time allocations, or the introduction of new courses, a major 

consideration has had to be whether or not we had the staff to 

handle it and what happened to those teachers bits, but only 

bits, of whose class allocations disappeared. In this part 

of Wiltshire there is usually a small turnover of staff and as 

rolls have fallen throughout the last part of the eighties, 

changes in curriculum allocations - the "desired 

combinations" have been difficult to handle. 

Timetables are about handling change. 

When a school, like Corsham School decreases from six form 

entry to five form entry, it loses about 40 periods from its 

timetable. This is about one teacher's allocation of 

classes. However, the school has less need for six periods 

of English, six periods of Mathematics, six periods of Science 

and so on. No one teacher fulfils that role and so conflict 
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is likely to occur as teaching loads become stretched and 

squeezed to accommodate change. 

Timetabling is about the sensitive handling of teachers. 

"Timetabling is probably the most important single event in 

the school year. The completed timetable may well rule the 

lives of a thousand pupils and seventy staff for the 200 days 

in the school year, period by period, bell by bell. Such a 

powerful tool may easily make or break teachers and teaching 

siuations, may easily distort or destroy the curriculum 

philosophy of the school." (Johnson, pl9.) 

To try and find out what the essentials of timetabling were, 

Lawrie and Veitch, in their study of 22 Scottish schools asked 

headteachers 20 questions (Lawrie and Veitch, p22). These 

questions grouped themselves into:-

1. Who does the timetabling? His position in the 

school, his experience, whether he enjoys timetabling or not, 

who helps him and whether he welcomes assistance or not. 

2. Information about the roll of the school, the 

number of periods per week, the number of breaks, the subjects 

offered, the options available and the school policy on 

setting and streaming. 

3. The difficulties for the timetabler of staff 
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shortages, fixed periods (e.g. swimming), shortages of 

accommodation and holdups in information flow to the 

timetabler. 

4. The mechanics of timetabling such as the dates 

when the timetable is started, when it is finished, what 

mechanical aids are used, how it is started and what is left 

to be fitted in at the end. 

To Lawrie and Veitch these four areas represent the essence of 

timetabling: The timetabler, the school background, the 

difficulties and the process. 

Roland Meighan goes a little beyond this. He wishes to ask 

about the assumptions underpinning particular types of 

timetable and the consequences for the learning of all who 

are involved. He asks four general questions:-

1. Who timetables? 

2. What is timetabled? 

3. How is the timetabling undertaken? 

4. Why timetabling, and what are its consequences? 

When expanding on these four general questions, Meighan 

subdivides, "What is timetabled?" into, "people" and 

"knowledge". The assumptions made are reproduced on the page 

after next. They form an interesting set of propositions. 
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Timetabling is about making assumptions. 

Finally, Meighan suggests that the assumptions we make about 

people and knowledge are not always made explicit to the 

pupils. This may or may not be true of all schools and all 

pupils. It is certainly true in Corsham School for most 

knowledege and most pupils and most assumptions. 

Timetabling is about hidden messages. 

All this will go some way to describing what a timetable is. 

It must be remembered that those who have tried to list the 

criteria for assessing a timetable have foundered not on their 

definitions of a timetable but on the timetable's resistance 

to description. As early as 1967, L.G.O.R.U., looking at the 

use of computers in school timetabling, came to the only real 

method of judging the quality of a timetable is the answer to 

the question, "Will the school use it?" 

A school timetable is made up of many parts, like a piece of 

orchestral music. However, unlike a piece of music it does 

not represent much more than the sum of its parts. Each part 

can be analysed, the process of composing can be analysed, but 

these will not get us to the essence of the timetable. 

2 7 



Some assumptions schools make about the grouping of pupils and 
about knowledge. 

Pupil grouping 

Allocation to goups takes place on the multiple criteria of 
age, sex and achievement. 

Knowledge 

1. Knowledge is best compartmentalized into subjects. 
2. Some knowledge deserves more timetable space than other 

knowledge, and knowledge is thus stratified. 
3. Some knowledge is legally compulsory e.g. religious 

education. 
4. Some knowlgedge is examinable and some is not; e.g. 

physical education is not usually examined. 
5. Different children should have different packages of 

knowledge, rather than there being a common curriculum, 
6. Some knowledge is suitable for boys and some for girls. 
7. Some knowledge, e.g. economics, sociology, is seen, worthy 

of timetable space by some schools and not by others. 
8. The most suitable knowledge for schools is past oriented 

and based on an ancient system of subject classification, 
rather than present oriented and based on integrated 
themes like censorship, terrorism and environmental 
pollution which cross the ancient subject boundaries. 

9. Future oriented knowledge systems stressing the skills of 
learning to create new knowledge.and cope with the 
constant changes in information are given little space in 
most timetables. 

10. Some knowledge within the subject tradition is best 
excluded from the timetable, e.g. logic, philosophy and 
psychology. 

Roland Meighan, 
A Sociology of Educating 
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The eye follows the paths that 
have been laid down for it in 

the work. 

Paul Klee, Padagogisches Skizzenbuch. 

To begin with, the art of jigsaw puzzles seems of 
little substance, easily exhausted, wholly dealt with 
by a basic introduction to Gestalt: the perceived object -
we may be dealing with a perceptual act, acquisition of a 
skill, a physiological sysytem, or, as in the present case, 
a wooden jigsaw puzzle - is not a sum of elements to be 
distinguished from each other and analysed discretely, but 
a pattern, that is to say a form and a structure: the 
element's existence does not precede the existence of the 
whole, it comes neither before nor after it, for the parts 
do not predetermine the pattern, but the pattern 
determines the parts: knowledge of the pattern and of its 
laws, of the set and its structure, could not possibly 
be derived from discrete knowledge of the elements that 
compose it. That means that you can look at a piece of a 
puzzle for three whole days, you can believe that you 
know all there is to know about its colouring and shape 
and be no further on than when you started. The only 
thing that counts is the ability to link this piece to the 
other pieces and in that sense the art of the jigsaw 
puzzle has something in common with the art of go. The 
pieces are readable, take on a sense, only when 
assembled; in isolation, a puzzle means nothing - just an 
impossible question, an opaque challenge. But as soon as 
you have succeeded, after minutes of trial and error, or 
after a prodigious half second flash of inspiration, in 
fitting it into one of its neighbours, the piece 
disappears, ceases to exist as a piece. The intense 
difficulty preceeding this link up - which the English word 
puzzle indicates so well - not only loses its raison 
d'etre, it seems never to have had any reason, so obvious 
d6es the solution appear. The two pieces so miraculously 
conjoined are henceforth one, which in its turn will 
be a source of error, hesitation, dismay and expectation. 

Georges Perec, 
Life. A User's Manual 
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The Corsham School 

The following pages contain background information about 
Corsham School at the formal level of the Staff Handbook and 
the School Prospectus. More informal information has already 
appeared and will continue to do so throughout the study. The 
photocopies of pages from the two documents show slight 
reductions from the originals, so they would better fit on 
these pages. Other pages which have gone to staff are incuded 
and illustrate the types of information transfer which take 
place on the subjects of staffing, subject arrangements and 
option choices. 
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1. INTRODUCTION 

The school 

The Corsham School is a comprehensive school maintained by the Wiltshire County 
Council. It was opened in 1973. It serves particularly the parishes of 
Corsham, Box, Colerne and Biddestone. 

There are approximately 850 pupils in the school. Their ages range from 11 to 

18, and they represent all levels of ability. The Sixth Form numbers 92 

pupils, of whom 60 are expected to go on to higher education in universities, 

polytechnics- and colleges. 

There are 58 full and part-time members of the teaching staff and a large 

non-teaching staff including a matron, a full time librarian and a welfare 

officer. 

The school's facilities include a large library, eleven laboratories, a 
computer room, a design centre, music rooms, two gymnasiums and two assembly 
halls. Its 30 acres of grounds include games pitches, tennis/netball courts, 
an all-weather games area and greenhouses. The adjoining swimming pool and 
sports centre is available for regular use. 
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Teaching Staff List 1989/90 

Ms. M. 
Mrs. S 
Mr. J. 
Mr. P. 
Miss H 
Miss S 
Mrs. H 
Mrs. A 
Mrs. P 
Mrs. T 
Mrs. K 
Mrs. M 
Mr. J. 
Mrs. J 
Mr. C. 
Mrs. H 
Mr. W. 
Mr. H. 
Mr. G. 
Mr. M. 
Mrs. L 
Mr. N. 
Mrs. A 
Mrs. F 
Mrs. S 
Mr. A. 
Mr. I. 
Mr. R. 
Mrs. S 
Mr. K. 
Mrs. P, 
Mr. A. 
Miss S. 
Mr. M. 
Miss L. 
Miss A, 
Mr. R. 
Mr. A. 
Mrs. H. 
Mr. C. 
Mr. P. 
Mr. P. 
Mr. R. 
Mr. B. 
Mrs. K. 
Mr. M. 

Adcock 

Asplln 
Baker (part-time) 
Balderson 
Barton 
Beard 
Boulding 
Brodle 
Bush 

. Chatfield 
Clarke 
Clayton 

Colesby 

Colomb (part-time) 
Currie Head of Music 

Co-ordinator of 7th and 8th Year Science 
i/c Community Industrial Liaison and Careers 

French 
CDT 
Music and English 
RE and English 

Science (Physics) 

History 

Art 
Art & Tech. Studies 
Art and Textiles 

(Biology) 
Edn Maths 

i/c Lower School RE 
Head of English 

Head of Home Economics 

Head of Mathematics 
Senior Year Tutor 
i/c Graph. Comm. & Dgn. 

. Davles 
Davles 
Evans 

Forrester-Paton 
Foston 
, Franklin 
Glass 
, Green 
. Hand 
. Harding 
Hawkins 
Holden 
Hubbard 
I Hughes 
Jones 
. Kent 
Klngan 

Kreter 
Macey 
McComlsh 
McGhee 

Olver 
Pickering 

Held 
Richards 
Robards 
Rouse 
Rousell 
Shillaker 

Head of Geography 
Ist Dep. Head - Director of 

PE 

Studies. Geography 

Ms. 
Mr. 
Mr. 
Ms. 

S. 
J. 
E. 
L. 

Mr. K. 
Mr. S. 
Mr. G. 
Mr. R. 
Miss M, 

Shillaker (part-time) 
Short 
Smith 
Stanghon 
Taylor , 

Thompson 
Tongue 
Tozer 
Trafford 
Travis 
Veale 

Head of RE and i/c SPE 
Head of Special Education 

Senior Year Tutor and i/c Primary Liaison. PE 
Head of Science 

Head of German German and French 
Co-ordinator for Earth Sciences 

Mathematics 
Co-ordinator for Science/Technology Science (Physics) 
Head of PE 
Head of Drama 
Head of Girls' PE 
Head of Environmental Studies 
Support Teacher for Adjustment Problems 
Head of 6th Form Geography 

Mathematics 
Science 
French 

Home Economics 
English 
History 

French and German 
2nd Deputy Head - Pastoral Science (Chemistry) 

Science (Chemistry) 

2nd i/c Mathematics 
i/c AVA 
Head of Languages 

Senior Year Tutor 

Senior Year Tutor 

Mathematics 

Art and Textiles 
Head of Humanities 
Second i/c English 

Head of Design Engineering 

Headmaster 
i/c Oracy across the Curriculum 
i/c Design and Realisation CDT 

French 
Head of Sociology and History 
2nd i/c Science (Physics) 
i/c Assessment across the curr. in relation to Special Needs 
and work with pupils with specific learning difficulties. 

Mr. N. Vile Head of Economics 

Miss C. West (part-time) Environmental Studies and Humanities 
Mrs. B. Worthington Head of Lower School Science and Env. Studies 
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Room Allocation 

Room Teaching Base Group 
Base 

SI Gymnasium 
S2 Boys' Changing 
S3 Lower School Hall, PE, Drama and TV 
S4 Lower School dining 
S5 Registrar's Office (Mrs. J., Walll s) 
S5A Caretaker's Office (Mr. M. Hancock, Mr. D. Webb) 
S6 Head of Lower School - Mrs. B. Worthington 
S7 Primary/Secondary Liaison - Mrs. L. Franklin 
S8 Mathematics Laboratory Mrs. K. Clarke R7 
S9 Mathematics Mr. R. Rousell S9 (a.m. 
only) 

S9 (a.m. 

S9A Girls' Changing 
SIO Science Laboratory Mr. R. Travis HIO 
SLL Physics Preparation Room 
S12 Science Laboratory Mrs. A. Brodie A7 
S13 Senior Year Tutors, Lower School - Mrs. L. Franklin, Miss A. McGhee, 
S14 Mathematics Mrs. S. Asplin R9 
S15 Science Laboratory Mr. C. Richards A8 
S20 Science Laboratory Mr. P. Robards S7 
S21 Science Work Room 
S22 Science Preparation Room (Mrs. R. Bethune, Mrs. E. Stacey, Mrs. R. Bullock) 
S23 Science Laboratory Mr. N. Glass SIO 
S24 Biology Preparation Room 
S25 Science Laboratory Ms. M. Adcock 09 
S26 Mathematics Mrs. S. Harding Rll 
S27 Reprographics Room Mrs. P. Pennington 
S30 Mathematics Miss S. Kreter R12/13 
S31 Mathematics Mr. P. Rouse R8 
S32 Science Laboratory Mrs. B. Worthington 
S33 Science Laboratory Mr. M. Macey 

T1 Science/Technology Laboratory Mr. A. Hawkins 010 
T2 Graphical Communication Mr. J. Colesby Sll 
T3 Design and Technology Mr. P. Balderson 
T4 Engineering Mr. J. Stanghon 
T5 Design Preparation Room 
T6 Design Mr. K. Tongue 
T7 Environmental Studies Mrs. F. Hand C8 
T8 Environmental Studies Mr. N. Vile H7 
T9 Micro-computer Room 
TIO Home Economics Miss A. McGhee 
Til Home Economics Mrs. P. Bush 
T20 Environmental Studies Mr. A. Kingan Cll 
T21 Environmental Studies Mrs. H. Davies S9 
T22 Art Mrs. K. Shillaker/Mrs. J. Colomb 
T23 Art Mrs. M. Clayton 
T24 Micro Computers and Graph. Comm. Mr. J. Stanghon 
T25 Environmental Studies Mr. K. Jones 07 

continued overleaf 



LI 

L2 

L3 

L4 

L5 

L6 

• L7 

L8 

L9 

LIO 

L20 

L21 

HI 

H2 

H3 

H4 

H4A 

H4B 

H5 

H5A 

H5B 

H6 

H7 
H7A 

H8 

H9 
HIO 

HLL 

H12 

H13 

H14 

H15 

H16 

HI 7 

H18 

HI 9 

H20 

H21 

H22 

H23 

H24 

H25 

H26 

H27 

H28 

H29 

M1/M2 

M3 

E. Cook) 

J. Knott, Mrs. E. Brennan) 

Mr. W. Davies 

Humanities 
Humanities 
IT Room 

Rest Room (Girls') 
Medical Room (Mrs. 
Rest Room (Boys') 

School Office (Mrs , 

Deputy Head/Director of Studies 
Headmaster - Mr. E. Taylor 
Staff Room 

Library (Mrs. V. Littlechild) 
6th Form Private Study Room 

Humanities 
Humanities 
Humanities 
Special Education 
Special Education 
Support Group Room 
Languages 
English Store 
Television Room 
Language Laboratory 
Languages 

Languages Conversation Room 
Languages 
Languages 
Humanities 
Music Practice Room 

Deputy Head/Pastoral - Mr. C. Richards 
Music Practice Room 
Music 

Upper School Hall, Drama and PE 
Upper School Dining 
Girls' changing 
Boys' changing 
Gymnasium 

Head of 6th Form - Mr. A. Kingan 
Sixth Form Common Room 
Humanities 

Office and Interview Room - Mr. M. Short 
Senior Year Tutors/School Secretary Mr. 

Ms L. Thompson 
Ms. S. Smith 

012/13 

RIO 

Miss S. Beard 
Mr. M. Short 
Mrs. N. Boulding 
Mr. M. Foston 
Miss M. Veale 
Mrs. P. Kent 
Mrs. A. Green 

Mr. R. 

Miss L< 
Shillaker 

McComish 

Mrs. H. Reid 
Mr. 
Mr. 
Mr. 

Mr. 
Mr. 

S. 
R. 
C. 

C. 
C. 

Tozer 
Olver 
Currie 

Currie 

Currie 

Oil 

S8 

CIO 

C9 

ALO 

C7 

H8 

08 
A12/13 

Hll 

Mr. C. Forrester-Paton All 

Director of Community Liaison and 
Careers Education 

Humanities 
Humanities 
Humanities 
Music/English 

Drama Area 

Typewriting Room 

M. Macey/Mrs. M. Clayton/ 
Mrs. S. Simmons 

Mrs. S. Asplin 
Mr. G. Trafford 
Mrs. T. Chatfield 
Mr. A. Pickering 
Miss H. Barton 

C12/13 

H12/I3 

H9 

SI2/13 

Mr. R. Hubbard 

Mrs. J. Pitt/Mrs. C. Wakefield 
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TUTOR GROUPS 1989/90 

LOWER SCHOOL 

Year 7 

C7 

07 

R7 

S7 

H7 

A7 

Mrs. L. Franklin 

Mrs. P. Bush 

Miss C. West 

Mr. R. Shillaker 

Mr. K. Jones 

Mrs. K. Clarke 

Mr. P. Robords 

Mr. N Vile 

Mrs. A. Brodie 

Senior Year Tutor Year Base 

Associate Tutor 

Associate Tutor 

TUTOR 
GROUP ROOM 

S13 

H6 

T25 

S8 

S20 

T8 

S12 

Year 8 Mrs. B. Worthington Senior Year Tutor Year Base S6 

C8 

08 

R8 

S8 

H8 

A8 

Mrs. F. Hand 

Mrs. P. Kent 

Mrs. S. Hughes 

Mrs. H. Reid 

Mr. P. Rouse 

Mr. M. Short 

Miss L. McComish 

Mr. P. Balderson 

Associate Tutor 

Associate Tutor 

T7 

H8 

S31 

H2 

H7 

S15 

Year 9 

C9 

09 

R9 

S9 

H9 

Miss A. McGhee 

Mr. R. Rousell 

Miss M. Veale 

Ms. M. Adcock 

Mr. H. Evans 

Mrs. H. Davies 

Mr. A. Pickering 

Senior Year Tutor Year Base 

Associate Tutor 

(S9 a.m.) 

513 

H4 

S25 

514 

T21 

H28 
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Upper School 

Year 10 

ClO 

010 

RIO 

SlO 

HlO 

AlO 

Year 11 

Cll 

Oil 

Rll 

Sll 

Hll 

All 

C12/13 

012/13 

R12/13 

S12/13 

H12/13 

A12/13 

Mr. M. Macey 

Mr. J. Stanghon 

Mrs. N. Bouldlng 

Mr. A. Hawkins 

Ms. S. Smith 

Mr. N. Glass 

Mr. R. Travis 

Mrs. A. Green 

Senior Year Tutor Year Base 

Associate Tutor 

Mrs- M. Clayton 

Mr. M. Foston 

Senior Year Tutor Year Base 

Associate Tutor 

Mrs. K. Shillaker/Mrs. J. Colomb Associate Tutor 

Mr. K. Tongue 

Miss S. Beard 

Mrs. S. Harding 

Mr. J. Colesby 

Mr. R. Olver 

Mr. R. Hubbard 

Years 12/13 Mr. A. Kingan Head of 6th Form Year Base 

Common Room 

Mrs. S. Asplin Associate Tutor 

Mr. J. Baker Associate Tutor 

Mr. G. Trafford 

Ms. L. Thompson 

Miss S. Kreter 

Mr. I. Holden 

Mrs. T. Chatfield 

Mr. S. Tozer 

Members of Staff without Tutor responsibilities 

Miss H. Burton (Assembly Music) 
Mr. W. Davies 
Mr. C. Richards 

Mr. C. Currie (Assembly Music) 

Mr. G. Forrester-Paton (Assembly) 
Mr. E. Taylor 
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L2 

S23 

SlO 

H5 

H24 

T20 

HI 

S26 

T2 
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H20 
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H26 

Ll 

S30 

H29 

H27 
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TIMETABLE WEEKS 1989/90 

WEEK 1 

Mon 4th Sep - Frl 

Mon 18th Sep - Fri 

Mon 2nd Oct - Fri 

Mon 16th Oct - Fri 

Mon 6th Nov - Fri 

Mon 20th Nov - Fri 

Mon 4th Dec - Fri 

Mon 18th Dec - Tue 

WEEK 2 

10th Nov 

24th Nov 

8th Dec 

22nd Dec 

Mon 15th Jan - Fri 

Mon 29th Jan - Fri 

Mon 12th Feb - Fri 

Mon 5th Mar - Fri 

Mon 19th Mar - Fri 

Mon 2nd Apr - Fri 

Mon 30th Apr - Fri 

Mon 14th May - Fri 

(H) Mon 4th Jun - Fri 

Mon 18th Jun - Fri 

Mon 2nd Jul - Fri 

Mon 16th Jul - Fri 

(H) Fri 1st Sep (NP) 

8th Sep Mon 11th Sep - Fri 15th Sep 

22nd Sep Mon 25th Sep - Fri 29th Sep 

6th Oct Mon 9th Oct - Fri 13th Oct 

20th Oct (H) (NP) Mon 30th Oct - Frl 3rd Nov 

Fri 17th Nov 

Fri 1st Dec 

Fri 15th Dec 

Mon 13th Nov 

Mon 27th Nov 

Mon 11th Dec 

(H) 

1990 

19th Jan 

2nd Feb 

16th Feb 

9th Mar 

23rd Mar 

6th Apr 

(H) 

(H) 

Mon 8th Jan 

Mon 22nd Jan 

Mon 5th Feb 

Mon 26th Feb 

Mon 12th Mar 

Mon 26th Mar 

Mon 23rd Apr 

4th May (N) (H) Tue 8th May 

18th May 

8th Jun 

22nd Jun 

6th Jul 

20th Jul 

Mon 2181 May 

Mon 11th Jun 

Mon 25th Jun 
(Wed 27th and 

- Fri 12th Jan 

- Fri 26th Jan 

- Fri 9th Feb (NP) 

- Fri 2nd Mar 

- Fri 16th Mar 

- Fri 30th Mar 

- Fri 27th Apr 

- Fri 11th May 

- Frl 25th Hay 

- Fri 15th Jun 

- Frl 29th Jun 

Thu 28th NP) 

Mon 9th Jul - Fri 13th Jul 

(H) indicates holiday intervening in school week cycle. 

(NP) indicates non-pupil day for staff inservice training. 



Academic Administration 

The Faculties 

The subjects of the curriculum have been arranged in the following faculties: 

Creative Design Art, Craft, Engineering, Graphics, Home Economics, 

Music, Technology, Textiles. 

Env. Studies Commerce, Economics, Geology, Geography, Rural and 

Earth Sciences. 

Humanities Drama, English, History, Religious Education, Sociology. 

Languages French and German 

Mathematics Including aspects of Computer Studies. 

Physical Education Including Health and Fitness. 

Science Biology, Chemistry, Physics. 

Special Education 

This has been done in order to facilitate the provision of integrated courses of 

study. 

The Academic Group 

The 8 faculties are co-ordinated through the Academic Group which meets under 

the Chairmanship of the Director of Studies. The head of each faculty is a member of 

the group, together with Mr. Richards, Mr. Klngan and Mr. Forrester-Paton. 

The responsibilities of the Academic Group are to: 

1. advise the Headmaster on the curriculum of the school, 

2. promote curriculum development, 

3. see to the creation and maintenance of the Library and Resource 

Centre, 

4. advise the Headmaster on the allocation of resources within the 

school, 
5. promote co-operation and consultation between faculties, 
6. promote cross-curricular initiatives. 

The Heads of Faculties 

Heads of faculties are responsible for the academic progress within their 

curriculum areas of all pupils across the range of age and ability within the school. 

Particular duties include: 

1. preparation of schemes of work, 

2. assisting the Headmaster and Governors In the appointment of new 

staff, 

3. discussing the courses and progress of individual pupils with 
Mr. Richards and Mrs. Worthington, and with the Senior Year Tutors 
and the Director of Sixth Form Studies, 

4- discussing the needs of all disadvantaged pupils with the Head of 

Special Education, 

5. discussing timetable requirements with the Director of Studies, 

6. determining, after consultation, the assessment and examination 

policy of the faculty, 

7. recording and reporting upon the assessment of pupils as Individuals 

or groups, 
8. passing on information about the academic progress of pupils from 

year to year and from teacher to teacher, 
9. the requisition of stock and its supply to staff, 

10. accounting for, and maintaining faculty resources, 
11. the supervision of ancillary staff where applicable, 
12. helping probationary and student teachers, and advising Mr. Richards, 

Mr. Davies and Mrs. Worthington, on their progress. 
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U. THE CURRICULUM 

There has never been a time when the curriculum of British schools was not 

changing. Since the 1950s the pace of change has quickened, and the pressures 

on schools for further change from government, industry and society at large 

have increased. 

Corsham School does its utmost to provide a curriculum and teaching and 

learning arrangements which recognise the needs of pupils and the demands of 

the society they live in. 

The day is divided into five one-hour lessons - to give time for the 

development of ideas, for experiment, for discussion, for practice. The 

curriculum has as few divisions as possible so that pupils and teachers have 

real opportunities to develop the worthwhile relationships essential for 

successful learning. 

The Year Seven Curriculum is divided into twelve subjects and each pupil's 

tutor teaches his or her own subject specialism and the general programme. 

These are the subjects (^represents a National Curriculum "Compulsory" 

subject): 

ENGLISH* ) 
MATHEMATICS* ) The National Curriculum "core" subjects 

SCIENCE* ) 

ART* 
DESIGN TECHNOLOGY* (Graphics, Home Economics, Technology) 

DRAMA 
ENVIRONMENTAL STUDIES (the natural and constructed world around us: 

Geography*, Economic Awareness, Science) 

FRENCH* (the National Curriculum foreign language) 

HUMANITIES (History*, Human Society, Beliefs and Values, Religious 

Education*) 

MUSIC* 
PHYSICAL EDUCATION* 

GENERAL PROGRAMME (includes: Guidance, Education for Personal 

Relationships, Computers) 

All of these are taken in mixed ability classes - normally tutor groups. 

There are, of course, some young people who find the work in some areas of the! 
curriculum rather difficult and who need special help to cope with their work , 
and to develop their academic skills. The Special Needs Team uses a 
combination of withdrawal from some lessons and support in others to help such 
pupils make the most of their education; and this help continues as needed 
throughout the school. 

From Year Eight onwards pupils continue the same curriculum, but English, Maths 

and French are organised in teaching groups known as 'sets', where pupils of 

similar ability are grouped together. In this year pupils add GERMAN to their 

curriculum. 

In Year Nine Science, Environmental Studies and Humanities join the setting 

system, and lessons in careers guidance are added to the general programme. 
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Such is the current pace of change in education for 14-19 year olds that it is 

-difficult to predict precisely what pupils at present in primary schools will 

face when they become Year Ten pupils. The Year Ten of 1989-90 had a wide 

range of subjects to choose from, as they began two year courses to GCSE which 

which will be continued in 1990-91 as Year Eleven courses. 

Five elements of the Year Ten Curriculum are not choices. All pupils study: 

ENGLISH 
MATHEMATICS 
SCIENCE 
SOCIAL AND PERSONAL EDUCATION (SPE) 
PHYSICAL EDUCATION 

In addition they choose four subjects; 

A Humanities subject 
An Environmental Studies subject 
One or two Languages 
One or two Design Technology or Arts subjects 

Prevocational education is being encouraged by the government with the general 

support of the opposition parties. All Year Ten pupils have the opportunity 

to gain prevocational qualifications through their Social and Personal 

Education course. 

The choice of Year Ten subjects is made during Year Nine. Reports, meetings 
for parents, careers guidance and a booklet explaining what is on offer all 
feature in the process of choosing. A copy of the booklet "Fourth Year 
Curriculum 1989-90" is enclosed with this brochure. In future years this 
booklet will be called "Year Ten Curriculum". 

Corsham School is particularly proud of the record of its Sixth Form (now 
called Years Twelve/Thirteen). Year by year the A level results are 
outstandingly good, and the range of A level courses available is exceptionally 
large. In 1989-90 this included Pure Maths, Applied Maths, French, German, 
Biology, Chemistry, Physics, English, History, Sociology, Economics, Geography, 
Theatre Studies, Art, Graphics. In addition A/S levels are becoming 
increasingly available. Years Twelve/Thirteen students who stay at school for 
one year have opportunities to take GCSE courses for mature students. In 
1989-90 these subjects included Geography, Community Studies, Design, 
Mathematics, English, Information Technology, Science in Society. 

As with Year Ten choices there is a full programme of advice and guidance, 
I Including individual interviews, for pupils considering entry to the Years 
Twelve/Thirteen and their parents. A copy of the booklet for prospective 
Sixth Formers (now called Years Twelve/Thirteen) is enclosed with this 

• brochure. 
i 
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Religious Education 

Religious Education is taught according to Wiltshire's Agreed Syllabus, which 
prescribes the broad objectives which should guide the teaching of the subject, 
rather than laying down a detailed body of content. 

Our presentation of Religious Education has two key characteristics which are 
supported by the Governors. Firstly, it is non-dogmatic: that is to say that 
it is directed towards developing the pupils' understanding and appreciation of 
religion as a phenomenon In human life and culture, and of the religious 
response with its various forms of expression. These themes are developed 
with an eye both to the Christian background and traditions of this country and 
to the rich variety of faith and practise in our own society and throughout the 
world, but without pre-empting the pupils' own judgement and reflection by 
seeking to promote any particular religious stand point. The second 
characteristic of our approach is that it is integrated; by presenting 
religious education In close association with Humanities in the lower school 
and with Social and Personal Education in Years 10 and 11, we aim to place it 
properly in its wider context of understanding the realities of the human 
condition and human experience. 

On Collective Worship, the school's policy is to ensure that every pupil 
attends a regular act of worship, which conforms in character to the terms laid 
down by the Government in the Education Reform Act. Our intention is that 
pupils should start the day with a shared experience which promotes reflection 
or stimulates a thoughtful response in relation to an issue of value, worth or 
meaning. This is generally presented within a broad framework of Christian 
beliefs and values, but our provision encourages considerable variety in the 
approach and the perspective which is offered, and allows for a range of people 
- from inside and outside the school - to lead acts of worship an different on 
different occasions. 

Sex Education 

Sex education at Corsham takes place within the context of a wider scheme of 
Social and Personal Education, the aim of which is to co-ordinate the many ways 
in which we seek to help, guide and look after the pupils as developing 
individuals while they are in our care, and to prepare them for the lives they 
will lead after they leave. 

Within this overall scheme, sex education is normally undertaken with small 

groups of pupils and is led by teachers trained under Wiltshire's scheme of 

Education for Personal Relationships. It can be seen as occurring in two 

phases: 

Phase One, during Year Seven, centres on relationships within the family and on 
the personal changes involved in growing up, and places those changes in 
context through a simple understanding of human reproduction. 

Phase Two, between the ages of 14 and 16, builds on this preliminary work with 
closer attention to issues concerning sexual relationships, childbirth, family 
planning, and related questions of health. The approach taken combines the 
provision of appropriate information with the creation of opportunities for 
pupils to reflect on their own and other people's attitudes and feelings, and 
to develop the capacity for balanced and responsible decision-making. 

It is important to stress the fact that we see our contribution to the pupils' 
development in this very personal area of the curriculum part of a shared 
enterprise between school and home. It is, accordingly, an aspect of the 
school's work where we particularly welcome approaches from parents who wish to 
discuss and clarify the nature of the work we are doing. 

The programme outlined above and the approach that we adopt has, of course, the 
approval and support of the Governing Body. 
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THE CORSHAM SCHOOL CURRICULUM ANALYSIS 

1. 

2. 

50 periods in a two week timetable : each lesson is one hour long. 

Timing 8.55 
9.00 
9.20 

10.20 
10.35 
11.35 
12.35 
13.30 
13.35 
13.40 
14.40 
15.40 
15.55 

Warning Bell - move to Tutor Rooms. 

Registration and Assembly or Tutor Period. 

Period 1 

Break 

Period 2 

Period 3 

Lunch 

Bell - Move to Tutor Rooms 

Registration 

Period 4 

Period 5 

Close School 

Buses Depart 

312 Lessons 
3. Breakdown of lessons 
3.1 Year 1 142 Pupils 6 Tutor Groups 

ES Hum. Maths M.Lang. Music PE Sci. Tutor 
5 5 6 6 2 5 6 1 

Design Drama Eng. 
6 2 6 

Notes. Design includes Art, H.E. Technology timetabled as Cl,01,Rl, 

together with 4 teachers (71 pupils). Sl,Hl,Al, together with 4 teachers 

(71 pupils). Pupils move from teacher to teacher through year. 

Maths includes 1 period of Computer Awareness, separately timetabled. 

Special Needs are catered for by withdrawal. All classes are mixed 

ability. 

3.2 Year 2 

Design 

6 

132 Pupils 

Drama Eng. ES Hum. Maths 

2 6 5 5 6 

5 Tutor Groups 

M.Lang. Music PE 

6 2 5 

297 Lessons 

Sci. Tutor 

6 1 

Notes. Setting starts in English, Maths and Modern Languages. Design as 
Year 1 except that the classes are timetabled as follows, C2,02, together 
with 4 teachers (53 pupils). R2,S2,H2, together with 4 teachers (79 
pupils). Both of these for 4 lessons. For 2 lessons Design is timetabled 
as a whole Year block with 8 teachers. From these lessons 2 sets of 
German pupils are withdrawn. 

Modern Languages - 6 sets: Sets 1 and 2 also take German, being withdrawn 
from French (1 lesson), English (1 lesson) and Design (2 lessons). As we 
only have 5 Language teachers, French is timetabled at the same time as 
PE (sets 1,3,5 together; 2,4,6 together). Special Needs - via sets 
(English, Maths, Modern Languages) and withdrawal. 

3.3 Year 3 

Design 

6 

157 Pupils 

Drama Eng. ES. Hum. 

2 6 5 5 

6 Tutor Groups 
Maths M.Lang. Music 

6 6 2 

346 Lessons 

PE Sci. Tutor 

5 6 1 

Notes. Setting in English, Maths, Modern Languages, Science and E.S.. 
Design and Modern Languages as Second Year. E.S. setted in half year 
groups. Special Needs - as Second Year. 
In addition the cross curricular initiatives, Oracy and Information 
Technology operate throughout the faculty structures in the Lower School. 

3.4 Year 4 
Eng. 

6 
Maths 

6 
PE 
4 

167 Pupils 
SPE Sci. 
4 10 

6 Tutor Groups 
Course 1 Course 2 

5 5 

383 Lessons 
Course 3 Course 4 

5 5 
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Notes. English, Maths 7 sets each. (All G.C.S.E. except 3 Maths sets, 
i.e. 2 City and Guilds, 1 non exam). Science - two courses. In each 
there are 5 sets of Integrated Science and 3 of Applied Science. I.S. is 
double certification, A.S. is single certification. SPE includes RE. 
Tutor timetabled in 1 SPE lesson per fortnight. 
Course Choices - (P = Pupils T = Teachers) 

Course 1 Course 2 Course 3 Course 4 

History (46P 2T) Geography (lllP 4T) French (8lP 4T) Art (50? 2T) 

Drama (14P IT) English Lt.(2lP IT) Music (5P IT) CDT (58P 3T) 

German (IIP IT) Typing (20P IT) HE (25P IT) HE (42? 2T) 

English Lt .(55P 2T) ES (15P IT) CDT (20P IT) HF (17? IT) 

Typing (20P IT) Graphics(36 2 ) 

Humanities (21P IT 
167P , 8T 167P 7T 167P 9T 167P 8T 

CDT includes Design and Realisation, Graphics etc.. Humanities (Course 1 
and ES (Course 2) are non examination ; all others are GCSE. Typing 
taught by College Teachers. 

3.5 Year 5 
Eng. 
6 

169 Pupils 
Maths PE SPE 

6 4 4 

6 Tutor Groups 401 Lessons 
Sci. Course 1 Course 2 Course 3 Course 4 
10 5 5 5 5 

Notes. English, Maths - 7 sets each (All GCSE except 2 Maths sets). 
Science - 5 sets I.S - Double Certification. 3 sets A.S - Single 
Certification. 

Course 1 
I64P 3T) History 

Drama 
German 
Typing 
Int. Hum 

(16P IT) 
(42P 2T) 

(17P IT) 
(30P 2T) 

Course 2 
Geography TSSP 3T) 
Commerce (IIP IT) 
Typing (19P IT) 
English Lt.(24P IT) 
Int. Hum. (27P 2T) 

(169P 9T) 

Course 3 
French (95? 4T) 
Art (26P IT) 
HF (30P 2T) 
CDT (18P IT) 

(169P 8T) 

Course 4 
HF (40P 2T) 
CDT (52P 3T) 
Mot.V (20P IT) 
Music (5P IT) 
Art (28P IT) 
A/Text(24P IT) 

(169P 9T) (169P 8T) 

Notes. CDT includes Design and Realisation, Graphics etc.. Integrated 
Humanities is non-GCSE. Typing taught by college teachers. 
SPE includes RE. Tutors timetabled into SPE 1 period. 

3.6 Sixth Form 
All pupils take Careers 
separately). General Studies 4 lessons. 

95 Pupils 346 Lessons. 
1 lesson (Upper and Lower Sixth timetabled 

PE 2 lessons. 

A Levels Timetabled in blocks of 10 lessons each. 
U6 Block 1 

Maths (8) 
P. Maths (8) 
History (3) 
German (1) 
Art (4) 

Block 2 
French (8) 
Sociology (10) 
Chemistry (4) 
Ap. Maths (4) 
Graphics (2) 

Block 3 
Physics (6) 
Geography (13) 
Music (3) 

Block 4 
English (10) 
Biology (10) 
EC (10) 

L6 Maths (10) Biology (18) 
Sociology (14) German (5) 
Theatre (5) Music (1) 

History (4) 
Non A Levels 
All take CPVE (Consortium) : includes English, Computing, Maths, Science 
in Society, Community Studies, Graphics. 

English (15) 
Economics (10) 
Graphics (2) 
Chemistry (8) 

French (6) 
Geography (8) 
Physics (7) 
Art (6) 

3.7 Totals 

Total lessons 2085) 
teachers f.t.e. 57) 

Contact Ratio : 0.73 
i.e. 36.5 lessons p. cycle) 
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FACULTY TEACHING 

DESIGN 
J. Stanghon 
K. Tongue 
P. Balderson 
J. Colesby 

J. Colomb/K.Shillaker 
M. Clayton 
P. Bush 
A. McGhee 
C. Currle 
II. Barton 

28 (+ 6 CPVE Consortium, 5 Science Supt.) 39 
34 (+ 2 1 Humanities) 36 

35 (+ 5 Science, 1 Tutorial) 41 
45 (+ 1 Tutorial) 46 
40 (+ 8 SPE) 48 
34 (+ 8 Drama) 42 
40 (+ 4 SPE) 44 
37 (+4 SPE) 41 
39 39 
33 (+ 2 Drama, 6 English) 41 

ENVIRONMENTAL SCIENCE 
K. Jones 
H. Davies 
A. Kingan 
W. Davies 
N. Vile 
C. West 

41 
39 (+ 
21 ( + 
10 (+ 
40 
35 (+ 4 SPE + 5 Science Support) 

Tutorial) 
6th General) 
I.H., 2 French Studies 

41 
40 
29 
20 
40 
44 

HUMANITIES 
M. Short 
S. Beard 

G. Forrester-Paton 
R. Hubbard 
N. Boulding 
R. Olver 
S. Smith 
G. Trafford 
T. Chatfield 
A. Pickering 
L, Thompson 
S. Whyte 

37 
39 
15 
44 

39 
40 

42 
42 
40 
5 

(+ 
(+ 

1 Tutorial) 

1 Tutorial) 
(+ 16 SPE, 4 6th General) 

(+ 1 Tutorial) 
(+ 1 Tutorial) 

35 (+ 1 Tutorial, 4 SPE) 
35 (+ 2 6th General) 

(+ 1 Tutorial) 

(+ 1 Tutorial) 
(+ 2 6th General) 

(Team Teaching + 12 SPE Team Teaching 
4 6th General 
(SPE, 2 French Studies) 

38 
40 
35 
44 
40 

41 
40 
37 
43 
43 
42 

27 

MATHS 
K. Clarke 
S. Harding 
A. Nelson 
S. Kreter 
P. Rouse 
R. Rousell 

B. Whelpton 

41 
39 
33 

41 
42 
40 
18 

( + 
( + 
( + 
( + 
( + 

Tutorial) 
Tutorial) 
Tutorial, 
Tutorial) 
Tutorial) 

2 IH, 4 SPE 

(+ 16 SPE) 

42 
40 
40 

42 
43 
40 
34 

MODERN LANGUAGES 
B. Shillaker 
H. Reid 
L. McComish 
S. Tozer 
E. Taylor 

38 
39 
40 
41 
2 

(+ 
( + 
(+ 

Tutorial) 
Tutorial) 
Tutorial) 

38 
40 
41 
42 
2 

P.E. 
I. Holden 
H. Evans 
S. Hughes 
L. Franklin 

38 

41 (+ 1 Tutorial) 
44 (+ 1 Tutorial) 
36 (+ 5 ES) 

38 
42 
45 
41 



SCIENCE 
N. Glass 
M. Aclcock 
J. Deacon 
A. Hawkins 
M- Macey 
C. Richards 
R. Travis 
K. Williams 
B. Worthington 

37 ( + 
32 ( + 
43 ( + 
42 ( + 

38 
20 
42 
42 
34 

Tutorial) 
SPE) 
Tutorial) 
Tutorial) 

(+ 1 Tutorial) 

38 
40 
44 
43 
38 
20 
42 
43 
34 

SPECIAL NEEDS 
M. Veale 
F. Nelson 

P. Kent 

DW4 GOVERNOR CA.WDA 

12 (+ 2nd/3rd English + 1 Tutorial) 13 
41 (4/5 Yr. Maths, English, Humanities, 

4th SPE) 41 
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Technology Staffing 1000/91 

Assumptions 

1. Present Year 10 classes will continue into Yr 11; 

2. Lower School clases will be taught as two half year groups each with four 
teachers, except Yr 7 will be taught as a group of three tutor groups (Tour 
teachers) and a group of two (three teachers); 
3 . Each Lower School team should have at least one female teacher. 

Teachers Gth 11/1 11/2 10/1 10/2 3 a 3b 2a 2b 1 a lb 

CDT 1 5 5 5 A- A A- 4 4 r 35 + GSc 

CDT 2 5 5 5 4 A 4 4 4 4 - 30 

Drawing G 5+5 5 A- A- 4 •1 4 - 41 
8SPE HE 1 5 5 5 A 4 A 4 = 31 + 8SPE 

HE 2 5 5 4 4 4 = 22 + 1 4 

6 15 20 5 1 5 10 1 C 1 6 1 6 1 G 1 6 12 - 163 

Humanities and English Staffing 

Teachers UG L6 yrl 2 1 IE 1 1EL 1111 10E 10EL 10H OE OH OE OH 7E 7H 

N.Boulding 5 10 6 5 6 6 = 30 

L.Thompson 5 5 G G 5 G G = 30 

S.Smith 5 G G 5 6 G G - 4 0 

R.01ver 6 6 5 G G G G r 1 

M.Short G G G 5 - 23 

S.Beard 6 6 6 5 G 5 + 5 = 30 

T.Chatfield 5 5 5 5 5 5 5 = 35 

A.Pickering 5 5 5 5 5 5 + 5 5 = 40 

G.Trafford 10 10 5 5 5 = 35 

G.Paton (4SPE) 5 (2SPE) 5 5 + 5 5 + 5 5 = 41 

30 4 0 1 2 36 10 20 3G 10 20 30 30 10 30 10 25 
* * * 

-G - 10 - 1 2 
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staff and Facultios: toaching periods 1000/91 -
Number of ntaff listed - 54.4 Staff, including 

raw numbers. 
those not timetabled. 

E.P.A. 
.C. Currie 40 
H.Barton 29 
Art Teacher 40 
M.C1 ayton 40 
R.Hubbard 40 

K.Jones 35 
H.Dav i es 40 
A.Ki ngnn 20 

N.Vile 40 
C.West 40 
W.Davies 20 
^ni ties 
M.Short 40 
G.Paton 35 
G.Trafford 35 
A.Pi ckeri ng 40 
T.Chatfield 40 

S.Beard 40 
N.Boulding 40 
S.Smi th 40 
R.01ver 40 
L.Thompson 40 
IS 
K.Clarke 40 
P.Rouse 40 
R.Rouse!1 40 
S.Harding 40 
S.Kreter 40 
S.Walker 22 

(+ 12 English ) 

(+ 5 Sci 

( 
(-1- 10 6 th Ca ) 
(- fj D/T sup. ) 

(- 15 TV-KSD ) 

(- ? Publicity) 
( I- 6 or 0 SPE ) 
(-1- C GGen/SPE ) 

(+ C or 0 SPE ) 

Modern Languages 
B.Shi 11aker 40 ) TotaT needed is 202 

A.Green 40 ) Total available is 

S.Tozer 40 ) 218 

L.McComi sh 40 ) 
M.Lang teacher 40 ) 
J.Baker (0.4 TVEI) XQ ) 

I.Hoi den 40 ) Total needed is 146 

H.Evans 34 ( + 6 Maths ) ) if all yrlO on at 

S.Hughes 40 ) once, but more than 4 

L.Frankli n 32 (t- SPE/ Dance ) ) teachers. Available I'lC 

ence 
M.Glass 40 ) Total needed is 310 

M.Adcock 40 ) Available 320 + K.J. 

B.Worthington 20 ) if used for yr 11 

R.Travis 40 ) Earth Science and 

A.Hawki ns 40 ) -I- J.S for yr 0 

A.Brodi e 40 ) Possible available 

C.Richords 20 ( - 5 Probs ? ) ) is 330. Use Scientist 

P.Robards 40 ) in yr 11 P.E.? N.G.? 

M.Macey 4.0 ) or P.Robards? 

hnol ofjy 
J.Stanghon 40 ( - 6 Sci ? ) ) Total needed is 163 

P.Balderson 40 ) Total availabTo at max 

K.Tongue 40 ) invoTvement eTsewhere 

P.Bush 40 ( - 6 or n SPE ) ) is c. 220 

A.McGhee 40 ( - 10/12 S/PE ) ) 
J.Colesby 40 ) 
included : E.Taylor M. roston and M.VeaTe ( not tTmetabied) 
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Total needed 
is c. 200. 
Total avai Table 
is 189 - but 200 
possi ble. 

Total needed 
is 206. 
Total available 
is 195 - but probably 
170 or 175 more likely 

Total needed is 401 
Total available is 
300. Difference has 
been made up in past 
by H. Barton (Eng) 
Total Hums needed is 
171. Avai Table is 171 
Total Eng needed is 
230. Available i;> 220 
Balance Hums/Eng ? 

Total needed is 226 
Total available is 
2 2 2 . 
Add l-l. E from P.E. 
for 6 periods 



PLANNING SHEET 1990/1991 

'IfAME TUTOR GROUP 

You will find two pages of this planning sheet in your booklet. One of these 
is to be handed in to your tutor on 23rd April when you have consulted with 
everybody and are, at least, fairly clear what subjects you wish to take next 
year. The other copy is for your own reference. 

Broad and Balanced 

The Education Reform Act of 1988 stresses that a pupil's education must be 
"broad, balanced, differentiated and relevant" and schools are required to make 
sure that all their pupils' courses satisfy these criteria. Therefore, now 
you have read this booklet and talked to your teachers, and you are ready to 
make choices remember that you must choose a series of courses that will lead 
to a broad and well balanced education. We, as a school, must not allow you 
to opt into a series of courses that are not broad and well balanced. For 
example, it is difficult to justify a pupil doing neither History nor 
Geography, or doing two "Graphics" type subjects. If we think that there is a 
danger of this happening your tutor will discuss your choices with you to make 
sure that the Education Reform Act criteria are satisfied. 

Equal Opportunities 

All courses arc open equally to boys and to girls. 

Course Planning 

All pupils will take English, Mathematics, Physical Education, 
Religious Education, Social and Personal Education and Science. 

The rest of the curriculum will be divided into two blocks which we have called 
Block A and Block B. In these blocks some guided choice will be possible. 
In the spaces provided we would like you to write the subjects you would like 
to take next year. 

Block A 

Choose any three subjects from the following five; 

Design Technology Choice 1 

French 

Geography Choice 2 

German 

History Choice 3 

Block B 

Choose any one subject from the following six: 

Art 

Combined Arts 

Drama 

English Literature 

Graphics 

Music Choice 4 

Please return the school's copy of your ciioices to your tutor by 23rd April. 
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M Y TO DAY ROUTINE 

School Day 

0855- Warning Bell - move to l\jtor Rooms. 1330 Warning Bell - move to Ibtor Roans. 
0900 Registration and Assembly or Ibtor period. 1335 Registration. 
0920 Move to Period 1. 1340 Mave to Period 4 
1020 Break. 1440 Have to Period 5 
1035 Mave to Period 2. 1540 Close School 
1135 MDve to Period 3 1555 Buses depart 
1235 Lunch period. 

Buses depart 

These arrangements are intended to provide 5 periods a day, each of at least 55 minutes effective teaching 
time. It is very important to be punctual at each point in the day. 

Absence of Members of Staff. Please let the school know about unforeseen absences (Tel: Corshem 713284) 
as soon as possible, so that Mr. Davles can arrange for substitutions. 

Sickness Reporting Procedures. Ihese have been laid down in detail by the Authority as a result of the 
national legislation on statutory sick pay. Details have been included In the handbook, and it is in 
colleagues interest that these procedures be followed. 

Absence fran duty. Leave of absence, which can only be granted under the conditions laid down by the 
Authority, should be discussed with Mr. Taylor. In the same way, educational visits and attendance at 
courses of inservice training should also be discussed in principle with the Headmaster before any further 
detailed arrangements are made. 

When a period of absence can be foreseen, it is important to see that the inconvenience to the rest of the 
school is kept to a minijiwm. Ihis is done in discussion with Mr. Davles and includes setting work, 
whenever possible, for classes which the member of staff would normally teach. Details of this work 
should also be given to the Head of Faculty, wte will ensure that the relief teacher, arranged by Mr.' 
Davies, see that this work is done by the class. 

Educational Visits. General plans should bo given to the Headmaster hy 1st July in the academic year 
prior to the proposed visit. Detailed plans should be discussed with the Headmaster, and his consent 
obtained before ANY CQTER ARRANGEMEM' is made. Detailed arrangements should be recorded on a form which 
c ^ be obtained frcm the office, and this form sliould be returned to the office at least two weeks before 
the visit takes place, and one month before the visit takes place if the activity appears on the 
^thority's list of those considered to be hazardous. lliese forms enable appropriate provision to be made 
for ^thin the school and for the insurance of the party making a visit. Please also have regard 

to the aief Education Officer's letter abcut "charging for school activities" and the national legislation 
upcn vhich It is based In any arrangements you make. 

staff Cars. Please observe the one way system in force on the school site and park cars on one of the 
three car parks available to staff. Please DO NOT park on the school roadway. 

Staff Keys. Ihese shcwld be placed upon the keyboard in the staff roan each evening and W T taken heme. 

Attendance_ Registers. Ihese are legal docunents which should be kept neatly. Entries should be made 
personally by the teacher concerned. Registers should be sent to the office after registration each 
morning and afternoon. Group tutors are especially requested to draw the attention of the senior year 
tutor to a pupil who has been absent frcm school for more than two days (four sessions) or to a pupil wto 
is regularly late, or absent from school. 

Dinner Maney. Ihis is collected dally at a cash register in the dining halls. 
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So here we are, about to explain P'u, the 
Uncarved Block. In the classic Taoist 
manner we will not try too hard or 
explain too much, because that would only 
Confuse things, and because it would 
leave the impression that it was only an 
intellectual idea that could be left on 
the intellectual level and ignored. 
Then you could say,"Well this idea is all 
very nice, but what does it ammount to?" 
So instead we will try to show what it 
amounts to, in various ways. 

Benjamin Hoff, 
The Tao of Pooh 
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Meeting a friend in a corridor, 
Wittgenstein said: " Tell me, why do 
people always say it was natural for men 
to assume that the sun went round the 
earth, rather than that the earth was 
rotating? His friend said, "Well, 
obviously, because it just looks as if 
the sun is going round the earth." To 
which the philosopher replied, "Well, 
what would it have looked like if it had 
looked as if the earth was rotating" 

Tom Stoppard, 
Jumpers 
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TWO PERIODS OF MUSIC AND TWO PERIODS OF DRAMA 

The Corsham School has had Drama on the timetable in a variety 

of guises over the last twelve years. Drama has been an 

option in the fourth and fifth years since the school 

opened in 1973. Advanced level Theatre Studies has been 

taught since the late seventies. In the Lower School -

years 1, 2 and 3 - Drama was once incorporated into a first 

year "general" lesson and taught by non-specialist 

enthusiasts as part of a "carousel" that included 

"induction", study skills and some social and personal 

education. Many years ago there was appointed a drama 

specialist. She lasted two terms, leaving one summer to live 

with her lover in the Channel Islands. She was not 

replaced and, eventually. Drama became incorporated into the 

Humanities timetable in the Lower School. The Lower School 

timetable has been relatively stable over the last five 

or six years. The school has a 50 period, two week cycle 

and in 1987/1988 the Lower School periods 

were divided up as follows 
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Humanities Faculty- English 6 periods 

Humanities 6 periods 

Design Faculty- Design 6 periods 

Music 2 periods 

Mathematics Faculty Mathematics 6 periods 

Science Faculty Science 6 periods 

Modern Languages Faculty French 6 periods 

Environmental Studies Faculty Environmental Studies 5 periods 

Physical Education Faculty P.E. 5 periods 

Tutorial Tutorial 2 periods 

The Second foreign language - German - was timetabled in 

years two and three by withdrawing pupils in the top two 

French sets from English, French (one period each) and 

Design (two periods withdrawal). 



Unfortunately, in 1984 one of the two music teachers left 

the school. There had not been enough Music taught to 

support two full time teachers and as her leaving 

coincided with another reduction in in school size she was 

not replaced , even though there was now too much Music for 

one teacher. A Music timetable was made up for one teacher 

of: -

First Year: 6 classes @ 2 periods each = 12 periods 

Second Year: 6 classes @ 2 periods each = 12 periods 

Third Year: 6 classes @ 0 periods each = 0 periods 

Fourth Year: 1 "option" class @ 5 periods = 5 periods 

Fifth Year: 1 "option" class @ 5 periods = 5 periods 

Sixth Form: 10 periods = 10 periods 

Total 44 periods 
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Not surprisingly, perhaps, the one music teacher we had 

left in the summer of 1986. She left the school for 

promotion too late for us to appoint for September 1986 and 

so it was decided by the management committee to appoint a 

Head of Music in January 1987. Whoever was appointed would 

be a head of a Department of one but with an offer to do 

something about the situation as soon as was practicable. In 

January 1987, Charles Currie took up his post as Scale II 

Head of Music. Initially, Charlie Currie focussed his 

dissatisfaction on the fact that there was no Music taught in 

the Third Year. Rightly, he pointed out that it was 

difficult to recruit a class in the Fourth Year options. He 

was ambitious to improve Music's status and was supported 

in his approaches to the Head by a number of other teachers. 

Indeed, the Head was himself sympathetic and said he would 

do what he could, although the school's teaching 

establishment fell again in 1987, and nothing was done. 

By the Autumn of 1987, Music and Drama were at the forefront 

of curriculum deliberations. The Wiltshire scheme for TVEI 

extension was submitted in November 1987. The Authority's 

schools were divided, geographically, into "clusters" for 

the submission and Corsham's cluster based much of its 

developmental work for the submission on the three areas 

of Science, Technology, and Expressive and Performing Arts. 
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At Corsham, these developments were entered into 

wholeheartedly but cautiously. As the TVEI coordinator for 

the school, I was aware of the problems. Drama was still 

taught in the Lower School in English and Humanities 

lessons. Roger Hubbard, the Head of English, taught all 

Upper School Drama and Theatre Studies. There was only one 

Music teacher and some rivalry was evident between Roger and 

Charlie. Basically, neither wished to see their subject 

dominated by the other in any set-up that produced a 

"unified" timetabled arrangement. I say, " their subject" for 

both teachers for it had been apparent to me for a year 

or so that Roger Hubbard was more interested in teaching 

Drama rather than English and, indeed, thought of it as "his 

subject". Only questions of status and the possibility of 

wrangling over salary had stopped him from changing to be Head 

of Drama when approached by the Head in 1985. The imposition 

of a new salary structure on teachers made it possible to 

assimilate the Head of English's old scale 3 to a B 

incentive allowance, "promote" the Head of Music from an 

old scale 2 (now, Main Professional Grade) to a B 

incentive allowance and appoint a new Head of English on 

a B incentive allowance. It also provided Headteachers with 

the opportunity of writing new job descriptions for all 
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staff in September 1988. Wiltshire L.E.A. said that it 

would support the Heads if they wrote new job descriptions 

for some staff as long as these were seen to be 

"reasonable". I think it might have been difficult to force a 

new job description onto an unwilling teacher but I do 

not think that Roger Hubbard was unwilling. Armed with these 

two weapons, the Headmaster met with the Head of English 

early in February 1988 and the change was made, Head of 

English to Head of Drama. During the negotiations, Roger 

Hubbard made two points. One was that he did not want to 

teach any English from September 1988. The second was that 

Lower School Drama should be timetabled as a subject in its 

own right again. As this might mean that he had too many 

lessons for him to cope with on his own it was agreed only 

that he should take the bulk of them. Late in February, 

Charles Currie came to see me in my office. It was widely 

known what changes were taking place in English and Drama, 

he said and wished just to say that they made the 

introduction of third year Music all the more 

imperative. Secondly, it made the need to employ, at least, a 

part time Music teacher important. Thirdly, it was important 

to him and to music to keep the timetabling of Music and 

Drama separate. He feared the wayward ways of the new Head of 

Drama. He liked Roger, as a person. They had cooperated 
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over productions already - if you could call it cooperation. 

Both Richard II and HMS Pinafore had been notable successes. 

However, that was a long wqy from being swamped by drama in 

the curriculum. Dance had been firmly held onto by P.E., had 

it not, and he intended to hang onto Music. After Charlie 

had gone, I spoke about his fears to the Headmaster. 

I said that I agreed with Charlie. We agreed to meet later in 

the week to work out an acceptable plan and in the 

meantime, the Head would telephone the Senior Area 

Education Officer at County Hall to plead, if necessary, 

for help over extra staffing. After all, the change from 

Head of English to Head of Drama had been something the 

S.A.E.O. had applauded. 

Later that week, to my surprise, the Head said that 

Stephen Corbett, the S.A.E.O. had agreed to our being 

overstaffed by 0.5 of a teacher for music. He had not 

needed persuading. Now, two problems had to be confronted. 

One was that if there was to be a shortfall of English 

teachers, caused by Roger Hubbard's reluctance to teach 

the subject who, exactly, was going to teach English? 

Secondly, if we were to have parity between Music and 

Drama in the Lower School that would mean two periods for 

each subject in each of years 1 to 3. Two extra periods of 
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Drama meant two periods less of something else. Where were 

.we going to find the two periods from? In the past, Drama 

had been taught in Humanities lessons and so it seemed a 

good starting point to consider that, at least, one of 

the lessons should come from Humanities. That would, 

incidentally, help the problem of English. Because English 

teachers also taught Humanities, if they taught less 

Humanities thay could teach more English. The Lower School 

was 18 classes and so a lesson less of Humanities for 

each could Staff three English sets. That plus the other half 

of the music teacher could just see us balancing the books 

in this area. That is, if we could find another half to the 

0.5 allocated for Music. In fact, I said, it would be 

impossible to find, and to timetable satisfactorily, half a 

Music teacher so we had better try and combine the Music 

with something else. That may as well be English as 

anything, although that would mean not re-employing one of 

the part-time teachers. 

The second lesson for Drama, I suggested, could come from 

the Tutorial periods, reducing them to one lesson a 

fortnight. I foresaw a bit of a rumpus over both these 

proposals but could not see much alternative. I went through 

the other possibilities. It just did not seem to be 

politically, or educationally, wise to decrease the time 
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allocations of Mathematics or English. In any case English 

.was decreased in years two and three for the top sets 

because the second language (German) pupils were withdrawn 

for a lesson. The same withdrawal occurred from French and 

Design and was a contentious matter. In any case we were 

supposed to be promoting Technology and Science. That ruled 

out cutting Design and Science. Environmental Studies and 

Physical Education already had less lessons than the rest so 

we could not cut them. Also, cuts in one area left surplus 

staff who would have to be used elsewhere. Humanities staff 

could be used for English, where we were short. Tutors came 

from a variety of Faculties and so the surplus to any one 

Faculty would not be great. I said that I thought the 

Academic Group would agree when we next met. 

At that time, the Academic group met more or less weekly, 

after school. It consisted of the two deputy heads, the seven 

heads of faculty, the head of first year - a hangover from 

when she used to be head of P.E. - and the heads of Sixth 

Form, Fifth Year (Careers), and R.E. wearing his hat as being 

in charge of Social and Personal Education. The final member 

was the Head of Lower School. I was the Chairman (and still 

am, though changes have been made to what was later thought to 
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be an overlarge and unwieldly group). When the matter of the 

two periods of Drama came up the debate was rather desultory, 

I thought. I seem to have given the impression that the 

matter was rather less clear cut than I saw it, and the debate 

drifted largely towards ways in which tutor time could be 

expanded first thing in the morning if a tutor period was to 

be cut. In the ten day cycle of the timetable each Year goes 

to assembly three or four times. For six mornings a cycle 

tutors have twenty minutes with their tutor groups. Although 

there is a pastoral programme initiated by the Head of Year, 

this tutor time is regarded as a time-filler by most teachers. 

The Group thought that by taking a few minutes off each 

period a longer tutor time could be provided and not only 

would this compensate for the lost lesson, teachers would 

treat it more seriously than they did, and a better start to 

the day could be achieved. Without saying so, I left it to 

the pastoral staff present to take back to the Pastoral Group 

(the second Deputy chairing a meeting of Heads of Year and 

Head of Lower School) to get something arranged and talk to 

the Headmaster. 

The Head of Humanities opposed his Faculty's losing a lesson. 

He argued that Humanities included History and wasn't that 

supposed to be 10% of the National Curriculum? Hm* could his 
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Faculty be expected to fit in the (compulsory) R.E. content, 

let alone any sociology? Nobody much seemed to me to be 

listening to him. The Head of Modern Languages said he could 

afford to lose a lesson in the First Year but only there. 

The Academic Group does not take votes. We had discussed the 

matter. I would report back to the Head. 

I did that and we agreed to accept the offer to reduce French 

in the First Year. It would help us with our staffing by 

saving six periods of French. We would keep the two tutor 

periods. We would reduce Humanities. Two teachers had 

recently been on a tutoring course and come back with a 

package sponsored by Corsham "Lions" Club and we felt that we 

had an obligation to honour our agreement with a powerful 

voice in the local community. A "reasonable" amount of time 

should be allowed for tutorial work. 

I asked the Heads of Faculty for their "battle order" of staff 

deployment for the next year. The Humanities staff 

deployment included 48 periods for a new English teacher and 

six periods of Humanities for each of the tutor groups in the 

Lower School. It was dated on the 9th March. I spoke to the 

Head of Humanities and we decided that the Headmaster would 

have to lay down the number of lessons, in effect ordering 



the Head of Humanities to reduce to five lessons. This would 

have to be done for the consumption of the Humanities Faculty 

who would otherwise regard Mike Short as selling them down the 

river. A Mark 2 Battle order dated the 22nd April showed no 

appreciable change, though the demand for a new English 

teacher had reduced to 24 periods. I complained to both the 

Headmaster and the Head of Humanities that I would like to 

start timetabling shortly and still had no staff deployment 

that I could use. 

In the second week of May the second Deputy came to me and 

asked what had been decided about Drama. I told him that the 

Head and I had agreed to to lose a lesson of Humanities and a 

lesson of French in the First Year, and a lesson of Humanities 

and a Tutor period in Years 2 and 3. "Has anyone consulted 

those running the Tutor periods?" he asked, "to see if they 

can fit in their work into one lesson a fortnight." I had 

not, and said so, adding that I did not know whether the Head 

had. He went to see the Head and arranged a meeting for the 

12th May. Present at the meeting were the Head, the two 

Deputies, the Head of Fifth Year (Careers), the teacher in 

charge of SPE and the teacher in charge of the Computer 

Education Induction Programme. We went over the old ground of 

the Academic Group meeting, except rather more aggressively. 
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I thought. It was suggested by the second Deputy that Music 

and Drama could be timetabled together for three periods, each 

two classes having two teachers who could "box and cox" 

sharing the lessons. It was most important to maintain tutor 

periods, he asserted. They better courses and would be 

better taught. The Careers course in Year 3 was very 

important. The SPE course in Years 1 and 2 showed our 

commitment to pastoral care. What, he asked, were my 

priorities. I said that I thought that Music and Drama were 

vital components of a school curriculum. I thought that there 

were other ways of delivering the pastoral curriculum which 

the Pastoral Group had not taken up after the Academic Group 

meeting early in the Spring Term. But what were my 

priorities, he continued to ask. We were not dealing with 

priorities, I answered, but I supported the view that a 

lesson could be moved away from Tutor periods. It was not 

satisfactory, but what other subjects could lose a lesson? We 

had been through all this before, hadn't we? People had had 

a chance to make their views known. If he must have 

priorities, mine lay with Music and Drama. 

I was very tense by this time. I thought that the arguments 

had shifted away from the specific subjects of Music and Drama 

towards notions such as who controlled the curriculum, 
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competition for influence between the Academic and Pastoral 

.groups, even competition at a personal level. 

"How can we fit everything in?" asked the Head of R.E., and I 

felt the tenseness vanish. I was home and dry. I said that 

all the computer literacy programme, approximately half the 

time allocation, could and, indeed, should, be dealt with by 

the faculties. English teachers should take on word processing 

and desk top publishing. Data bases, spread sheets, and the 

like could be dealt with by Science and Environmental Studies. 

We had just been part of the Authority's Information 

Technology project, and the Faculties were ready to take on 

their responsibilities to the computer age. The teacher in 

charge of Computing said he would take this back to the 

Computer Policy Group. The bell went for lunch. The second 

deputy excused himself to supervise a detention, the Head of 

Careers to end an examination. The meeting broke up with no 

decision made and me saying that I would talk to the Heads of 

Faculty about computing across the curriculum. 

I raised the matter at the next routine meeting of the 

Academic Group on the 17th May. We said we all agreed that 

the faculties should take on a specific curricular 

responsibility for work done with computers. Each Head of 



Faculty affirmed this. We agreed to have a combined meeting 

-with the Computer Policy Group. I said I would arrange it 

for the 26th May. I said we could sort out the best 

proceedure by which syllabuses could incorporate the computing 

activities suggested. 

The first date on my computer printout for scheduling the 

timetable for the next year is 9th May.... 

By 1990, the Humanities Faculty had been split into two, 

Faculties of English and Humanities; a Faculty of Expressive 

Arts coordinated the Teaching of Art, Music and Drama, leaving 

a smaller Design Faculty to concentrate on Technology. 
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WHO DOES THE TIMETABLE? 

In their study of timetabling in Scottish schools, conducted 

20 years ago, Norman Lawrie and Helen Veitch interviewed 

senior staff in 22 schools and although their interviews were 

"largely unstructured" a check list was used to try to ensure 

that a certain minimum information was obtained. I have 

already referred to the contents of this checklist. Two 

particular items in the list were:-

(a) Name of timetabler and position in the school; 

(b) How do principal teachers participate? 

Their answers, published just after I started timetabling 

provided me with one of ray first ' insights into the 

timetabling process. 

Lawrie and Veitch report that a point made by several 

"headmasters" was exemplified by one "headmistress". She 

had been recently appointed and had a timetable bequeathed to 

her by her predecessor. She had never produced a timetable 

and did not fully understand the implications of the 

timetable or the reasons behind it. She would be much 

happier running the school when she had constructed a 

timetable herself. One "fairly new" headmaster had decided 

to do the timetable himself only for a few years before 

delegating the job, and "several headmasters who no longer 

timetable" said they used to do it when they were first 



appointed. Lawrie and Veitch comment, " it seems that a new 

headmaster feels that he will be in control of his school 

only when he has mastered the problems of its timetable" 

(p25). They further note, in passing, that in Scottish 

schools at that time timetabling was a man's job. Except in 

one small school, a Grant Aided school for girls, "women were 

present at the discussions only in their role as Lady 

Adviser". 

My own experience has been similar. At Corsham the 

headteacher never timetabled the school, that was always my 

job, but his interest in the timetable was at its keenest in 

the early years of the school. We discussed staff 

deployment and the implementation of the curriculum much more 

in those days and there is no doubt in my mind that his 

knowledge of the school has declined in the intervening 

years. He argues that there is more to a school than 

implementing its curriculum, and that the timetable cycle is 

used only nineteen times anyway. Neither of these is the 

point, it seems to me, and the person who does the timetable 

gets to know - and has to know - both the curriculum and 

staff like no one else in the school. This is very exciting 

but has its drawbacks. The most obvious one of these is a 

certain isolation in the midst of involvement. 

The idea put forward by Lawrie and Veitch of a Lady Adviser 

only at the discussions is related to my experience also. 



Locally, I do not know of a woman timetabler. Having said 

that, I can also say that there are very few women in west 

Wiltshire in the sort of post that might lead to timetabling 

jobs. The notion of discussions itself is, of course, a long 

way from Salt's two or three people hidden away in a small 

storeroom. Earlier in their report, Lawrie and Veitch had 

divided "timetabling" into two stages. Stage I involves the 

processes of consultation, information gathering and planning 

which precede the construction of the timetable. Stage II 

is "timetabling proper". It became clear to the researchers 

that this division caused them problems when deciding who 

does the timetable. They report that in four of the 20 

schools where the timetable was changed from year to year, 

it became clear that the headmaster completed Stage I before 

handing over Stage II to the deputy. 

I think I would find it strange to be given a bundle of 

information by a headmaster and be required to timetable it. 

I do not think it would do a lot of good for my relationship 

with the headmaster or with those other staff, on whose 

behalf I am timetabling. It may make the task less 

stressful for me. I say this on the basis that I might not 

have to justify myself so much, or appear on the defensive so 

often, if I could say, "Don't ask me, go and talk to the 

Head", and get on with the job at hand. However, that is 

not what a deputy head's relationship with the staff is all 

about. We manage with the consent of the managed, and 
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deputy heads have to be in the forefront of that managing 

process. 

Roland Meighan has pointed out that in answers to the 

"general question "Who timetables?" a hierarchy of some kind 

usually emerges. The pupils are rarely consulted, "outside 

clients" like parents are not usually consulted, caretakers 

emd cleaners are expected to arrange their daily activities 

to fit in with the timetable but are not usually consulted. 

"Usually only some of the teachers are involved, and these 

tend to be senior teachers". In my experience, there is 

also a hierarchy of senior teachers involved in which the 

head's position is not clear. I have an assistant. We 

tmrk directly with heads of faculty ami occasionally their 

heads of department. The headmaster seems to sit in the 

wings spoken to only by the timetabler, myself, unless a 

particular crisis requires his involvement. iWe regard any 

initiative he may take as interference. 

The term "scheduling" is used by Keith Johnson for Lawrie and 

Veitch's Stage II. It is a term in use in the United 

States. Johnson's book was written for "Deputy Heads or 

others who are responsible for the timetable in schools and 

colleges", and in it he expresses a commonly held view that 

the timetable is a very powerful device and its construction 

places a heavy responsibility on the timetabler. Whilst 

Johnson feels that this heavy responsibility should be borne 
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by someone powerful - or at least broad shouldered - in the 

.school, he reports some strange variations. 

Apparently, in one school in the north of England the 

timetabling process is got under way by the Head of 

Mathematics having first say in scheduling the Sixth Form 

This is done on the Timetable board and the Head of English 

follows, scheduling his sixth form groups and so on down a 

pecking order of departments. Then the Head of Mathematics 

has a first chance with the fifth form timetable. Johnson 

comments that it is not clear when violence or nervous 

breakdowns occur. 

Other "do-it-yourself" methods that he reports include 

bartering in the staff room: 2A haven't had any science 

this week, I'll swap one period of 4D for two of 2A this 

afternoon.'" These stories may be just good stories but 

they do make a serious point. Timetabling is about 

negotiations between people, and as such is concerned with 

bargaining and conflict. 

John Brookes's book. "Timetable Planning" concentrates on 

Stage I of the timetabling process. He acknowledges that to 

most people timetabling, "conjures up the image of a harassed 
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headmaster or more commonly nowadays his deputy, sweating 

away into the small hours well plied with black coffee or 

other stimulants, working perhaps for weeks, getting through 

many pencils and rubbers, puzzling with coloured pins, bits 

of cardboard, Lego sets, and even more sophisticated 

devices." 

Nevertheless, his view is much wider than that. Timetabling 

is both a dynamic process and an interactive one. It is 

dynamic baecause the timetabler is less concerned with 

finding a solution to a problem with fixed parameters than 

with changing the parameters because of the pressures caused 

by their interaction. Timetabling is interactive because it 

involves a continuous process of negotiation. Who better to 

do this negotiation than a deputy head, who is powerful but 

not so powerful that one needs to be careful what one says, 

with whom most of the everyday interaction in school takes 

place anyway, and who is likely to respond best to the 

bargaining process. 

This puts the timetabler - Salt always refers to this person 

as the "master timetabler", a term I find attractively 

flattering - in a very special position. He is not simply a 

mechanic cranking together the nuts and bolts of the 
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curriculum but rather he becomes the referee between many 

conflicting requirements. 

If this is so, the timetabler cannot be merely the drudge 

used by the headmaster. Although I have been deputy head at 

Corsham School for more than ten years I have kept the job 

title I was appointed to - Director of Studies. I feel more 

secure in it than I would with just Deputy Head as a title. 

Internally, within the the school, it asserts my independence 

and allows me to speak with authority and influence over 

curricular matters. I do not doubt that some of my power 

comes through producing the timetable. More often than not, 

however, it is a matter of being in the best position to 

offer advice to a Head of Faculty. Being the specialist 

means being in a position to bring one's special 

understanding and expertise to bear on a particular problem. 

Roger Simper gives five examples of this. The timetabler 

should be able to suggest practical methods of implementing 

the features that are felt, by a whole school curriculum 

debate, to be worthwhile and should be able to sketch out the 

consequences of inovations proposed. From time to time, it 

may be necessary to show the "impracticability of a certain 

idea because too many other desirable features would have to 
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be sacrificed in order to achieve it". Occasionally, the 

timetabler will need to adjudicate between two or more 

conflicting claims. Sometimes he may have to state frankly 

that a department's requirements are not in line with the 

overall aims of the school: he should be able to suggest 

modifications to those requirements. Finally, he may have to 

take issue with a head of department whose deployment of 

staff is ill considered or unfair. As Simper says, "There 

is a clear case, therefore, for the timetabler to be someone 

who holds a position of considerable authority. He must 

have the freedom to take important decisions and be 

sufficiently senior to be held accountable for his action so 

that if he fails he cannot pass the buck". Simper concludes 

that all this might suggest that the only person suitable is 

the Head. I conclude from this that the only suitable 

person is a Deputy Head. 

Neil Adams recounts some of the disadvantages of a headmaster 

timetabling. He insisted on doing the timetable himself 

when appointed to his first headship. However, because of 

the day to day pressures of running the school, he never had 

the timetable completed until the second week of the summer 



-holiday. Although this is not uncommon, I can confirm that 

it does not improve one's popularity with one's family. 

Adams says that this is a bad management approach because 

other staff were not involved, even before they went on their 

holidays. Uninvolved staff are not aware of the problems. 

Adams believes that as many people should be as aware of as 

many problems as possible. More seriously, no experience of 

timetabling was being given to staff and there was probably 

an impression that no one was sufficiently trustworthy to 

carry out the task. 

Adams concludes that the overall responsibility should be in 

the hands of one of the deputies, consulting with other 

senior staff at appropriate stages. Simper agrees. Having 

said that the head who timetables will develop a firm 

understanding of the functioning of the school and will be 

able to discuss issues with his staff from a solid base, he 

omits to say what sort of understanding a head who does not 

timetable will develop, or whether a timetabling deputy will 

understand the school better than a non timetabling head. 

On the last issue, I am inclined to think the timetabling 

deputy does develop a better understanding than the non 

timetabling head, and runs into problems because of it. He 

needs to be very confident of his relationship with his head 
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and sure where the limits of his authority and influence 

lie. Nontheless, the timetabling deputy must remember that 

the oil that will lubricate the wheels of the timetable is 

his relationship, not with the head, but with the rest of the 

staff. 

Simper makes two further points that I would like to comment 

upon. He writes that if a deputy head is to be responsible 

for timetabling it does not follow that he should do it 

alone. "Simply from a precautionary point of view, it would 

seem sensible for him to work with a partner who could take 

over in case of illness, death or insanity." I do not 

think that he means to imply that deputy heads are more prone 

to insanity than most. Presumably whoever does the 

timetable needs a partner. I have always worked with a 

partner and would not wish to do otherwise. 

Although the timetable has always been my responsibility the 

job description of the Director of Sixth Form Studies has 

included a statement about his assisting in the production of 

the timetables. Two minds really are better than one in 

timetabling and although the people I have had assisting me 

have seen as part of their brief a duty to preserve a Sixth 

Form timetable that is flexible and clearly in the best 

interests of the Sixth Form, they have been conscientious in 
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timetabling the rest of the school and not unusually vested 

in their interests. They have been much more than an ear to 

talk to, though I do not underestimate the value of that. 

The more people who have experience of timetabling the 

better, but that experience must be real. Simper suggests 

that the timetabler could set up a timetable workshop to 

which interested colleagues could be invited. 

One of my responsibilities at Corsham School is that of Staff 

development Coordinator. This involves being responsible for 

inservice training. Though Simper's suggestion has been 

known to me for some time, I have done nothing about it. 

The reason for this lies in the idea that if schools are to 

teach pupils to grow into the adult world they have to be 

taken seriously as people and be allowed the space in which 

to expand, errors and gaucheness and all. If teachers are 

to become expert timetablers they need not "workshops" but 

real experiences helping in real situations and so we have 

encouraged anyone interested to drop in and help. 

Timetabling is an intensive activity for me. We have rarely 

started scheduling before the beginning of June and are 

constrained by short deadlines. Within school, inservice 
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training must be related to immediate and relevant problems. 

Timetabling problems must be short lived. Discussion with 

the Head of Faculty concerned must be the first priority. 

Accordingly, we have kept an open door as the best way of 

giving the staff INSET. From time to time, staff have 

dropped in to discuss scheduling, even when it has concerned 

departments other than their own. In two recent years 

members of staff, freed by the fact tl̂ it their Upper Sixth 

and Fifth Year classes had left joined us whenever possible 

and were particularly useful and adept at finding solutions 

which had not occurred to either of us full time timetablers. 

Both these men have now left to go to other schools though 

they did not know they would when they helped out. It was 

noticeable that neither showed any vested interest in his own 

department's timetable. 
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In contrast to teaching, which takes 
place in a classroom, is organised into 
lessons, and includes a range of of 
standard pedagogical activities and 
observes set rituals and codes, 
administration in a school can take place 
anywhere. It is time-consuming; it 
observes no set timeschedule; and follows 
no set order or format; for it can arise 
out of a chance meeting and can include 
several matters that might be routine, 
spontaneous, trivial,planned, or highly 
eventful. The school principal is a 
drifter moving in and out of different 
locations and areas and in and out of 
relationships and encounters. The 
apparent haphazardness that the 
transcripts in this case study reveal 
show school administration to be 
antithetical to the obsession with order 
often put forth in the writings of 
scientific management theorists. 

Peter Gronn, 
Talk as the Work 
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GREENFIELD AND REVANS 

I wrote the following two pieces in 1985, as a response to 

discussions I was having with my tutor about a 

phenomenological approach to my study. In the first piece, 

I quoted Greenfield as claiming that his main questions are 

in response to a systems view which assumes that the world 

is knowable as it is. 

Bill Brookes, rightly, pointed out that there are other 

systems views which do not accept this. In order to 

accommodate this and to explore the value a systems approach 

might have when thinking about the practicalities of 

timetabling, I wrote the second piece based on a chapter by 

R. W. Revans in "A survey of cybernetics" edited by J. Rose. 

The chapter was called, "The structure of disorder". I 

made no attempt to assess the chapter, but simply wanted to 

see if I could illustrate Revans's comments with examples 

from timetabling. 
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Thomas B^arr Greenfield: two papers, and some comments. 

, 1. Theory about organisations: a new prespective and its 

implications for schools 

2.Where does Self belong in the study of organisations? 

Response to a symposium. 

"Greenfield's is an intellectual pilgrimage in which he is 

clear where he comes from, but less clear about his 

destination and the precise route he will take." 

Peter Gronn, 

It is now more than ten years since Thomas Barr Greenfield 

delivered a paper at the 1974 International Intervisitation 

Programme (IIP) at Bristol. It is almost four years since I 

read it in Bush et al. In the six years I missed, it is 

apparent that a "controversy raged in the backwaters of 

educational management" (Gray). Gray goes on to call 

Greenfield's paper, "the most significant event in the 

development of theory in the area of educational mangement", 

though he goes on rather gloomily from there to to 

acknowledge that, "comparatively little development 
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occurred" in spite of a general shift in opinion towards 

Greenfield's viewpoint. By 1978, Greenfield himeslf 

confessed that his chief frustration stemming from the 1974 

paper was in seeing it largely ignored. He noted that in 

1974 people had called the paper, "provocative", and said it 

aroused, "considerable debate". D. H. Layton, who was at 

Bristol, said that, "some thought the paper hopelessly naive 

and, indeed tried to convince the author of the error of his 

ways". D. E. Griffiths was surprised at the opposition it 

provoked, confirming that the paper created a "controversy 

on theory", even though he found it, "obvious and innocent". 

By 1978 Greenfield confessed to feeling frustrated that his 

paper was now largely ignored. He complained that his 

colleagues had largely contented themselves with seeing the 

1974 issues as, "an unfortunate battle in rather poor taste 

which somehow demeans theory and the past glory of the field 

of study. Griffiths and Willower are in one corner with 

the champion. Theory, and I am in the opposite with the 

plucky, but doomed, challenger, Phenomenology. The crowd 

will be mildly interested when the knockout blow is 

delivered, but they are not looking for a rematch and are 

largely uninterested in what the fight is about or in the 

implications for their own work". In making this 

statement, Greenfield was trying to illustrate a notion that 
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characterises his writing, that it is important to show the 

underlying personal emotions, whatever they may be, that 

colour human behaviour, whether it be constructing a 

timetable in a secondary school, a research project or a 

piece of writing. At one point in the paper, "Where does 

Self belong in the study of organisations", Greenfield makes 

this explicit. "I have watched with surprise and 

fascination the furore which began with the presentation of 

my paper... People ask me if the reaction bothers 

me... Somewhat like St. Sebastian, I suppose, I'd rather be 

in pain as long as the crowd understands what the ceremony 

is about. But it is hard to be written off, ignored or 

buried. In making this statement I am simply drawing 

attention to the personal basis of knowledge and to the 

crisis of understanding and perception which are invlolved 

in making truth and making theory." 

Now, I have been to plenty of management courses and done my 

fair share of "management" reading from Fayol to Etzioni. 

Even in 1980 I had heard of management by objectives and of 

Planning, Programming Budgeting Systems, and of systems 

theory. Nobody before Greenfield had intimated that my 

personal value judgements and assumptions were important, 
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not really important. By early 1980, I had read about 

"appropriate leadership patterns", and knew my Tannenbaum 

and Schmidt, if only second hand through Cyril Poster's 

book, "School Decision Making". Little of this part of my 

personal history had been a systematic search for a Holy 

Grail, the Theory behind the Practice. We are bombarded 

with meteorite showers of ideas, notions, propositions, 

rules, concepts and theories. At seemingly random time 

intervals, some get through. The rest, I guess, we do not 

even notice. Certainly little of what I had read had much 

bearing on what I did at school. Nobdy I knew practised 

(or does yet) Organisation Development. I knew others felt 

like me. They went on short inservice training courses and 

when they got back to their schools and on with their jobs, 

Head of Upper School, Director of Studies, they were 

seemingly unable to relate what they had been told to their 

jobs as they perceived them. It was into this general 

feeling of unease with training courses, with the vacuum of 

the literature on timetabling that Greenfield's paper 

"Theory about Organisations" slipped quietly enough. To 

me, at that time, it was just another article in a book on 

management in schools. It looked, perhaps, more 

interesting than most, for its title proclaimed "A New 

Perspective". Nevertheless, I had read "new" things before 

and noted how much they had aged by the time I had finished 



them. I read Greenfield's paper warily and it provided no 

great immediate impact. It was interesting, but more than 

that, it seemed to offer the chance of both a better way of 

looking at and describing school management, and a more 

humane and ultimately truthful prescription for action. A 

meteorite had got through without being burned up completely 

in the atmosphere of doubt, distrust or cynical desperation. 

In "Theory about Organisations" Greenfield attacks the 

limitations of systems analysis and attacks the systems 

viewpoint. For example, Greenfield stresses the 

consequences of the idea that structural change is an 

unfailing cure for organisational ills. If this idea is 

adhered to, there develops an imagery of the organisation as 

an adaptive, self maintaining organism with many human 

characteristiics. Organisations are seen to "serve 

purposes", "clarify their goals" or "act to implement 

policy". Now it is not possible to wash this away as 

innocent shorthand. Its effect is to imply that 

organisations are not only real but are distinct from the 

"actions, feelings and purposes of people". These were the 

first seeds to germinate in my mind. They are from the 

early part of the paper and, to me, they are still very 

potent. "This paper rejects the dualism which conveniently 
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separates people and organisations... If we see organisations 

.and individuals as inextricably intertwined, it may not be 

so easy to alter organisations, or to lead them, or to 

administer them without touching something unexpectedly 

human...More importantly, the view that people and 

organisations are inseparable requires us to reassess the 

commonly accepted claim that there exists a body of theory 

and principle which provides the touchstone for effective 

administrative action in organisations". Towards the end 

of his paper, Greenfield seemed to to say something I had 

felt since I had become interested in school administration. 

Most of what I had read, learned, had been told before 1981 

had either had little impact or had been unsatisfying 

because it had failed to light my unconscious and overt 

experiences. On the other hand, "If, as the phenomenologist 

holds, our ideas for understanding the world determine our 

action within it, then our ideas about the world - what 

really exists in it, how we should behave in it - are of the 

utmost importance. And if our ideas about the world are 

shaped by our experience, then the interpretation of 

experience is also of paramount importance". 

There were two parallel projects in my mind and there still 
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are. They are to produce timetables and to understand and 

relate how timetables actually come into being. The 

principles and values that underly, not one timetable, but 

timetabling. There are management problems in translating 

a perceived curriculum into 2500 hourly slots each 

fortnight. They are problems of structure and of reality -

no, of different views of reality and the combining of these 

views. The idea that a separate entity called a "timetable" 

actually exists, subject to laws and theories is difficult 

to maintain from a phenomenological standpoint if it is 

divorced from the management problems of rewards, 

motivation, control and leadership. Two examples from the 

literature on timetabling will illustrate this point. Both 

these examples seem, to me, to illustrate an approach which 

is sterile, not because it is impractical but because it 

does not confront the human problems involved in its 

implementation and, ultimately, because it does not touch my 

reality. 

Both these examples are from Keith Johnson's book, 

"Timetabling'.' The fact that they are from the same book 

does not means that I wish to single out Johnson for 

particular criticism. It is convenient to use these as 

they both involve bogus "rules". The first of these. 



Johnson calls "Johnson's rule". It states," If the number 

of pupils divided by the number of teaching spaces is 

greater than 21, then the school has lost curriculum 

flexibility, or scheduling flexibility, or both". Apart from 

having difficulty in understanding what "curriculum 

flexibility" means, I have little argument with the grammar, 

syntax or meaning of the rule. The fact that the second 

part of the rule does not seem to me to follow, in practice, 

from the first provides a great difficulty. I do not 

believe that this bogus "rule" is a good maxim for action, 

for a school needs only as many rooms as the greatest number 

of classes the headteacher, or whoever, wants to put on at 

one time. However, that I do not believe it is not the 

main point I wish to make. The point is that it is 

irrelevant. In the first place, Johnson does not seem to 

have grasped that "curriculum flexibility" means different 

things to different timetablers but to all of us, its 

opposite, "curriculum inflexibility" means conflict with 

teachers whether they be teachers of Music or German or of 

a middle Maths set or whoever is closed down when the 

flexible becomes the inflexible. Secondly, the rule is 

irrelevant to me because it does not touch on any part of my 

experience - nor is it likely to at Corsham School. Here 

each teacher, excepting four, has a room of his own. The 
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headmaster calls it, "defensible space". The four teachers 

are the Head, the two Deputies and a P.E. teacher who 

teaches some environmental studies. The key to rooming, 

therefore, becomes related to people and our mutual 

experience of each other. At one time, the Head insisted 

on having the same room for all his lessons with one class, 

which meant that a certain teacher had to be free at times 

the Head was teaching that class or else moved into someone 

else's classroom nearby, if possible. I objected to this, 

but did nothing for some years until I became brave enough, 

or irrascible enough at the end of a long hot summer term to 

challenge the notion of the Head's priority. Urged on by the 

teacher in question I simply timetabled the Head into three 

different rooms for his six lessons. I suppose I was not as 

confident of my position as I am now so I did not confront 

the Head with my decision, or ask his advice or opinion. I 

thought I knew him and the situation well enough to know 

that he would not be as seriously incommoded as the teacher 

he would otherwise displace. I simply did it. The whole 

issue could have been ignored by timetabling the teacher 

involved to take the Head's class, not timetabling the Head 

at all, and at the very last minute switching the names of 

the teachers. That would have ensured the room was free 

for the Head, would have located the displaced teacher's 
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.free periods and ensured that he could not get into his room 

on all but two of them. It would also have ignored the 

matter of some importance - the rights of the teacher, or 

the supremacy of the Headmaster. The Head grumbled in 

September. He grumbled about the rooms. He grumbled that I 

had not told him earlier. I accepted his grumbles. I 

explained that it was not an act like murdering Duncan,and I 

could not see any way that he would have accepted my 

arguments in July, that I felt he would have used his senior 

rank to overide the arguments that teachers needed to be in 

their classrooms when free and that a^ a teacher he had no 

greater rights than the other three of us who did not have 

rooms, nor those teachers who had. In the end the Head 

accepted the situation. 

Now, it does not matter whether or not I was right, brave or 

cowardly, or just doing my job. The fact is that in the 

reality of rooming classes Johnson's rule does not enter my 

terms of reference. In the end the Head and I knew each 

other a little better, the other teacher involved thought he 

had someone on his side, sympathetic and helpful, I had an 

ally for a short while among the staff, and for better or 

worse, I had a precedent for independent action. 
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Neither of we Deputies seem to mind much where we teach. 

The P.E. teacher, "would prefer"to be near her office - she 

also has a pastoral post as Senior Tutor for the First Year 

and shares some office space. I do not want to argue the 

rights and wrongs of the semi - nomadic class at the moment. 

I do want to suggest that timetabling is a personal activity 

involving people who may see reality in different ways. 

When given personal requests by colleagues, we always try 

our best to accommodate, but "trying one's best" means 

different things at different times for one teacher and 

different things at any one time for more than one. "Trying 

one's best"will vary according to the pressures that come to 

bear on a timetabler. Some pressures will come from 

colleagues - and they will be different according to the 

position, authority or influence of the colleague. 

Similarly, they may be pressures of time or fatigue - I 

find timetabling to be a "morning" activity: after a good 

morning's scheduling I find I am tired and do not 

concentrate so well in the afternoon or evening - but more 

often than not they are pressures of perceived personality 

conflict. "She could have that room if he was freed." "When 

could he take them again?" "Last period, Friday, week one." 

"That's three last periods out of five, and it's on a 

Friday!" "He" is much fiercer than my fellow Deputy and has 
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a slight right on his side - enough to justify our actions 

in an argument - so, despite my allegiance to her as a close 

comrade she does not get to teach in that room. Or maybe, 

"He" is gentler or we think he is more in need of 

protection. Or, maybe, his class is more fragile. It 

seems to me that it is through this kind of consideration 

that a timetable is constructed, not by using 

quasi-scientific "nomograms", rules of long divisions whose 

answer must be greater than 21, or whatever. To tell the 

truth, I have never divided our pupils by our rooms and 

would not know what to do with the answer even if it were 

less than 21. Making a timetable is not like that. 

In a similar way, What Johnson calls, "Zarraga's rule" seems 

to me to be a sterile attempt to theorise about a situation 

which is common in timetabling and which may, or may not, be 

avoidable. Johnson states it as follows: "As far as 

possible , teachers who are members of the same teacher team 

in one part of the school should be allocated to different 

classes for pure class activity in another part of the 

school." The reasoning behind this is fairly straight 

forward. Let us assume that the five teachers A, B, C, D 

and E are teaching together in a fourth year option block 

and they are nominated to be teachers of the same first year 

class for purely class activity. After the fourth year has 
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been scheduled I may eventually come to scheduling the fist 

year and look for a teacher for that class during a specific 

lesson only to find that none of A, B, C, D, or E are free 

because they are teaching together in the fourth year. 

There is a difficulty. However the answer to this 

difficulty does not lie in feeling guilty that one has not 

obeyed Zarraga's rule, with its get out clause, "as far as 

possible". The answer to this difficulty lies in 

understanding that conflict of this sort is integral to 

scheduling, indeed to timetabling in general. In my 

experience, by the time we get to the first year, if A, B. 

C, D, and E are not together inthe fourth year they will be 

separate in the second, third, fifth sixth or seventh years. 

At least, Sod's Law is humorous. 

Now, I could have been lucky at Corsham School. Here we 

took a conscious decision when the school opened that in our 

fourth and fifth year option blocks pupils should not, by 

and large, be able to opt out of any Faculty. They must 

take a "science", a "humanities" subject, a "design" subject 

and so on. Although the reasoning for this is based on our 

educational principles of maintaining a broad and balanced 

curriculum for all - it is, of course, greatly dependent on 

our definitions of subjects in those faculty areas, and 
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these may be subject to complaint; music in design, for 

example - it has the advantage that when timetabling, we 

find that the option blocks are largely made up of teachers 

from one faculty, who are, therefore, unlikely to be 

allocated the same class lower down in the school. The 

problem has been minimised, not for scheduling purposes 

but, incidentally, as a part of a more wide ranging set of 

decisions. Someone else's reality, twelve years ago, 

impinges on mine now. The problem has not gone away 

entirely, of course. Sixth Form options are designed to 

give a wide choice and so that students can, for example, 

take three science subjects, science teachers must be kept 

separate, which is the same as joining them in blocks with 

teachers from other faculties. So some flexibility will be 

lost. In any case, I have come to expect that from time to 

time scheduling will become "stuck". A class will be 

available, a room will be available, the time will be 

available but none of the teachers needed will be available. 

Some unravelling will have to be done. Timetabling means -

at least in its later stages - much consultation, much 

debate, much going over old ground with anyone who will 

listen. Teachers may have reasons for wanting (or not 

wanting) to be with a certain class. From time to time the 

Heads of Faculty may be more flexible in their choice of 
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fourth year teachers than of first year teachers. It has 

sometimes been easier to get flexibility out of a single 

head of Faculty than out of a group of them. The Head of 

Faculty may be indifferent to whether the Sixth Form is 

taught as teacher A with upper sixth and teacher B with 

lower sixth, or with both teachers sharing both upper and 

lower sixths. Therefore, I have usually consulted with 

Heads of Departments, and actual teachers as to their 

preferences, not just at the beginning of the year on a 

form, but as we go along. Initial information will come in 

a variety of forms and is usually, "in that folder over 

there", or "in that pile of paper on the desk", (or that has 

just fallen on the floor). The human memory being what it 

is, it seems easier to ask the people involved, to use them 

as a secondary store of information, to use them to update 

information being fed into the timetable, (so, why ask for 

the information in January? It concentrates the mind at a 

time when next year's timetable seems a long way off to most 

Heads of Department). Incidentally, the underlying 

assumption of Zarraga's rule that one works one's way from 

Upper School to Lower School fitting in the first year when 

one can, with what is left available can be a dangerous 

game. At Corsham the Senior Fist Year Tutor always seems 

to me to be personally affronted that we have not started 
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with the first year and filled in the rest around them. It 

is just a matter of an individual's priorities. That is 

timetabling. 

In the subsequent passage to that on Zarraga's rule, Johnson 

acknowledges the human component in timetabling. It is a 

passage worth quoting in full:-

"While you are looking at possible teacher changes for lower 

school classes in the light of the previous section, it is 

also worthwhile looking at the quality of teaching to be 

provided in those classes. It is important (not only for 

justice but also to control disruption) that the strengths 

and weaknesses of the teaching staff should be distributed 

equitably. 

" This can be considered most easily by looking at the 

'master' booklet. The master booklet shows the curriculum 

plan with the relevant staff initials entered next to each 

group of pupils. Looking down each column (that is, each 

class) the group of teachers allocated to each class can be 

seen easily. In judging the relative strengths and 

weaknesses of these groups of teachers it may be helpful to 

allot a simple (and confidential) numerical value to each 
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teacher. For example: 

1 = probationary teacher or weak teacher; 

2 = strong classroom control but routine teaching 

style; 

3 = adequate classroom control with lively 

teaching style; 

4 = excellent, above average teacher. 

"In this way a total value can be found for each class and 

any imbalance corrected by interchanging teachers (and 

consulting with Heads of Department as necessary). 

Obviously, these judgements must be made carefully, in the 

light of all that you have observed of these teachers and 

these classes". 

Who needs "Candide" when one can read stuff like that? (And 

"Candide" is in French). However the passage is not finished 

yet. 

"Two other criteria may be considered at the same time;-

1. It may be preferable for the ratio of 

old/young teachers to be uniform; 
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2. Similarly, it may be preferable for the 

ratios of male/female teachers to be uniform. 

"As a further refinement you may wish to ensure that no 

class is allocated a group of teachers with weak health or a 

strong involvement in examination panels for which they 

might require several days absence throughout the year". 

To give Johnson his due he has listed some of the things we 

do keep at the back of our minds and he has acknowledged 

that timetabling is a complicated business involving the 

foibles of people, and so the timetabler needs to keep his 

wits about him. Nevertheless, I am outraged by passages 

like these. I may have to face the fact that my outrage may 

stem from the notion that someone is suggesting that he can 

juggle better than I know I can or is suggesting that 

everyone else could, if they thought about it, when I know 

for certain that I cannot. I could be outraged by the 

flagrant misuse of numbers. I think I am outraged by the 

notion that all this is of no possible practicality. Let us 

leave aside the idea of numbers allocated to different types 

of teacher, and the subsequent class totals as just plain 

potty. Let us leave aside the actual categories of 

teachers listed - though we may ask, in passing, why four? 
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Why those particular categories? Why are probationers and 

"weak teachers synonymous? What about "adequate classroom 

control with routine teaching style"? Let us leave aside 

the difficulty of consulting with Heads of Department on 

your simple and confidential assessment of teachers' 

strengths and weaknesses. Let us leave aside the question 

of whether one's assessment should be confidential in the 

first place. One can accept that classes should have a 

cross section of types of teacher, however defined. 

Timetabling is about ordering priorities in action and a 

high priority given to assessing teachers may lead to a low 

priority given to spurious rules like Zarraga's. I am all 

for that. I just worry sometimes that if you throw in 

your lot with pseudo science and a non-human "systems" 

approach when you have to touch on something uncomfortably 

personal you may not be able to handle it. 

What had concerned me about Johnson's rule, Zarraga's rule, 

much of what I had read about timetabling and indeed much of 

what I had assimilated about school management before I came 

upon Greenfield's work was simply that it did not resemble 

what I perceived as actually happening in my job in my 

school. As examples, my reactions toJohnson's rule and 
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Zarraga's rule maybe long winded but I think it is important 

to try and illustrate why I felt frustrated with a scheme of 

things which put collectivity before individuals and 

abstractions before personal experiences. What seemed to 

be prevalent in much of what I had read was an attempt to 

produce schemes of ideas that were prescriptions for action 

but which seemed unrelated to a past generating experience 

in practice. It was not just that Johnson and the others 

were trying to be quasi-scientific with their delineations 

of rules and use of numbers. What I rejected then, and 

reject now, in much of the writing about timetabling - and 

in much of the writing about administration and 

organisations in general is its uncommited approach. There 

is a lack of any feeling of immediacy. I miss being able 

to say, "Yes, that's what timetabling is really like"; of 

being able to relate what has been written to my own 

experience and circumstances. I do not ask Johnson, J. E. 

Brookes, T.I. Davies and the like to approach timetabling in 

my way, merely to shed a little light on my mental universe. 

Much of the writing on timetabling seems to me to downgrade 

what I think of as a mystical association with timetabling, 

something which is intensely personal yet communicable, not 

lifeless or antiseptic. I am not saying that it is not 

permissible to generalise. For example, my experiences of 
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timetabling lead me to agree with the generalisation that 

when the school as an organisation has been examined by 

rational means a substantial unexplained remainder proves to 

be intractable to analysis through rational assumptions. 

Part of Greenfield's value was that he seemed to be a kindred 

spirit. What I take to be "positivist" thinking identifies 

science with knowledge and fact, and moreover with the idea 

that such knowledge should be restricted to conclusions 

obtained and verified empirically. In this view, anything 

that does not comply with this conception of science is 

either, like mathematics or logic, a purely formal discipline 

or, like philosophy, is conjecture, opinion, belief; that is, 

it is entirely personal, subjective, even wishful. I do not 

object greatly to this. I do object greatly to the idea that 

anything that is not "scientific" or purely formal is not 

worth much. Greenfield helped me to be confident in this 

view and to realise that I objected to a view that theory is 

necessarily a scientific concept only. Feigl's definition 

of theory involves a set of assumptions that lead to 

empirical laws. Feigl used this definition to provide a 

terminology which will not constantly involve us in a tangle 

of confusion. Students of society and of organisations have 

accepted this definition. Yet "theory" is a difficult word 

with a varied past and, as Raymond Williams has pointed out 
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in "Keywords" confusion has occurred especially in the 

relationship between theory and practice. The versions of 

"theory" as a scheme of ideas and as an explanatory system 

are often inseparable because of the complexities of 

"practice". There is practice in which something is done, 

observed or related to an explanatory scheme and practice 

which is something repeated in which the word "practice" is 

contrasted with "theory". Greenfield has been attacked by 

those who say he rejects theory as a scientific concept and 

uses it as a highly personal construct. "In fact, 

Greenfield is saying that there can be no theory as the word 

is understood by physical and social scientists, and this is 

demonstrated when he urges preparational programmes to be 

based on the study of schools, one by one." This comment by 

Daniel Griffiths reflects Griffiths's view of what science 

and theory mean, and is a view that is shared in the 

timetabling literature. Much of this falls into two 

categories. On the one hand there is the idea that repeated 

observations of people's timetabling habits will lead to 

generalisations about how things get done. These 

generalisations will provide useful theories upon which good 

practice can be based. (The work of Lawrie and Veitch is an 

example). On the other hand, there is the notion that a set 

of theoretical statements of the "Zarraga's rule" type will 

lead to good practice. 
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Raymond Williams describes as "a more specialised use" of 

the word "praxis" that in which, "practice is informed by 

theory and also less emphatically, theory informed by 

practice". It is relevant to go further. "Praxis is then, 

used derivatively to describe a mode of activity in which by 

analysis, theoretical and practical elements can be 

distinguished, but which is always a whole activity, to be 

regarded as such. The opposition between theory and 

practice is then, it is said, broken down by an interactive 

redefinition of each term." What I have looked for, and 

failed to find in the systems approach to school organisation 

and management is precisely that idea of the unity of theory 

and practice and the way in which that unity is influenced by 

a personal world of value judgements. The writings of Paul 

Feyerabend are stimulating in many ways. Among his writing 

he reminds me that because we can agree that historically, 

the acceptance of an theory depended on the influence of a 

powerful contemporary value system, and of the powerful 

people who dominated that value system, it must not be 

forgotten, today, to look beyond the test tube and the 

computer. This is Greenfield's distinction between what he 

calls a "natural systems" approach and a "phenomenological" 

approach. The natural systems view has as its basic reality 

the collectivity so the role of theory is to say how it hangs 

together or how it ought to be changed so that it would hang 
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together even more efficiently. The phenomenological 

viewpoint begins with the individual and seeks to understand 

the world around him. No one is suggesting that this is easy. 

Greenfield quotes Feyerabend, "Copernicanism and other 

rational views exist today only because reason was overruled 

at some time in their past". And R. D. Laing, "From the 

moment of birth, when stone age baby confronts twentieth 

century mother the baby is subjected to these forces of 

violence called love...By the time the new human being is 

fifteen or so we are left with a being like ourselves. A 

half crazed creature, more or less adjusted to a mad world." 

Later, "Normal men have killed perhaps 100,000,000 of their 

fellow normal men in the last fifty years. Our behaviour is 

a function of our experience. We act according to the way 

we see things". In this way Greenfield not only explains my 

dissatisfaction with most of the timetable theories I have 

been subjected to in books and on courses, he also provides 

a basis for further study. It is ironic that the "is -

ought" debate should be resolved for me by the idea that I 

aught to tell it like it is. Greenfield asks, "Why are we 

afraid of the specific?" I would not have to claim to be 

Freud, or Piaget or Skinner { or Jane Austen ) to claim that 

though my view of timetabling is based on my view of 

organisational reality, it may say something about people 
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dealing with each other, about the tensions in institutions 

and be useful to people who never set foot in my institution. 

Greenfield claims that his main questions are in response to 

a systems view which assumes that the world is knowable as it 

is. The questions are, what is organisational reality, how 

should people construct it, how do they behave in respect of 

it and what are the consequences of their actions? Some 

people make their constructions by virtue of their access to 

power while others must pay attention to them. Research 

should seek to discover the varying meanings and objectives 

of individuals. If our desires are to be transformed into 

social realities the mechanism lies within people as 

individuals and so the processes by which some people impose 

their interpretations of reality upon others would 

necessarily form a major part of a phenomenological 

exploration of organisations. It is this study of 

individuals and mechanisms which constitutes the best 

research. According to Greenfield, "What is needed for 

better resarch on schools is better images of what goes on in 

them. 'Better' in this case means creating images of 

schools which reflect their character and quality and which 

tell us something of what the experience of schooling is 

really like". Greenfield claims not to be a philosopher, 

except in the sense Socrates meant when he said the 
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unconsidered life is not worth living. It has certainly been 

doubted, by Gronn, that Greenfield is a phenomenologist. 

His writings are much inspired by Laing and Max Weber. He 

quotes from them often and displays a pervading sense of 

alienation. Often, the two papers draw me to FeyerabendW 

subtitle for "Against Method" - "Outline of an anarchistic 

theory of knowledge". Schools seem to me, more often than not 

to be anarchies, as described by Cohen et al. in "A Garbage 

can Model of Organisational Choice". My experience of them 

is of unstructured shifting combinations of problems, 

potential solutions and opportunities to make choices that 

intermesh in complicated ways. Timetables are 

manifestations of inherent conflict. Corsham School seems 

to me to suffer like all schools from goal ambiguity among 

its staff and is beset by problems which are poorly 

understood and which wander in and out of the system to be 

weakly appraised by decision makers with other things on 

their minds. It may be that because I see it that way, my 

confidence is boosted by Greenfield who seems to understand 

my attitude and who encourages me to go on seeing it that 

way. Against much of the method used for writing about 

timetabling in the past, Greenfield suggests to me a concern 

for subjectivity and meaning. He ends "Where does Self 

belong in the study of organisations" by quoting Laing: " I 
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cannot experience your experience. You cannot 

experience mine...The nature of experience is 

mysterious...That is to say it is not an objective problem, 

There is no traditional logic to express it. There is no 

developed method of understanding its nature". 
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R. W. Revans: The Structure of Disorder 

An attempt to illustrate Revans' paper with examples from 

timetabling. Illustrative material related to my experience 

of timetabling has been underlined. 

Revans' paper is about three things 

1. organisation and functioning; 

2. something works when it doesn't work; 

3. competence and confidence are opposed. 

Systems theory predicates systems breakdown. 

Failure is defined as an outcome not necessarily unintended 

but harmful - behaviour to be avoided by deliberate 

precautions. 

However, while it is possible to describe a wide range of 

systems breakdowns in quasi-analytical terms, it is only 

possible to do so as long as we are not called on to forecast 

accurately the specific breakdown of a specific part of a 

specific system. 

For example, if we can show that the laws which govern the 

breakdown of iron bars under stress have the same general 
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form as the distribution of wars by their severity, we must 

still accept that individual misfortunes are contemptuous of 

general laws. 

Any failure or any breakdown is unpredictable, since it is 

the outcome of events we do not understand except in relation 

to the probability of their outcome. 

The misfortune that can be foretold can also be anticipated: 

it can thus be forestalled. 

Prophecy is a self defeating art. 

My experience of timetabling is that the later stages are 

made up of a series of events which range from misfortune to 

disaster. Although we timetable most of our first year 

teachers with single classes, and not ^ groups o% teachers, 

finding the right combination of teachers for any class can 

be difficult. I ^ prepared to believe that some 

combinations are impossible. It happens every year. I. can 

prophecy that much ^ Does that mean that _! can prevent it? 

Yes X suppose so, but the combinations of 50-odd teachers 

is too much to handle, 1 ^ not have the time and prefer to 

compromise at the later stages. 

Systems must have boundaries or any input could produce any 

outcome. 
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The chain is input, treatment, output; 

reception, process, transmission. 

Responses can be;- specific single choice - a lock that can 

be turned by only one key; 

specific multiple choice - three-colour 

traffic lights; 

non specific systems - open ended; 

responses may be unforeseen. 

Intelligible human behaviour is the pursuit of human goals 

that cannot be specified by systems whose responses are not 

absolutely predictable. 

I am not so sure about the "goals that cannot be specified— 

I may want to timetable Sue Smith f ^ ^ English because the 

Head of Faculty has asked for that, and would guarantee, to do 

that every time, if it is a high enough priority. I can 

predict that, overall. tjhe teachers who end up teaching 

individual classes will not have a one t̂ o one correspondence 

with the "battle orders" drawn up by Heads ^ Faculty. 

Overall, the more tiehtly they tie me down with specific 

teachers for specific classes the more likely they a ^ to 

disappointed. 
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If goals are not predictable, they need to be monitored and 

understanding depends largely on the information being 

available to the monitor. 

Information can be received, 

processed, 

or transmitted. 

These three are communication. 

This involves not only content transfer, for the original 

content has first to be interpreted, and formed into a 

message by the sender. 

An amber light may mean, "stop" to me, or "put your foot 

down" to somebody else, or even "stop" or "put your foot 

down" to me under different circumstances; i.e. message 

sender to motive sysvtem. 

Important messages are usually returned to the sender by the 

receiver to check the accuracy if their transmission. 

When timetabling 1 am constantly checking my information, and 

sending it back to Heads of Faculty, but this is not always 
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because % fear distortion in tjrjyî inj.ssion., 

INFORMATION RECEPTION - usually listening or reading. In 

organisations under stress( i.e. people under stress) do 

people become emotionally unable to listen attentively enough 

to what is being said? When information brings unexpected 

or undesirable interpretations people may simply refuse to 

listen to it. 

Five examples of reception going wrong. 

1. Attention is focussed on the wrong subject, perhaps 

because the listener is incapable of perceiving anything 

else. The Deputy Head t imetabler may; be doing, work more 

anoropriate to the Headteacher, ^ to the Head ^ Faculty, 

and may not have a clear idea ^ which ^ tjke priorities he 

should focus. 

2. Information may be presented in the wrong form. A 

timetable request from a Head ^ Faculty may: be in no logical 

order it maz not be clear who wrote it^ who it was 

written for, who else has seen it, ^ Its strength ^ feeling 

may not be stated or may be confused_!_ JL It, majr be that i_t 

expresses priorities that are not tjie Head Faculty's main 
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priorities. 1 have had documents given to me whose main use 

was for presentation t̂ o a Faculty meeting and which contained 

demands meant to placate Faculty feelings. A proposed 

staffing fp_r Environmental Studies in 1987 was ac^pmpnied by 

the following list of priorities: 

" (a) increase Economics in Upper 6th by _10 % they 

will be taught by a probationary teacher, there are 22 pupils 

and they are an awkward bunch: two groups pleasj^ 

(b) increase Geography in Lower 6th kz 10 % 25 of. 

the present 5th Year want to do Geography next year: two 

groups please; 

(c) increase Geography in 5th by five lessons; 

(d) increase Geography in 4th by five; 

(e) increase E.S. in 3rd by five; 

(these three to cope with special educational needs); 

(f) decrease A.K. by 5 to allow him to better do his 

other duties as Mead of Sixth Formi 

This comes to a net increase of 40 periods in the Faculty 

commitment. We feel we need aji extra teacher^— 

3. Information may be fed in at an inappropriate speed. Too 

many messages at once - or within the period; it is 

impossible to discriminate between high and low priorities; 

or information may be coming in to slowly. Impatience leads 
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to guesswork, (who will be next year's First year tutors?), 

and the substitution of wish for fact. 

4. Data reception many be distorted. The reading of a 

report may be biased or lay undue emphasis on low priority 

requests. Recollections of past experiences may colour the 

present narrative. Sometimes it is difficult to notice 

changes that may be made to a "battle order". There have 

been numerous instances when we have worked on, obiivious to 

change. We usually get to know about them before a 

misfortune becomes a disaster. 

5. The response, maybe the sensitivity of the reception, is 

not suitable to the information. Too much time may be spent 

on reading a request's details. Or, on the other hand, the 

timetabler may regard Heads of Department as part of his 

empire and so be insensitive to their requests. Or he may 

regard them as his own rubber stamp. 

INFORMATION PROCESSING After information has been received 

and before instructions for action can be given - even to 

oneself - the information has to be processed in some way. 

There may be a spontaneous reaction, like selecting a 

programme of action already stored in the memory or going to 
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a file for further information. It may involve selecting 

between several possible courses of action or estimating the 

"cost" in teachers, rooms etc. in one's head or in some more 

complicated way. Processing involves listing, sorting, 

assembling, correcting, analysis. 

Eight examples of processing going wrong:-

(a) Information is wrongly classified; it may be 

put in the wrong file, or lost, or attributed to the wrong 

sender. Does a Head of Faculty carry more weight than a Head 

of Department or a Head of Year? When the answer is in the 

affirmat i ve i b becomes more important to attribute correctly. 

(b) There may be inadequate storage of information, 

including imperfect access to the information. The 

timetabling computer programme may have insufficient storage 

for certain sized schools. Our present programme had to be 

sent back to bf5 modified to take a ten day timetable % a fact 

we discovered after we had started with it. Or, it may be 

over elaborate. Essential information may not be at the 

place where it is needed most frequently. Information may be 

out of date. 

(c) Processing speed may be inappropriate. 

Decisions may be taken too quickly or too slowly. 
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Vacillation over unpleasant issues may occur. "Who is going 

to tell the Design Faculty that they cannot have double 

periods?" 

(d) Processing channels may become overloaded or 

conflicting or both. The timetabler may consult with 

different levels of frankness and at different times with 

Heads of Faculty who might, more cronerly, be brought 

together to arrive at acollective decision. The timetabler 

may trying W deal with too many different items at once :: 

or doin& another job at the same time, perhaps part of his 

deputy Head's function. 

(e) The processor may fail to realise the 

significance of the information offered to him. Imperatives 

may be recognised merely as advice. 

(f) The processing system may be short circuited. 

Decisions may, therefore, be taken without due consideration. 

If a Head of Faculty can interpret a Head of Department's 

requests more clearly than the timetabler, his interpretation 

should not be disregarded. The need to ask for facts from a 

subordinate should not be regarded as incompetence. 

(g) The processing objectives may be unrealistic or 

ill defined. Exhortation to work for the best interests of 

the school, nupils or whatever without defining what these 

are. A timetable of complete setting throughout the school 
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may be unrealistic. The relevant question may be, "Why am I 

doing this?" rather than, "What am I doing?" 

(h) Changed objectives may not be checked for their 

appropriateness. W.e are careful that the collective 

commitment of any Faculty does not come to more than 50 

periods: if it does it will not fit into a ^ period cycle. 

Timetable changes can easily change a Faculty commitment in 

terms of periods taught. Taking one teacher from one group 

of teachers and putting him into another, especially a group 

with teachers in another Faculty in an option block can 

easily have this effect. Heads of Faculty are supposed to 

check for this problem. If they do not and we assume they 

have .... 

INFORMATION TRANSMISSION If a problem has been clearly 

perceived and the steps to the solution prepared, the 

declaration of what is to be done may not be difficult, 

though the work required to implement a solution may be 

extremely difficult. All the common faults of reception can 

be repeated at transmission. People can misconstrue their 

own arguments no less readily than they can misperceive the 

original evidence. The principal activities of transmission 

are the issuing of instructions, verbally or otherwise. One 

person's transmission is another person's reception, and this 

119 



is of increased importance when more than one person is 

scheduling a timetable, Despite this I would not wish to 

schedule a large timetable alone. 

Four common faults may be;-

(a) The person or machine or computer called upon 

to take action may be directed wrongly. Someone, simply, 

may be told to do the wrong thing. Often, too often, the 

wrong key on the keyboard may be pressed. There is not 

often too much harm done if we keep our wits about us and do 

not do things robotically. A little time lost, a small 

tangle jt_o overcome. .1 have, and _I know all my local 

timetabling colleagues have, at some time switched off a 

computer without having stayed the work we had .just done. 

For this reason, as well as because of possible power 

failure, we try to record our work on disc every hour. We 

do not always remember. 

(b) The person or the machine may give the wrong 

response because he is ill, injured, thinking about something 

else, badly trained or (machine) faulty in construction. It 

may be important to discriminate between a failure to give 

the right response and a failure to understand the 

instruction. One is a failure of output or transmissiion, 

the other of input or perception. 
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(c) The instruction may produce a response that is 

out of balance with the original instruction. 1 have made 

errors because our VDU presentation from the computer was 

distorted. I could not read it and had to guess. Was this 

the fault of the VDU, my eyes, my vanity at not wearing 

spectacles, my carelessness at leaving my spectacles at home, 

was I sitting too close, was % too tired? My assistant may 

behave in an unpredictable way because 

(d) Well, because the instruction may be subject to 

"outside" interference. ("Outside" means, "not from me"). 

This interference could be another teacher coming into the 

room and distracting him, the clatter of tea cups, his own 

view of the situation. We once waited four days while our 

printer was being mended, while we forgot what we were 

last. I_t i_s surprising how soon one forgets. 
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DREAMS AND CONVERSATIONS (1987 

I have recently been reading Madelaine Grumet's and William 

Pinar's chapters in "Rethinking Curriculum Studies". The 

whole book, edited by Martin Lawn and Len Barton, is hugely 

enjoyable. It is a collection of essays by committed authors 

who try to relate theory to practice and to relate "self" to 

that structure. I think that some of the ideas expressed by 

Grumet and Pinar may be helpful when looking at my own 

attitude to the small world of the secondary school 

timetabler, and particularly my own attitude to investigating 

the timetabling process. 

I have already noted John Brookes's assertion that the 

timetabling process is both dynamic and interactive: it is 

constantly subject to consultation, negotiation and 

revision. It is worth my reflecting upon this interaction 

as it affects my own work, to help clarify the relationships 

between the known and the unknown. I would like to do this 

in the light of Grumet's chapter, linking this with some of 
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the notions of micropolitics and communicative action as 

described by Hoyle and Habermas. 

Basically, Grumet sets out to justify an autobiographical 

method and to describe some of its implications. Both she 

and Pinar warn that we should not pretend that a school is 

where thejy rather than we live, or that we cater for their 

needs. 

"This version of instrumentality denies that 

a school is a human situation circumscribed 

by what Merleau-Ponty calls 'an intentional 

arc', that radiates from the existential 

reality of a particular human being." 

(Pinar and Grumet, p3 2) 

We should assert that issues of practice require us to 

suspend the taken for granted world of the school and look 

into the intimations, half truths, contradictions and 

distractions that hover around every tale we tell. 

Nevertheless, Grumet declares her first task to be that of 

rescuing autobiography from its association with the self, 

"the alias that has given subjectivity its bad name".(Grumet, 

p 11 6 ) 
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I am not sure that she is entirely successful, that hers was 

not a forlorn hope anyway. However, in her attempt Grumet 

puts the onus squarely on the writer and on the reader to try 

to restore visions lost through years of living. She 

compares our training with that of the Objiwa Indians of 

North America. The Objiwa teach their children to fast so 

that they may receive powerful visions which they must hold 

to themselves and learn to communicate them as a powerful 

tribal resource.. In comparison, she writes, "I would never 

tell my dreams, here, to you. Well, that is not really true. 

I am prepared to do just that, but I will cleverly disguise 

them, drain them, bleach them, fold them and sort them and 

deliver them to you as rational discourse." ( Grumet,p 117) 

If I am to provide the realisation and revelation of a 

possible world, mine, which is itself an honorable task, I 

must find some way of pruning down the vision that hovers in 

and around the text. 

Paul Ricoeur's (1976) concepts of distanciation and 

acproeriation may be helpful. Whenever my text moves away 

from my original limited intention, perhaps through the 

subconscious use of cetain words, concepts or structures, 

when it begins to make sense without that sense being 



confined to the original context distanciation occurs. 

Appropriation is achieved when the reader accepts the 

possibility of new worlds that transcend actual contexts and 

takes the option of finding in himself the capacity to 

realise the world the text signifies. However, there is a 

rift between experience and expression, and expression needs 

to be analysed. 

"Now it can be argued that to find words 

for the event is to violate the rich layered 

moment of lived experience, filled with 

ambiguity, feeling, intuition, and to bleed, 

for that instant when past, present and 

future fuse in meaning into the linear 

monological forms of written discourse". 

(Grumet, pi 26) 

The question that needs to be asked is why some aspects of an 

experience are written down and not others. The duty on the 

writer is to face up to the distortions the narrative has 

placed on the experiences that formed it. This process is 

disquieting. What we have said is only an index to what we 

were too frightened, or too lazy, to say. 
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So, where does that leave me? By now I should be reviewing 

what I have written, seeing how closely it corresponds with 

what I actully want to say, making sure the pointers are 

there, facing up to and expressing the ambiguities of my 

position researcher, reflector, writer, timetabler, deputy 

head, teacher. Why that list? What about - reader, 

climber, squash player, road runner, clarinettist manque -

or, husband, father, A-1 good guy? The lists are endless 

and we cannot show all the facets of our diamond at once. Is 

that really all I am saying, that there must be something 

more to timetabling than the superficial definitions? My 

world is a small world, a complex one, one not faced up to in 

the literature. 

It is also a frail world and the idea of frailty must come 

through in the compromises of practice which threaten to 

take timetabling into the wider world of educational 

management, even into life itself. My colleagues see it as 

just "timetabling". How can I get over the point that will 

leave me with credibility to act in other spheres next 

September? In any case, how far am I genuine, out to 

impress, just being bloody minded, favouring one person over 

another, being lazy, being incompetent? How do my colleages 
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recognise or misunderstand my actions and words? How do I 

assess how important their priorities are to them? How do I 

know what they really mean when they talk about changes they 

wish to make? 

These are questions any manager has to ask himself, and are 

not confined to timetabling. However, the timetable is such 

a concentrated activity, and potent symbol of the school's 

curriculum policy that it focusses the minds of teachers onto 

a level of involvement in the micropolitics of curriculum 

management which no other management issue can sustain with 

such intensity or for such a long period. 

When dealing with so cataclysmic event as timetable 

construction, it might be tempting to place emphasis on the 

leadership of the school, particularly the leadership of the 

headteacher. Stephen Ball, in his book "The Micro-Politics of 

the School" suggests four types of leader and it is possible 

to relate events which flow from these differing approaches 

to school management. He refers to these leadership types as 

interpersonal, managerial, political-adversorial, and 

political-authoritarian (Ball, p87). However, Hoyle in "The 
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Politics of School Management" and elsewhere notes that the 

sociological theory which is most relevant to schools is that 

of "exchange theory", related to the sort of exchanges that 

can be made when bargains are being struck, consciously or 

unconsciously. Bargaining seems to me to be a sort of 

conflict, in as much as its basic elements are the interests 

of the participants, rather than an acceptance of norms and 

shared values. Certainly, negotiation and consultation 

about timetabling matters, like any other forms of 

negotiation, involve coercion and inducement. Nevertheless, 

we all act in negotiations and consultative dialogues on the 

basis of the meanings that the dialogues have for us, and 

those meanings are modified through our interpretations of 

the signs and symbols we encounter (Ball p73). 

Hoyle has attempted to classify the types of "good" that 

might be exchanged by heads and teachers. I have amended 

his elaborations to describe the "goods" I as a deputy head 

might have for exchange; 

Material resources. At Corsham School the decisions over 

allocations have been routinised. Heads of Faculty are 

allocated a share of the capitation on a pupil-period basis, 
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weighted towards technology and science. Not everyone is 

happy with this, and some are especially dissatisfied with 

the weightings. Nevertheless, there is little scope for 

handouts, except that a sum of money is kept back for 

development projects that can be justified by the Head of 

Faculty to the curriculum committee of the governors - four 

governors serviced by the Head and the two Deputies. 

As the school's TVFl extension coordinator I have 

about £14,000 a year, for the next five years to spend on 

materials in a not very democratised way. 

Devolved in-service training funds produce about 

£6,000 a year, some of which can be spent on materials and 

for which the Faculties can make bids to me. 

Promotion The direct control that Headteachers used to have 

over promotion seems much decreased. The personnel 

committee of the governors oversees the use of points within 

the school. This committee consists of four governors 

serviced by the Headmaster and the Deputies. References for 

posts in other schools are always written by the Head but I 

am asked to write second references. While I have my doubts 

about the use made of second references, other staff do not. 
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Esteem Headteachers are in a position to increase, or 

otherwise, a teacher's self esteem and esteem in the eyes of 

other colleagues, through remarks made privately and 

publicly. I am not in so powerful a position because I 

have less opportunity to speak publicly on behalf of the 

staff. In addition, of Ball's four types of leader, I 

suspect that most deputy heads must work on the development 

of interpersonal skills whatever their tempramental 

inclination, I am inclined that way by instinct and training 

and this makes me less powerful a bargainer. 

Autonomy The Headteacher at Corsham by and large refrains 

from monitoring teachers' activities. Monitoring is done 

largely by the Deputies but our bargaining power here lies 

more in what we will say to the Head, and his consequent 

reaction than in what we are able to do ourselves. 

Lax application of rules There are areas where I am able to 

turn a blind eye, notably connected with a teacher's absence 

from school, or their late decision to go on a trip with a 

class. We have forms that should be filled in for both these 

types of absence. In theory all absences should be discussed 

with the Head. In practice, it is my involvement which is 
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important. Involvement in this type of bargaining has a 

consequent effect on a teacher's self esteem. 

Timetabling privileges This is not itemised by Hovie and is 

related specifically to the time table. Hoyle notes that 

the potential rewards cluster around the issues of promotion 

and the quality of the work situation: What is to be taught 

to whom, where and when. Who teaches whom last period on a 

Friday afternoon for example. I do not think the bargaining 

here is crudely done, and there is more to it than Friday 

afternoons. Timetabling privileges are a once and for all 

bargain, and exist only at certain times of the year, though 

travelling hopefully is to be encouraged. 

An imbalance between the bargaining resources between myself 

and Heads of Faculty shows that the latter's "goods"are fewer 

and more symbolic than material. Nevertheless, they are 

i mportant. 

Esteem The private and personal regard for me as a person 

and as a professional (timetabler or otherwise). 

Support The acceptance of my aims for the timetable and the 

school. 

I3l 



Opinion Leadership Support for my leadership in certain 

matters and personal support for projects and initiatives 

with which I may be concerned - a change from a 5 period, 10 

day timetable to a 6 period, 5 day timetable is supported by 

many who it will seriously inconvenience. 

Conformity to the rules that apply in my areas of the school. 

Attendance at Academic Group meetings is an example. Not 

requiring laxity of rules is another. 

Having said all this, the important and difficult question, 

Hoyle suggests, is how the deal is struck, adding that it is 

signalled in highly subtle and informal ways, not only by 

language but also by gesture, symbolic action and so forth. 

One may legitimately ask what happens to someone who is not 

very good at bargaining. It matters more if that bargainer 

is the timetabler. Timetabling is controlled by the 

timetabler's actions; he is dependent on his interpretations 

of what is said to him during his consultations for the 

actions he takes. Things go wrong when he misunderstands 

the signs his colleagues present before him. If his 

colleagues misinterpret him, there may be unfortunate 

consequences but they may not be so severe and may be more 

readily redeemable. If a teacher says to me that, given the 
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choice between six more periods of first year science and 

four periods of fifth year SPE he would rather take the first 

year, I have to interpret what "given the choice" means. 

The teacher may have to live with the consequences of that 

interpretation for the next full year. 

Habermas, in "Knowledge and Human Interests" looked towards 

the psychoanalytic relationship between analyst and patient 

to develop a model that will show how rationality and 

irrationality exist and appear on the surface of social 

interaction. The therapist encourages the patient to 

reflect on his own experience. Critical reflection, Habermas 

argues, goes further. It brings to the fore unconscious 

complexes that do not easily fall into place within the 

interpretations on offer. With a neurotic patient the 

language used will supply a trained observer with the means 

of identitying the neuroses, which will be shown up through 

"communicative incompetences". 

Habermas is not interested in in particular neuroses, but by 

looking at incompetences in communication he hoped to 

discover the key to normal communication. For this he 

developed the notions of the "ideal speech situation", and of 



"communicative competance". I think that I must be careful 

not to stretch this too far into the bargaining process. 

Normal speech is not psychoanalysis, the relationship between 

participants is not that of the patient and analyst. 

Habermas' theories are, of course, meant for society as a 

whole. They are "grand theories" and they are based on the 

power of reflection. They are very abstract. Personally, I do 

not worry, in this context, how Habermas arrived at the 

notion of the ideal speech situation, but am prepared to use 

the idea to help me reflect on my own experiences. 

Whenever we speak with one another, Habermas argues, whenever 

we have a dialogue we are operating within the context of 

four validity claims. Rex Gibson expresses them thus:-

Each time we speak the claim is implied 

that what we say is:-

(a) intelligible (i.e. comrehensible; made 

in a shared language); 

(b) true ( i.e. matching reality); 

(c) correct (i.e. legitimate and 

appropriate to the context of the utterance); 



(d) sincere (i.e.genuinely meant). 

(Gibson, p39) 

These validity claims exist even when we are being ironic, 

making jokes or lying. Even when someone is talking to me 

quite formally about a timetabling problem I listen for 

evidence to substantiate the validity claims being made. 

A further important contribution to what is going on when 

colleagues are involved in communication follows from the 

ideal speech situation. Habermas has taken the idea of 

emancipation from the Frankfurt School, and he argues that 

the validity claims of the ideal speech situation will never 

be manifest unless both the speakers have an equal right to 

assert, probe, question and discuss. This can only occur if 

the speakers have equal right and access to knowledge and 

equal power to express their views - equal goods to bargain, 

equal but different. Distorted communication will occur 

where there is not an equality of right and practice. 

Distorted communication militates against social and personal 

emancipation. Even when the ideal speech situation does not 

ever occur it can operate as a yardstick to determine how 

far that freedom is unfulfilled. 
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For me the concept of the ideal speech situation is important 

because it forces me to recognise the very frequently unequal 

relationships in my communicative pattern. Often these are 

unequal because of the unequal distribution of authority and 

influence in an organisation. I am brought up very quickly 

against Bourdieu's concept of symbolic violence, and of 

Gramsci's "hegemony." Symbolic violence refers to that 

process whereby subordinate classes come to take as natural 

or commonsense, ideas and practices that are against their 

j nterests. 

The problem of anyone forced to act is that they must do so 

in a way that does not make the power of action appear as if 

it is making inequalities seem necessary and inevitable, 

rather than man made and changeable. Though I have a task 

to carry out this task should not appear to act against the 

best interests of the staff and pupils. As a later chapter 

will show, at least some of the pupils believe that 

timetables, however cunningly constructed, are not in their 

best interests. 

Now, defining "best interests" may not always be an easy 

thing to do. For exampJe, Mathematics is valued in schools 
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bub lb tends to be defined by the examination syllabus to 

such an extent that it comes to some pupils as a surprise to 

find things called "mathematical" which, "I never learned at 

school". This type of "subject chauvinism" is a 

characteristic of much that holds secondary schools together. 

It may be that all teachers should recognise the ways in we 

preserve an unstable strucbure that does contain symbolic 

violence. While he is doing this, and in the circumstances 

of the Job he is doing, the timetabler needs a myth of "best 

interests". Completing a timetable is not the same as 

producing a successful timetable. 
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SOME CONVERSATIONS WITH TEACHERS 

These conversations have occurred in one form or another 

every year for eight years. 

Scene is the Deputy Head's office, in late June. A B.B.C. 

"Master" microcomputer is in one corner. A timetable of 6th 

Form, 5th Year and 4th Year classes has been completed. The 

Lower School is being drafted out; first, those P.E. classes 

when we need the sports hall and the swimming pool, and 

second the classes where setting occurs. 

The office is small - about 12 feet square. Besides the 

table with the micro and printer on it there is a large 

desk, too large for the room, a bookcase, a long cupboard, a 

filing cabinet. All these are pushed against the walls. 

There are three office chairs with arms and an easy chair. 

One,- wall has window along its entire length, looking out 

onto some lawns with ornamental trees planted in them. Two 

other walls have "Pro Graph" timetabling boards on them, 

unused for many years, their black surfaces covered with 

notices, calendars, strips of computer print out paper,. 

The room is very untidy with paper. The cleaners have 



obviously gone about their work very gingerly for the past 

few weeks. Nothing is thrown away, it seems. An open 

folder on the desk has paper with Faculties' timetabling 

proposals strewn over it. An in-tray is piled to three 

times its height with non timetable work that has been put on 

one side by the Director of Studies. He is alone. His 

assistant has gone to teach his Lower Sixth class. 

The Head of First Year enters. Her proper title is "Senior 

Year Tutor", but everyone calls her, "Head of First Year". 

She is 40-ish, has been in the school for 15 years, used to 

be Head of the P.E. Faculty until she took on the pastoral 

post, against the advice of the Director of Studies eight 

years ago, and is in charge of primary-secondary liaison. 

For these posts she holds a scale D allowance, above main 

professional grade. 

She works very hard and can be counted on for support. 

However, she is bitter about no longer being in the 

forefront of middle management, about recently losing her 

place on the Academic Group when it was restructured in 1987, 

and feels she is being underused and undervalued by the Head. 

She is ambitious, but not prepared to move schools to further 

her ambition. She is talkative and sometimes aggressive. 
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HOY Hello, Bill. How many lessons am I teaching next 

year? 

DOS (Does not look up from typing at the keyboard). 

Er, hold on a sec. Er, what d'you say? Periods? 

Er, forty, I suppose. Or, maybe a bit more. We're 

trying to keep everybody to forty if we can. 

HOY That's all right is it? 

DOS What d'you mean? That's what lan's put you down for. 

I don't think he had much option. 

HOY Is that just PE? Am I teaching any SPE this year? 

Graham wanted me to. 

DOS But it's on at the same time as PE in the 4th and 

5th. It always has been. Graham knows that. 

Look, lan's head of PE. I'm not. You know the 

system. He puts down a battle order and I 

timetable if I can. You've done it yourself. If you 

have less lessons, somebody has to have more. 

HOY That's only because the 4th and 5th are divided into 

two halves. If we had them all on at once that 

would save eight periods. 

DOS Yes but somebody else would still have to take them. 

There are only four PE teachers. How are they 
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HOY 

going to cope with 160 pupils? I understood it was 

you and Sarah who opposed asking other staff to help 

out, you know, refereeing games and so on, to make 

up the numbers. 

Yes, it's no good if the^ can't teach PE. You don't 

have any Tom, Dick or Harry teaching French or 

Science. 

DOS O.K. So, you have to teach them. 

HOY We ought to have another PE woman. 

DOS Who's going to pay them? Instead of whom? 

HOY I could transfer out of PE. I could do E.G. and 

SPE. 

DOS Instead of who? Besides you are a good PE teacher, 

when you get to lessons. 

HOY That's what I mean. It's not fair on Sarah. Keep 

having to double up when I can't get to lessons 

DOS I know that. But, look, the nature of your work 

is that you go to the primary schools when it's 

convenient to them. If you had a whole afternoon 

off a week you'd go to some primary school next 

morning. 

HOY But that's what the head said I should do. He 

thinks it important that we recruit as many as we 
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can into the school. 

DOS And so do I. But we do have to teach the ones who 

are here. That's our primary duty. 

HOY So, you think I shouldn't go to the primary schools 

so much. Thanks. You all might as well take away 

all my job. Leave me just as a PE teacher. A scale 

D, MPG PE teacher. Other people have got more 

free periods than me. Sue Walker, Andy. 

DOS They're on the management team. I don't determine 

that. The Head decided the lessons appropriate to 

that in 1973. 

HOY So the head thinks it's O.K. for me to have 40 

lessons? 

DOS I don't know. Go and ask him. If he can think up a 

different solution, tell him to let me know, but 

soon. 

HOY How many is the head of 5th having? 

DOS 38 - two fourth and two fifth at 5 each makes 20 and 

a first, second and third year at 6 each makes 18. 

HOY Why should he have less than me? If the head wants 

my support, he's got to be reasonable. I do a lot 

for this school. I'll go and see him, you're not 

interested. 
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DOS You do that. You'd better see him soon though. He 

going to Heads Conference for two days, starting 

tomorrow. Won't be back till Monday. 

s 
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CONVERSATION 2 

Scene: As before. 

Present: Director of Studies and Director of Sixth Form 

Studies. They are timetabling the end of the 3rd Year, 

putting in single teachers with classes (tutor groups), 

having located groups of teachers in sets. This, basically 

means filling in the two periods of Music, two periods of 

Drama and two periods of Art. 

D06 This isn't going to work is it? We've been at it 

for two hours and I still can't see a solution. 

DOS Yes, the machine's no help to us: it just keeps 

putting drama on day 11. 

DO6 That's microtechnology,man. I can see Roger coming 

in on a Saturday morning to teach 03. 

DOS So, what do we do? It's half past three and we're 

getting nowhere. 

DO6 The only way it will work is if we put both drama 

lessons in the same week, week 2. 

DOS And none in week 1. 

DO6 Yes. I know its a long held principle that we spread 
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DOG 

DOS 

D06 

things throughout the two weeks, but we do'nt know 

what Roger might think. He might not mind, 

DOS 1 know I would mind. I don't suppose that's enough 

though is it? 

Why? it's Roger who'll have to teach them. One 

lesson a week is nothing anyway. They've forgotten 

it next week. You never know. 

I know. Even then we can't guarantee to do it only 

for drama. Or just for C3. It might involve 

music and art too. 

It's not going to work any other way. It's no good 

trying to work out why it's like that. It just is. 

You might have to go back a fortnight or so into the 

5th year. Or even the sixth. I'm not very keen on 

that, are you? I know we like to keep the weeks 

balanced, but we've compromised before. Six 

science, four and two. 

Yes but we've drawn the line at five and one and 

even iour and one for ES. Two in one week and none 

in the other seems a bit drastic to me; I don't 

care if Roger doesn't mind. I do. 

DO6 So, what are we going to do? 

DOS Go and see Roger, I suppose. 

Who, me or you? It might be easier for me if Roger 

DOS 

DOG 
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is going to object. It was my idea and he may not 

feel so threatened if I do it. He may be more 

likely to agree. 

DOS You mean, I might not persuade him like you because 

I'm not convinced. As for being forced in to it by 

me, if we are going to do it, why not let's do it 

and tell him. Afterwards, if necessary. 

DO6 O.K. you go and see him, then. It's nearly the end 

of school. 

The scene changes - a quiet part of the staffroom. DOS has 

cornered the Head of Drama, 

DOS Roger, we're having a bit of difficulty with the 

3rd Year. It's murder in there. I can't see how we 

can do it, at least not without putting both drama 

lessons in the same week. What d'you think? 

HOD Seems O.K. to me. I think I'd rather have a 

concentrated effort and then a break, 

DOS You don't mind? We've always tried to balance the 

weeks. 

HOD It doesn't matter to me at all, old son. Here's 

Jan coming into the staffroom now, let's ask her. 

What, about art? Jan, what would you think if art DOS 
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in the 3rd Year was timetabled so that there were 

two lessons in one week and none in the other. 

Jan What ail classes? I suppose I wouldn't mind. If 

some expressive arts were in one week and some in 

another that would be enough. We could do the 

linking ourselves. Alter all we are supposed to be 

moving towards a combined arts course. 

Not yet, not this year. 

Jan I'm so glad we've taken art out of that Design 

swings and roundabouts, I'm ready to settle for 

anything. We teach more art this year. And get 

further. Sometimes a class had no art for a whole 

term under the old system. This has got to be 

better, twice a fortnight. Every fortnight. 

What do you thinic Charlie will say about music? 

Jan (Laughs). He'll do what we tell him. If he wants 

to be head of an Expressive Arts Faculty, next term 

i-f we re going to have one - he'll do what he can 

to be helpful. In any case, I don't think he'll 

mind. Truely. Don't you bother with him. We'll 

tell him. 
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Corsham, 
Wiltshire, 
SN13 OIIJ. 

May 24th, 

Dr. P. Henderson, 
Chairman, 
Board of Governors, 
The Corsham School, 
The Tynings, 
Corsham, 
Wiltshire. 

Dear Dr. Henderson, 

34%. 

iiiilliiiiil-
curriculum. 

curriculum. 
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May 24th, 

Dr. P. Henderson, 
Chairman, 
Board of Governors, 
The Corsham School. 

cont... 

Last year I barely managed to scrape together a small 4th Year 
class to take Technology - this year it is not possible at all. 
Just think - 1990 and Corsham School has no 4th Year Technology 

Group. 

I would like this letter placed on record for the end of year 
examination review for 1991 and 1992 in order that the results 
from my area of the curriculum may be considered in the light of 
these haemorrhages of most able pupils to other areas of the 
school. 

May I also take this opportunity to remind those Governors who 
may know, and inform those who may not, that for a number of 
years Corsham School was the only school in Wiltshire that 
entered students for 'A' level Technology and, I may add, with 
some considerable degree of success. This current state of 
affairs' is demoralising to say the least. 

Finally, in conclusion, may I respectfully request that the 
design of next years 3rd Year option planning sheet be reviewed 
and that a different 'philosophy' be adopted to eliminate what 
I and all the members of my Faculty believe to be an appalling 
situation. 

Yours .sincerely. 

Jon Stanqhon 
Head of Design & Technology 

c.c. E.S. Taylor 
W. Davies 
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A REPLY TO A LETTER. AND A THIRD CONVERSATION 

This reply was never written, though the original letter was. 

Dear Jon, 

Thank you for letting me have a copy of your letter to Dr 

Henderson. I wish you had discussed it with me first. I 

suppose you wrote it soon after seeing Mr Taylor on 24th May. 

You see, tactically, I think you have made a mistake, apart, 

that is, from the errors of fact in the letter. 

Let me deal with those first. There are two. Last year 

28% of pupils opted out of Technology, this year the figure 

is likely to be 30%. Under the old system there were always 

three classes of art in the Design options. Nearly half 

could opt out of technology subjects as they are recognised 

by the National Curriculum. Second, the National Curriculum 

does not start, for the fourth year, in September. You will 

start it for the first year, all of whom will take technology 

as a subject for eight per cent of the time and technology 
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attainment targets will also be met in science and IT. 

However, These are not the main considerations. You say 

there is a "loophole" in the options structure that is 

letting pupils through, allowing them to opt out of 

technology. You know that only English, Maths, Science, PE 

and SPE are compulsory - and you were a party to the 

agreement which created the present option structure. You 

know it is a step towards the national curriculum structure 

we are aiming for, and you know the problems of getting a 

quart into a pint pot. We also have to get everybody to 

take French, Art and Music, as well as History and Geography. 

You have been art of the meetings which has agreed that the 

common core will be compulsory and will be made up of all 

subjects. But this will not be the full GCSE course for non 

core subjects. So, I wonder, what is the point of your 

letter? You do not have a non GCSE course that you can offer 

to all pupils yet. You appear to think we should force them 

all to do GCSE technology, yet you know that your exam 

results are not good enough to sustain this notion. Perhaps 

you fear that the exam results will be so bad, again, that 

you need to make excuses already. 

Surely, if children enjoyed technology and felt that they 



would get good grades at GCSE they would choose to take it -

like they choose geography. They have a free choice of 

three out of five, in any combinations they like. The fact 

is that your Faculty's results have been so poor that we have 

had to invest a major share of our INSET devolved funds in 

trying to improve the content and delivery. 

My main concern about your letter is that it will do you no 

good and some harm. It will go to the governors' curriculum 

committee who will ask what it is all about and Mr Taylor 

will tell them his interpretation. At that meeting you will 

have no one to speak on your behalf. I cannot, for I think 

there are important decisions you will have to take first. 

The best place you can get a sympathetic hearing is at the 

Academic Group, who have always been very supportive. Next 

year's options scheme, like this year's, will be agreed by 

them. There, ideas like a better foundation in the Lower 

School can be discussed for I do not think that the solution 

for technology need lie in an extension of the common core 

into something as fragile as technology which will not be 

supported by your colleagues. 

With best wishes 
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I did not send the reply. I do not write to my colleagues 

when I can talk to them. Writing to them really has to be 

an act of last resort, or for someboy else's records. 

However, I did see Jon Stanghon, Head of Design the next day. 

He came into my office while I was doing the substitution for 

absent teachers, before school in the morning. 

JS Did you get the copy of the letter I sent to the Doc 

the other day? 

WD I certainly did. Why did you write it? you know 

what the situation is. 

JS T know, but we are not getting anywhere. We are all 

getting dispirited, down there. Not enough 3rd 

years are opting for technology in the 4th and EST 

blames us and only us. I know our results aren't 

brilliant but they are not that bad. The man next 

door just doesn't rate technology as important. Not 
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like history. The whole faculty is really upset. 

I saw the Head. He just doesn't understand. 

WD Maybe if you bring it up with the heads if faculty 

at the Academic Group meeting you will get 

somewhere. They are always supportive. 

JS Yes, but they aren't as influential as they should 

be. 

WD I don't know so much. Perhaps the INSET will help. 

We haven't arranged dates. How much do you want? 

If you have a couple of days after the 5th Year have 

left and while the ^ th Year are on work experience, 

you could get the whole faculty together and prepare 

Lower School contexts for the National Curriculum. 

JS I'll take you up on that. Hold on I'll go and get 

my diary. 



SOME COMMENTS ON THE CONVERSATIONS 

There are obviously several interpretations of these 

differing types of incident. For example, from a feminist 

point of view I could have been simply displaying a common 

sort of machismo towards the female Head of Year, whereas my 

conversations with the Arts teachers and with Jon Stangon 

displayed an altogether gentler approach. Here, the 

examples may be misleading, I do not mind arguing with my 

colleagues but would not see myself as adversarial in the 

terms Ball describes{pi04). To me, the crucial arenas of 

contact are private rather than public and the communication 

is oral. I prefer the informality of relationships 

described by Ball in his survey of the "interpersonal" leader 

(Ball, p88) and I would stress the maintenance of a sense of 

obligation and trust. I see in our references to the Head, 

part of his importance as a figure on the sidelines. I do 

not think we were as much "passing the buck" as establishing 

a sense of rapport within the conversation. On no occasion 



was serious blame attached to him, even by Jon Stanghon, 

•though I think he came closest. There is a range of matters 

into which he will be drawn. The balance between the weeks 

is not one of them. The number of lessons a teacher has may 

become so, if the teacher is bold enough, though even then 

there is no guarantee of success. The number of lessons any 

subject has in the fifty period cycle is another and the 

structure of the option system seems to be a topic on which 

the Head was being set up as an adjudicator, even though the 

letter was sent to the Chairman of the Governors. It is 

interesting to observe that I was not anxious to allow him to 

adjudicate and used a number of techniques to avert his 

interest, not because I thought he would do anything but 

agree with me. If he is going to agree with me there is no 

point, from my perspective, in asking him at all. It wastes 

time and time is not a commodity we have in excess. that is 

not to say there is no point from my colleagues perspectives. 

What they are doing is either asking for a confirmation of 

policy or endeavouring to change it, at a time when I am 

preoccupied elsewhere. 

Normally, I take references to the Head as an opportunity to 

enhance the feeling of mutual obligation btween my colleagues 

and myself. We both "know what he is like". The "obligation" 
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is expressed in part through my support in terms of the 

bargaining system descibed by Hoyle. It is probable that 

in these encounters the bargaining metaphor is overstretched 

when a participant is prepared to appear unsympathetic or 

unsupportive, or will give a lot away in exchange for nothing 

and hope to recoup his losses at a later encounter. 

Bargaining goes on for ever: each bargain does not represent 

a closed system. Continuous bartering takes place over the 

length of time the participants remain at the school. 

Three further points are worth making about these encounters. 

First, the Head of Year seemed to me to be in a poor postion 

to bargain for all she had to offer was her support and a 

boost to my self esteem - i.e. the feeling of a job well done 

if the right principle had prevailed. The "right" principle 

in this case would end up with her having less periods to 

teach, because of the importance of her other activities. 

Now, I am confident of her support for I believe her to be 

basically - and against some of the odds - to be conformist 

in a hierarchical situation. Does this mean that teachers 

who are naturally supportive of the managers of schools have 

less to offer in the bargaining process? 

Secondly, in the resort to principles and values the move 

J57 



towards structural- functional ism referred to by Ian Craib as 

"consensus theory"(p. 60), takes us away from the notion that 

interests are the basic elements of social life. 

Thirdly, it is important to note that we take to these 

encounters already formed opinions on our fellow 

participants. This #oes a little further than saying the 

bargaining goes on for ever. It means that we bring to our 

encounters a range of experiences that may not be related to 

the direct bargaining process. One of the bargains was struck 

by proxy. The notion that the Head of Music might become 

Head Of Expressive Arts, should such a Faculty be set up was 

expressed on his behalf, acknowledging his need of support. 

The support I would give in return for an unbalanced two week 

timetable. But what was in it for Jan and Roger? Very 

little. I think it would be a little farfetched to think 

they were repaying a debt they entered into when conditions 

were changed and art came out of the Design Faculty. 

Certainly not Roger Hubbard. Drama was never in Design. 

In any case the essence of bargaining is the immediate 

committment to fulfil your side of the bargain, even if that 

committment is realised later. The agreement of the two 

Arts teachers was a complete surprise to me. 
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I would suggest that none of these encounters came anywhere 

near an ideal speech situation. Some times we did not even 

say what we meant, or thought we were saying. And so much 

is expressed by tone of voice, intonation, simple changes in 

loudness of speech. Nevertheless, as I wrote earlier that 

is not the point behind the idea of the ISS. It serves to 

remind me of the inequalities of opportunity to speak in any 

way we please and the obligation on those of us with the 

greater speech opportunities to use them responsibly. It 

throws into a sharp relief our speech encounters. 

In all these cases it is important to note that the 

subjectivity of my position is likely to be at variance with 

that of others I encounter in my work as a timetabler and 

beyond it into my other work at school. I do not mind this. 

Mullins has commented that the criteria for judging the 

validity and reliability of identifiable case studies is one 

of authenticity. Later (p205) he talks of the criterion of 

"richness". However, there are times when we should be 

careful of the dangers of too rich a diet. I take it for 

granted that the three examples I have used are deliberately 

selected. They form only a minute part of the conversations 

I have every day when timetabling. Their deficiencies may 
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include a lack of authenticity - though they were not 

manipulated by me at t?ie time, simply recorded at a later 

date . 

PeLr Gronn's transcripts of conversations between an 

Australian headmaster and everyone to whom he spoke could not 

be done by a functional researcher like me. Had I worn a 

small microphone, hidden behind my lapel, I would, simply, 

have been manipulating the conversation. I could not have 

helped it. Also the transcripts would have been false. They 

would have appeared more authentic, but would have been no 

more authentic than mine, 

Li Ice mine, they would not have shown the body language we 

used when talking and which may say more than the words. 

Gronn has listed the ways in which our talk, says more than 

the words; the ways in which our speech overlaps; the way we 

pause. He has suggested that we talk to, talk at, talk with, 

talk over, talk instead of, talk again and talk for other 

people. Some of these ideas are apparent in my reported 

conversations. However, my task was not to investigate talk 

and to draw up generalised lists as much as to describe and 

acknowledge the power of talk in my job. 
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Bury has written that the outcome of an inquiry should be an 

avowedly personal interpretation. More importantly, it 

needs no claims to bind it through objective laws to any 

other situations. The way in which the intuitions of others 

are awakened provides the degree of generalisation of the 

outcome. I do not wish to give guidelines for managerial 

action or offer a formula for leadership strategies, nor 

imply I know best how anyone should talk to anyone else, but 

to describe the uncertainties with which we organise our 

lives. Participants interpret situations in different ways 

and these meanings are products of our backgrounds, 

experience and values. We stress and pursue our own goals 

and aims. We bargain with different bankrolls and for 

different goods. Those who are the richest can buy the 

most. 

When leaders of organisations use their resources of power to 

require compliance with there interpretations, "even when 

other staff do not share those meanings" (Bush, pl02), the 

dangers of symbolic violence become apparent. 

Nevertheless,I have a timetable to complete. I must act. 

Amending Gronn's remark (p311) slightly: how can I know what 

to do till I know what I think till I see what I've said till 

I've listened to what they've said? 
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Twelve propositions about organisations 

1 . About order and disorder 

Order will always form and reform but in 
adifferent way. 

2. About structure 

Structure is a description of the 
behaviour of people. 

3. About objectives 

Organisations always serve purposes, they 
do not have objectives. 

4. About determinants of behaviour 

The critical dimension in human 
organisation is human behaviour not 
technology. 

5. About individual interests 

Individuals always behave in terms of what 
they believe to be their best interests. 
Altruism is best understood in terms of 
self interest. 

6. About subjectivity and objectivity 

Organisational experience is always 
subjective. 

7. About reality 

Organisations are personal constructs, 
artefacts or fantasies, existing only in 
the imagination of individuals. 

8. About organisational change 

Organisational change occurs only as a 
consequence of changes in the individual 
self-concept. It is the individual's 
view of himself that changes, not the 
organisation. 
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9. About organisational functioning 

Organisations function as expressions of 
collective value systems and are 
inherently in a state of conflict. 

10. About causation 

Activity is generated in terms of 
psychological exchanges between members. 

11. About authority and leadership 

Organisations distribute roles and status 
without respect to individuals. 

12. 

About management 

Managers can only react to events, they 
cannot anticipate them. 

H. L. Gray, 

A perspective on organisation theory 



"How is your Stendhal getting along?" 

"Slowly." 

"Has it got a title yet?" 

"Stendhal: and Some Thoughts on Violence." 

"Ah?" 

It was always a surprise to be reminded 
that Hugh was a Stendhalian. Later I 
began to understand better what he found 
to statisfy him in the Frenchman's 
writings. They shared, of course, an 
admiration for Italy. Not that Hugh ever 
showed any signs of regarding Italians as 
Noble Savages. He once said that it was 
the frankness about the author's frequent 
failures in love that appealed to him. I 
suspected a sympathy with Stendhal's 
belief that power was the foremost of 
pleasures. 

Anthony Powell, 
What's Become of Waring 
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A m O R I T U N U N M j U 

In an attempt to describe the experience of timetabling in 

the context of my need to make sense of it through my own 

subjectivity, I have already written of the need to handle 

power sensitively. I am uncomfortable with the word "power" 

and tend, in every day speech, to use the words, "authority" 

and "influence" to describe the practical aspects of power as 

they manifest themselves in my position at work. I accept 

the authority of my position, though uneasily, and have a 

personal preference for influence. I suggest that this, 

too, is a characteristic of "interpersonal" leadership 

requiring as it does a high degree of face to face 

communication with staff. 

Power may arise from either authority or influence. 

Bacharach and Lawler identify seven distinctions between 

these two aspects of power 

(fx) Authority is the static, structural aspect of 

power in an organisation. Nobody but me has the authority 

to do the timetable. The Headmaster could take that 

authority away from me but it would be through his influence 



on the governing body. 

Influence is the dynamic, tactical aspect. I do 

the timetable through the influence I have on other people, 

who do the timetable through their influence on me. They do 

not have a collective influence but have personal influences. 

Does who has the most influence depend on me, or them? Or 

both of us? 

(b) Authority is the formal aspect of power. 

Influence is the informal aspect. Does saying that 

I prefer influence to authority mark me as a certain kind of 

manager? Informal. Too often the word is used perjoratively, 

meaning slipshod. I do not use it in that sense. 

(c) Authority refers to the formally sanctioned 

right to make final decisions. What formally sanctions my 

right to do the timetable? Not my contract with the LEA. My 

job description, the information in the details which came 

with my application forms for the post contain mention of 

t imetabling. THe Headmaster on behalf of the governing 

body. 

Influence is not sanctioned, and is not a matter of 

organisational rights. A local Deputy Head, laughingly says 

that his son and daughter do his school's timetable. Do I 



have more influence because of my authority? Other people's 

authority is sanctioned by my interpretation of their 

q u a .1, i t i e s . 

(d) Authority implies involuntary submission by 

subordinates. 1 hope not. It must be possible to submit 

voluntarily to someone's authority. 

Influence implies voluntary submission and does not 

necessarily entail a superior - subordinate relationship. 

(e) Authority flows downward and is unidirectional, 

can the Head, effectively impose his authority on my 

timetable? If I resisted could I turn his authority into 

influence? 

Infuence is mu 11idirectiona 1. 

(f) Authority has as its source only the structure 

oF the organisation. As the structure is always a response 

to events in the past, a monument to yesterday's problems, 

authority will have its source in sentimental action. 

Influence may have its source in personal present 

day characteristics of people, characteristics based on 

personal values, beliefs and experiences, or expertise, or 

opportunity. 

L I S 



(g) Authority is circumscribed, that is the domain, 

scope, and legitimacy of the power are specifically defined. 

This definition will be stated in terms of the object of the 

power. Before T can know what my power over the timetable 

is, T should know what the timetable is. Less frequently, 

the authority may be so loosely defined that it can be used 

by the unscrupulous to usurp other authority. Change may 

take place in this way. 

Influence is uncircumscribed. That is, its domain, 

scope and legitimacy are ambiguous and constantly changing. 

I started this chapter by saying that I feel uncomfortable 

with the word "power" and try to by-pass it whenever 

possible. It needs to be said that what I am trying to do is 

a local attempt to clarify pervasive happenings. Therefore, 

I must accept that the other words I substitute, "authority 

and "influence" also have a many sided ambivalence for many 

people. For example, there is an authority which is claimed 

when skill, originality and control combine - when someone 

"speaks with authority", for example. I do not claim to 

speak with authority in that sense, but with the authority 

given to me by the structure of the school. I would only use 

"authority" in that sense. Indeed it can be argued that any 
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use of the word implies a structural acceptance; it matters 

not how skilful, original or controlled one is, one's 

actions are not authoratitive unless that authority is 

recogn i sed. 
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A DREAM ABOUT ASSESSMENT (1989 

I would like to describe a dream I had the other night. I do 

not mean, to explain it, merely to relate what I remember. I 

have been much preoccupied lately with listing the criteria 

by which I know whether or not we have produced a good 

timetable. To be honest, when the timetable is finished and 

in operation, let us say, in October I do not really want to 

know how good it is, or where its strengths and weaknesses 

lie. To be really honest, I am sick of it. It is not going 

to change and assessment without the possibility of change 

is, I tell myself, a waste of time. However, by now at the 

turn of the year I am happy to face up to the prospect of 

doig better next year. 

Timetable assessment does not have a widely developed 

literature. Pearce's article for the journal of the 

National Association of Inspectors and Educational Advisers 

is one of a small number of papers which attempt to develop 

ways in which a timetable can be assessed. Perhaps, in 

recognition of the duties of its intended audience, although 
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it wittily develops ideas, it stops short of being helpful to 

those of us producing timetables by by not describing the 

measures we should take to avoid the "tandoori" timetable and 

the other concoctions he describes. Pearce makes the point 

that because there are so many variables, evaluation is a 

matter of subjective balancing; how much relative damage is 

done by this or that action. Interestingly, the mechanistic 

metaphor is to the fore. Pearce asks how it is possible to 

assess how much relative harm is done by this much grit in 

this part of the machine and that much sand in another. 

However, he does not really confront the timetablr's problem 

of compromise. How much harm can be balanced against how 

much good? 

Prearce's criteria for a timetable that is working well 

enough is that no more than one example of each of the 

following should occur 

(a) bunching of periods; 

(b) split classes; 

(c) "shedding" - an underutilised member of a minor 

department (Pearce suggests P.E.) becomes attached to a major 

department; 
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(d) ".jamming" - how many anomalies are not sifted; 

(e) unfair loading of staff; 

(f) staff are graded differently so that some have 

disproportionately heavy timetables; 

(g) "shuffling" - e.g. non - examination classes have 

unspecified needs and so are left till last and provided with 

whatever happens to be left; 

The problem for the timetabler wishing to produce a 

successful timetable, rather than just to complete his task, 

is not that he does not recognise the seven criteria. 

However, in balancing them he must decide to what extent he 

will underemphasise the importance of one in order to 

maintain the timetable's structure in another. 

I was pondering on all this the other evening and got to 

thinking that, of course, timetabling is not alone in that 

its product can be divided up and assessed from different 

points of view. Practically everything with a multiplicity 

of users can. A theatre director has a view of a play which 

is different from that of a small-part actor, whose view is 

different from those of the various parts of the audience, 

and so on. My view of the timetable represents a view of 
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"Music is Art. It's not like the sea. It promises truth 

through displaying" evident falsehood. It is assessable 

through the criteria for truth." 

"Meaningless", my friend replied. "There is no music. Only 

musicians. There are only fishermen, bathers, fish". 

That is all I remember. 

I think I have described the dream accurately and 

intelligibly. I think it is legitimate and appropriate to 

describe it in this context. You must take my word for it 

that what I have written is written sincerely, however. I 

can assert that it matches my reality and is genuinely meant, 



Criteria for Assessing Timetable Quality 

1. Fullest possible implementation of the 
educational philosophy of the school. 

2. Appropriate use of scarce resources. 
Optimum use, for example, of specialist 
rooms such as gymnasia, typing room, craft 
rooms, when the curriculum demands that 
they are required. 

3. Staff timetables which are as near as 
possible to those planned by the Head of 
Department. 

4. Good distribution of subjects throughout 
the timetable cycle. 

5. Equable distribution of periods in the 
day when a subject for a particular class 
occurs, e.g. Mathematics not on Period 8 
for all 5 days. 

6. Essential multiple periods provided, 
e.g. Cookery and 'A' level Physics. 

7. Full compliance with the setting and 
option structure of the school. 

8. No class being taken by two teachers on 
separate occasions unless this has been 
planned. Certainly no completion of the 
timetable by using staff available but not 
qualified in the subject. 

9. Balanced class timetables as far as type 
of subject is concerned, e.g. Physical 
Education and Games on different days. 

10. A well distributed timetable for each 
member of staff - an attempt to level out 
the strain imposed during the timetable 
cycle. 

11. The timetable should be presented so 
that it can be easily understood by staff 
and pupils. 

12. Fixed periods determined by links 
outside the school should be observed 
absolutely, e.g. linked courses with the 
Technical College, consortia arrangements 
for Sixth Form subjects. 
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13. Constraints imposed by site 
difficulties and staff commitments I 
part-time staff) should be observed 
absolutely. 

Local Authorities Management 
Services and Computer Committee 

Computer Assisted Timetabling 
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nl must to the overall curriculum policy of the school. 
He must, too, know his colleagues - their individual 

actual process of construction, he requires other 

so I ^hf' ..certainly, a logical mind is an advantage, but 

solution to 2 

fprcbi^r^nt^i i ^ i r ^ u ' t o V u i i T r s % : n : r " % : : i : : 

insoluble, to stop a nd discuss it with 
the head of department or other colleague concerned and ask 
,,„ 1 ? ,3 ® various ways out of the impasse is the least 
npalatable. People will look more kindly upon the 
imetabler If they feel they have been involved in a 

difficult decision than if they simply had one foisted upon 
them. It is not unusual to finfd that the eventual 
compromise is one which had not occurred to the timetabler or 

be u n L c e p S b ? e . because he had assumed it would 

Roger Simper, 
A Practical Guide to Timetabling 
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SOME PUPILS DESCRIPTIONS OF THE TIMETABLE 

One February, during the annual bout of sickness that affects 

Corsham School in that month, I sat with a class of 5th Year 

pupils who would have been having an English lesson. Rather 

than try to teach the class and while waiting for the Head of 

English to send some work along, I gave them a piece of paper 

and 15 minutes to write down what they thought the word 

"timetable" meant to them. They were members of one of two 

parallel top sets. The next pages record their efforts. 

With all their grammatical inaccuracies and misspellings they 

form a significant influence on my subsequent thinking. I 

give them here, in full and unedited, with their original 

spellings. 

At that time Mathematics and English had seven periods each 

and Religious Education one period. Bonn after, RE was 

included in a four period Social and Personal Education 

course, which took a period each from Mathematics and 

English. The afternoon break has now gone, to be replaced 

by a longer morning break. 
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Jeremy Brown 

Timetable is an order. I think of last lesson Friday. Its a 

raggy bit of paper in my pocket. 

I think of lunch time. It is boring. I have music too often 

3 times too often. My worst days are ones with maths which is 

seven times a fortnight. It is little groups of one hour 

intervals. The timetable is just a nothing. I am always 

losing my timetable. It gets washed in my trousers and 

disintegrates a month into the new term. I don't really care 

why its there but just so the teachers have something not to 

comply with. My bag is heavier on Mondays when I have 

football. I always enjoy Friday last lesson although it is 

music this,week. I like the dinner times in which to play 

footbal. They are so boring. I didn't think I could write 

this much but I have. Monday morning is good because I only 

have 3 days before Saturday and Sunday. The week is over by 

Wednesday. 
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Jeremy Brown 

Timetable is an order. I think of last lesson Friday. Its a 

raggy bit of paper in my pocket. 

I think of lunch time. It is boring. I have music too often 

3 times too often. My worst days are ones with maths which is 

seven times a fortnight. It is little groups of one hour 

intervals. The timetable is just a nothing. I am always 

losing my timetable. It gets washed in my trousers and 

disintegrates a month into the new term. I don't really care 

why Its there but just so the teachers have something not to 

comply with. My bag is heavier on Mondays when I have 

football. I always enjoy Friday last lesson although it is 

music this week. I like the dinner times in which to play 

footbal. They are so boring. I didn't think I could write 

this much but I have. Monday morning is good because I only 

have 3 days before Saturday and Sunday. The week is over by 

Wednesday. 
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Richard Cunningham 

It means the order of lessons on each school day. A two week 

cycle of days containing five lessons of about an hour, a one 

hour lunch break and two ten minute breaks. The mornings are 

too long and I look forward to the lunch break and dinner. 

Days containing my favourite subjects like technology and maths 

seem to go quicker than days which have 'long' subjects like 

Geography and history. 
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Richard Cove 

Timetable means the organisation of a school week into five 

lessons every day. It tells when you have each lesson. It 

can bring subject timings at wrong times (eg Maths seven days 

in row). It doesn't make much difference. You could totally 

change the order of lesson and it wouldn't make much 

difference. Given the nature of school timings it is as good 

as you could hope for. Possibly if these timings were changed 

then the lessons you have could make a difference. 

Some days I find that I have a particularly easy day and other 

days I find particularly hard. Also some days I find myself 

with lots of homework, others I find myself without any. You 

just have to accept this. 

I 03 



Kay Dowling 

Timetable means a set of lessons which occupy a whole day. 

Timetable also means your having to work hard every day. You 

can be with your friends and discuss things. Rules your life 

until you're out of school. Really difficult lessons. 

Really boring lessons, really enjoyable lessons. Organization 

of your day without your cooperation, your say. It means 

infuriation, frustration, agrivation. 

PRESSURE. Everything's exams exams. 

It effects your private life - out of school you still have to 

work and do homework. No escape from it all. 

It means getting up early when your tired. 

Dread of the next day and the next day etc. 

Always having to think - no rest exept breaks or lunchtime when 

your minds always full of the oncoming lesson anyway. As 

always a rush. Rush to school, rush home for dinner - rush your 

homework so you have alittle time to yourself. School is a 

compulsory burden that cannot be shaken off. You can relax in 

some lessons eg art and be your own person. You don't need to 

answer questions right or wrong. 
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Carol Fry 

It is a chart which tells me what lessons I have in one day. 

It shows me where I have to go, who will be teaching me and how 

far I have to walk to the next lesson, my dinner or home. 

The timetable shows what times I have what lessons and how long 

I have to get to from place to place. 

It shows me whether I will be bored, happy or asleep for the 

coming hour. It tells me if I will have to use brain power or 

hand power in the next hour and for the whole day. 

It shows that I have to go where other people put me and that 

they will not and cannot be flexible to my every whim and my 

different moods. 

It tells me how long I have before the next lesson of a subject 

to hand in my homework. It tells me which people I will see 

in the classroom but not those I see around school. It shows 

mee whether I can afford to spend another five minutes outside 

and saunter into a lesson when I feel like it or whether I will 

be torn limb from limb if I am 30 secondslate when I walk 

through a door. 

The timetable shows me that yet again we've got English first 

lesson and so I have got to wake up properly during tutor time 

or that we've got Maths or SCISP 3rd and the queue for dinner 

will be at least a mile long. 
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Zioanne Gerrard 

To me this means, school and lessons and things I basically 

do'nt like. To me it is a type of order which must be followed 

day in day out. Timetables are boring there is no variation. 

Timetables can be problem. Trying to remember what lessons 

you have when. They are too ordered in that Break is always 

at a certain time and ends at a certain time. It is a plan 

which must be rigidly adhered to. It reminds me of homework 

and subjects such as maths (which I have practically every day) 

It makes me think of Nutrition and Cookery as we have to have 

time plansfor our meals, everything as to be done at a certain 

time 

If you spend too long on one thing you have less time and have 

to rush on the next. Timetables give you no lee - way. You 

can't relax you are always in a rush to get to your next 

lesson. I dislike having maths last lesson as usually by then 

I am in no mood for trying to work out problems. 
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Clare Hale 

Time table means a list of lessons - some boring English in it 

a lot. Not well organised lesson/travel wise It involves 

punctuality. Some days I I look and I wish that I couls 

emigrate. Some homework timetables not stuck to - Breaks too 

short dinner hour too long. 

Can't wait for weekend - escape. 

Frustration over not comprehending some work. can't wait for 

bell to go for home or break,. Up and down from H - S block 

with heavy books, in the rain 

So much homework - how can I fit in my revision - no 

relaxation, - frustration depression - need escape. 
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Richard Hal 1 

A cause of hardship, a broken day, a disjointed way of 

thinking. English first lesson, chemistry second, undone 

homework - rushing to get it done. Monday morning depression, 

longing for ten to four. P.E. first lesson Wednesday - Hockey 

breaks up monotinous routine. 

Physics - ugh! English first lesson always seems like second 

lesson. Physics always seems like third. 

You find easy and hard days - doss lessons and slog lessons -

wasted time/time well spent. 



-Mark Ham! i n 

timetables - they are a pattern that you must follow. Each 

day is the same five sixty minute lessons. The timetable is 

difficult to remember because it operates over a two week 

period. Timetables mean that each day is the same. The 

lessons are about the right lenght, not too long, not too 

short. If the breaks were cut out then school could finish 

twenty minutes earlier each day. School should finish 

earlier. The school has too many restrictions like not 

allowing people to go down town lunchtime. 
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Sara Kelly 

Timetable means a set lot of lessons in one day. Some days all 

the lessons are lessons I know i am going to have to think hard 

about and work hard in without really enjoying it. Other days 

there is a good balance of lessons which I can enjoy or at 

least be interested in because every other lesson is easier for 

me because I understand what we are doing easily. Fridays are 

almost certainly the worst days on the timetable because you 

are drained from working all week and you know the weekend is 

coming and look forward to that ratherthan thinking about 

schoolwork = most teachers understand this and feel the same so 

they give easier work on Friday. 

Homework is definately the worst part of school. The trouble 

is that I can not relax once I get home from school - I can't 

just forget about it because of the homework. In the summer 

holidays we had a lot of homework to do - I had to try and get 

most of it done in the 2 weeks before we went on holiday 

otherwisel would not have been able to relax wondering about 

whether I d be able to get it all done when we got back and 

knowing I should have done it before. The same sort of thing 

happens at weekends. 
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Sara Lovelock 

Timetable means having so much homework that I have no free 

time. It means having P.E., lunchtime hockey practises matches 

and practises after school so that when I finally get home at 

half past seven I have to catch up on all the work I missed 

because of the sport.S.C.I.S.P. every day and maths four times 

a week. History - the only really enjoyable subject only once a 

week. Having to do RE because during the war the govenment was 

worried about our morals. Pressure from being in the top sets 

- bhaviour should be better, work better, standards higher, 

eficiancy higher. Lunch times restricted because of new rules 
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Susan McKenzie 

Having your life run by time, not at the time you want to. 

Timetables cause monotony. Nobody wants the same timetable. 

Your work may be less well done because you have to do it at a 

certain time when the mood for doing something might not be 

with you. Once you get used to the timetable you can make it 

work better, be more organised and have more free time. 

Everybody has the same breaks and working times. Harder 

lessons should be in the morning when people have more energy 

for work and lessons such as design should be in the afternoon. 
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Sarah Reynolds 

A good way to sort out the day. 

A way to get the brainier prople into sets of people at their 

own ability and the same with lower ability people. 

It can mean being split up from your friends. 

You can't concentrate if its a boring lesson last thing Friday 

afternoon. You have to be at lesson on time.It's a good way to 

get organised during the day. 

I think the breaks should be longer between lessons. 

Tutor periods should be shorter as 15 minutes doing nothing 

gets boring. 

Heavy subjects such as history or maths should be midweek not 

on a Friday. P.E. should not be first thing Monday morning. 

The length of lessons is O.K.at the moment. If it was shorter 

the work would take longer to complete. 
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Chris Squi res 

Timetable means the day being divided like five. Seeing 

different people and things at intervals during the day. Look 

forward to the breaks. Don't see some of my friends because 

not in any of my classes. Lose contact with mates. Some 

lessons should be longer, shorter, more organised. Monday 

morning is terrible, I don't want to do any work, well I never 

do if i can help it. Friday afternoon means you can look 

forward to the weekend. The lessons seem to drag on for ages 

butalso they can go in a flash. Exams, I hate them especially 

if you've got something like a headache and you don't feel like 

working. Break and tutor times are times to do homeworkwhich 

hasn't been done, to copy other peoples or think up good 

excuses. Some subjects annoy me, especially the teachers ie 

MR RICHARDS. I don' t feel we are given enough freedom or say 

generally. We are restricted by all the rules and regulatios 

which I think only about 5% ofpeople carry out anyway. I 

would like to have German every day, that is my favourite and 

best subject. Some teachers do seem to ' pick on' people 

which is unfair and unecessary I feel 

I would like car maintenance and clothes designing courses. 
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Katharine Wal 1 

Timetable means being classified by the system of education -

you should be in group one for english, group two for maths and 

so on. People are told where to go and when to go there so that 

they fit neatly into a system. Regimentation. Timetable 

means having to do something for no logical reason apart from 

somebody else thinking that you should know how to find the 

area of a circle or conjugate the verb etre. Timetables never 

take into account your own feelings, and if it isright for you 

to be learning physics, maths or anything itn particular. 

Timetables run your lives for you = if you don't want to 

followthem you are punished - only because someone thinks it 

will improve the quality of your life if you can calculate the 

instantaneous velocity of a train at any given moment. 

Timetables are like a prison. There is no way of getting out 

of the system except to run around like rats to be the same as 

everyone else until the time comes when you can get out. 

But nobody is ever free of timetables, and all they mean. 

Once you are out of the system, you are flung into another, 

like it or not. 
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Michael Watts 

It means a piece of paper with the list of subjects on it I 

have during the week, writtrn on which make up 25 subject 

lessons a week with only 2 10 minute breaks in the morning and 

afternoon and a long borin lunchtime lasting an hour. 

It makes me feel almost like a robot following the same pattern 

over and over again; coming to school have five lessons and 

breaks and go home, coming to school etc. etc. It also makes 

me aware of the subjects I dislike and what days theyre on, or 

when I have to hand in my homework. 

It imposes restrictions on me and makes me wish it's last 

lesson of the week or when school's rough last lesson of term. 

It makes me feel fed up as well as glad at times when I have my 

good or bad subjects, or when its the last lesson of the day. 

I 96 



Chris Welch 

A timetable is a force that witholds my freedom of choice and 

most often strikes horror in me. The strict sequence of 

lessons goes on day after day and annoys me because of hated 

lessons and not enough time to call your own. 

Breaktimes are unorganised hordes of people charging to free 

themself of the last lesson and put on the chains of the new. 

Crowds rush into coffee shops to grab some nourishment as 

others race with the time to do forgotten homework. 

School takes up a large percentage of free time a week but they 

can't let you get away with some time you can call your own, no 

they have to lumber homeworkonto you invade your privacy and 

upset your private routine. 

Two weeks before your told to get ready for an exam and revise 

two full books of works so that you can get 100%. You try your 

best to learn two years work in three days and end up knowing 

no more than a weeks work. 
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Nick Willis 

Looking forward to the bell - relief. Pleasant lessons act as a 

kind of buffer between lessons I hate. Friday aftenoon means 

escape from it. Monday morning is the beginning of a long, 

boring routine. Dinner time stops me cracking up. 

Depressing. Good days - alll lessons O.K. Bad days - some 

horrible lessons 
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Sara Wray - Bliss 

My timetable is on my bedroom wall, held on with a very small 

piece of blue-tac. It keeps falling down and because my room 

is in such a mess I get in a state when I can't find it the 

following morning. 

I don't like the way we have to fill out what seems like ten 

copies of our timetable. 'Pink for the girls and blue for the 

boys . The office needs one we need a couple, our tutor needs 

one. 

The homework timetable is a load of trash, never in my four and 

a bit years at this school have I known a teacher who sticks to 

it."Oh class, I hope you don't mind but I'm changing your 

homework from tomorrow to today" and " Well I forgot to give it 

to you last night so you can have it now." I think that this 

year'stimetable is bad because in a week we have maths four out 

of five possible times. It gets so tedoius,"Oh what have we 

got next?" "Maths" "Oh god not again." It just seems to go on 

and on Maths, Maths, Maths. 

Now art is, I think quite an important subject but we only get 

it 5 times a fortnight. 
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My reaction to these statements, when I glanced through them 

the first time was one of shock not at the fact that pupils 

had been prepared to speak their minds directly and 

forcefully, but by the recognition that seen from their 

perspective the timetable was regarded as an illustration of 

the repressive nature of schooling. Their identification of 

timetable with school is very strong. What they said about 

the timetable may not have been true for me but it was for 

them. 

My colleagues tended to dismiss the essays when I tried to 

discuss with them, the implications of T^hat the children 

thought. Comments such as, "But we all have to live by a 

timetable", "we are training them for adult life", and even, 

"w^ are moving them from the naive savagery of childhood 

towards the civilisation of adult life" frustrated me even 

more. I experienced, almost totally, the frustration of 

someone who could not explain, in the few short, pithy 

sentences I was allowed in any conversation, the significance 

of the essays. My colleagues were not interested. I could 

not recommunicate the hidden messages the essays were 

communicating to me. 
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I have introduced the idea of hidden messages earlier in this 

study. At that time, I was referring to the timetable's 

part in the school's attempt to come to terms with the 

competing claims about what should be taught, to whom and :i n 

what groups. A particular view of knowledge and its 

comparmentalisation is not often made explicit to pupils. 

These essays presented other and more potent sets of hidden 

messages. Recently, there has been some activity in 

geography writing at university level, related to what David 

Harvey has called the "condition of postmodernity". One of 

the features of this has been the emphasis placed upon the 

space - time relationship and an exploration of this 

relationship to other themes. Harvey suggests that to him 

the most startling aspect of postmodernity is its total 

acceptance of ephemerality, fragmentation, discontinuity and 

the chaotic, and he later nominates Foucault as one of the 

most fecund sources of the postmodern argument, with his 

particular emphasis on knowledge and power. Foucault 

attempts to describe situations in which the mechanisms of 

power have their own "trajectory", their own techniques and 

tactics. Schools are one of the institutions in which power 

is dispersed and piecemeal and in which there is an intimate 

2.0 



relationship between the systems of knowledgef"discourses") 

which codify techniques and practices for the exercise of 

social control and domination. 

Anthony Giddens describes the series of overlapping cycles of 

temporality and discerns two levels in organizsations, 

described through their relationship to the timetable of 

the organisation. Those at the loewer level, have their time 

organised for them specifically, whereas at the high trust 

positions personal and organisational timetables tend to 

diverge. But al] timetables are space - time organising 

devices and so the more tightly a person is timetabled the 

more precisely their locale can be predicted at any given 

moment. 

The pupils at Corsham School, like many others at other 

schools, now and at other times, were reacting to these 

bidden maessages. Meighan has suggested that people work on 

time tracks that are related to their general view of time. 

Teachers tend to take the view that time is future 

orientated, planned and built on the notion of deferred 

gratification. Those pupils who tend to see time as present 

orientated and implying immediate gratification are regarded 
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as lazy, or careless, or uninvolved. A school's promise is 

that it will all be worth while in the long run. It is not a 

promise that children understand, even though the timetable 

has become part of their consciousness and is taken for 

granted. Pupils see timetables as matters of obligation, 

outside their control and leading to conformity and coercion 

rather than individual expression. The staff I spoke to, 

obviously did not see it that way. Some schools have 

challenged the assumption that a school timetable must be 

imposed on the pupils in an authoritarian way. The trouble 

is that once a timetable is agreed it becomes an imposition 

unless there is the utmost flexibility. Then it no longer 

remains a timetable. 
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My dear Mother, heed well the precepts 
of the saints, who have warned those 
who would be holy to speak little of 
themselves and their own affairs. 

St. Francois de Sales 

in a letter to St. Jeanne de Chantal 

A. Huxley, The Perennial Philosophy 



Marice Merleau-Ponty used to close his Sorbonne lectures 
with this quotation from St. Augustine:-

Noli foras ire, inte redi, in interiore homine habitat 
Veritas. 

(Do not wish to go out go back into yourself. Truth 
dwells in the inner man). 

James Schmidt, 
Maurice Mer1eau-Pontv 
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The thing about riddles is that the answer 

is more mysterious than the puzzle. Sure, 

once you have it the pieces click into 

place. It fits. But what are you holding? 

Like that ancient riddle to which the 

answer is "the wind"; or, better still, 

like the Sphinx's riddle to which the 

answer is "man". Fine; you get the point; 

all very clever. But what is the wind? 

What is man? 

This was very much the same. I had the 

answer and it answered nothing. 

Lindsay Clarke, 

The Chymical Wedding 
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