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The National Primary Teacher Education Council (NaPTEC) welcomes the 
opportunity to contribute to the consultation process. We are signatories to the 
Joint Statement initiated by the ATL in which a number of key concerns are 
identified. However, we are also wanting to elaborate our position on a 
number of issues, drawing on the perspectives expressed by a number of 
colleagues working in the field of primary teacher education.  
 
1. GENERAL 
 
1.1 We deeply regret the absence of a comprehensive and systematic 
analysis of aims in education which should have informed the 
development of a revised and coherent National Curriculum. We remain 
surprised that the government has not drawn inspiration from the Cambridge 
Primary Review in particular, given the rigour and time invested in the 
exercise of articulating aims 
 
1.2 We welcome the principle of allowing for greater teacher autonomy 
in curriculum design by slimming down the National Curriculum, but are 
of the view that the amount of content in the draft programmes of study, 
especially in the core subjects, would make it very hard for schools to 
create more space for teacher flexibility. The pressure of content coverage 
will tend to lead towards superficial learning – rather than the deep learning 
associated with high-performing jurisdictions. Whatever the rhetoric of more 
space and greater autonomy, the programmes of study, unless significantly 
reduced in terms of content, and re-drafted with a view to how these can be 
used creatively by schools and teachers to design an engaging and exciting 
curriculum, will hinder rather than enable teachers to encourage young 
children to develop and apply the skills, understandings and dispositions they 
require to relate to others, to learn and to work in the many different ways 
required in a changing world. 
 
1.3 We are not convinced that the proposals will support the model of a 
broad and balanced curriculum to which children are entitled. The 
amount of content in the draft programmes of study in English and 
Mathematics, in particular, will mean that schools are likely to allocate very 
large amounts of time to these, at the expense of the humanities, PE and the 
expressive arts, especially in a context of high-stakes assessment of English 
and maths and OfSTED’s current inspection methodology with its prioritisation 
of the core subjects and SATs performance data. This is particularly likely in 
schools which are characterised by lower levels of attainment and where the 
pressure will be for more time to be allocated to the core areas at the expense 
of foundation subjects. 
 



1.4 We are disappointed by the relative absence of skills and attitudes in 
the proposed programmes of study, given their importance in children’s 
academic learning. We note, however, their prominence in the science 
programme but are puzzled that this dimension has been ignored elsewhere 
and most strikingly in the History programme which seems to be far removed 
from the developmental needs of children in the primary years with its 
misconceived emphasis on a chronological and factual model of history. What 
is missing is any consideration of the intellectual processes and skills which 
underpin the development of historical awareness. Of course the knowledge 
dimension of historical understanding is crucial, but it needs to be addressed 
alongside the procedural aspects of becoming an historian. In addition, the 
fact that historical coverage in the primary phase does not extend to the 19th 
and 20th centuries is surprising given the children’s relative accessibility to and 
need for tangible evidence for more recent history. Local history, in particular, 
is not given the prominence it deserves with its potential for providing a 
relevant, illuminating and challenging context for exploration. 
 
Issues of sustainability, conservation and climate change are surely of critical 
importance in the 21st century and their absence from the Geography 
curriculum in the primary years is surprising, given the importance of both 
sowing the seeds of conceptual awareness and inculcating positive and 
responsible attitudes at an early age. 
 
In relation to Music and the development of skills, we would have welcomed a 
stronger emphasis on creativity and composition as well as a curriculum 
which draws on a wider range of musical traditions. 
 
1.5 We note with regret the lack of concern in the revised programmes 
of study for the inter-relationships between subject disciplines and the 
potential richness of learning which cuts across areas of experience and 
enquiry. Primary education at its best is not only characterised by breadth 
and balance in its approach to curriculum design but derives coherence and 
depth from the way in which pupils are encouraged to explore concepts and 
ideas across the boundaries of subject disciplines. We believe that this form 
of academic challenge deserved to be highlighted in the revised curriculum. 
 
1.6 In relation to initial teacher education, these proposals are at risk of 
further undermining trainees’ entitlement to induction into the broad 
range of teacher responsibilities within and beyond the curriculum 
areas, because of the heavy emphasis given to curriculum coverage in 
the core subjects. We believe that priority should be given to the 
development of a gradually-deepening understanding of how young children 
learn and of what constitutes a broad, balanced and age-appropriate 
curriculum offer. We are concerned about the pressure on Higher Education 
Institutions to have fewer academic staff with primary-age expertise in 
subjects other than English and Mathematics. These proposals will therefore 
put at risk, gravely and increasingly over time, the capacity of primary schools, 
and the system in general, to deliver a curriculum which is broadly based and 
balanced. 
 



 
2. MATHEMATICS 
2.1 We welcome the principle, articulated in the introduction to the 
mathematics section, of attaching importance to the processes involved 
in children learning to use and apply their mathematics.  However, when 
looking through the year group requirements for mathematics, using and 
applying mathematics seems minimal.  There is reference to solving one-step 
and later two-step and multi-step problems but busy teachers might interpret 
this in the context of word problems only.   
With the emphasis placed on practising, we worry that teachers might 
encourage an instrumental rather than a relational understanding of 
mathematics (Skemp, 1984). That is, teachers may be tempted to get them to 
practise so they remember how to perform an algorithm, rather than to 
develop a deep understanding of the mathematics to enable flexibility and 
‘number sense’  (Anghileri, 2000).  
 
2.2 While we are committed to high and challenging expectations, we 
are concerned about the implications of a model of curriculum coverage 
determined by age group. We are concerned about the risk of children being 
labelled as failures if they do not achieve the appropriate level of knowledge 
by the end of the year.  As levels will no longer exist, we are concerned about 
how children’s mathematical learning is to be assessed. 
   
2.3 We question some of the developmental assumptions underpinning 
mathematical progression. For example, should children in Year 2 be 
required to undertake column based addition and subtraction? This approach 
to place value would be contrary to Thompson and Bramald's (2002) research 
showing that children can understand place value as quantity value before 
they can understand the more abstract column value.  Quantity value 
supports children's mental mathematics and would provide a firmer base for 
the more abstract processes involved in column addition and subtraction.  
 
 
 
3. ENGLISH  
3.1 Reading 
The focus on enjoyment, independence, interest and whole texts is to be 
welcomed. The new additions of recommending books, making comparisons 
within and across book and identifying and discussing themes is all fine  
(though demanding with regard to comparisons and one would not wish to get 
in the way of pleasure). But the significant omission of media and digital texts 
is unsatisfactory, what appears to ‘count’ as reading in the framework is too 
limited in the 21st century - where in N Ireland for example English is twinned 
with media education and children learn to read (and read against)  a wider 
range of texts. In order to increase  reading for enjoyment the profession 
needs to find out more about young people’s reading practices and 
preferences which may include multimodal texts such as comics, magazines, 
newspapers, picture books, novels and information books, as well as different 
forms of digital texts accessed through mobile technologies and influenced by 
popular culture. But the current draft ignores this. Diversity is key: the OECD 



(2009) data indicates that those students who read varied types of texts, in 
addition to fiction, score the highest, and those who engage in extensive 
online reading are generally more proficient readers than students who do 
little online reading.  
  
Additionally, we remain concerned that teachers’ knowledge of children’s 
literature is too limited to achieve these goals (Cremin et al., 2008a,b) and 
would want to ensure that there is ample INSET provision in this area.  
 
In relation to the teaching of early reading we regret the focus on systematic 
synthetic phonics as the exclusive strategy for decoding text, given the 
importance of other strategies being used by successful readers. We also 
question the assumption that decoding precedes comprehension in the light of 
our knowledge about the interplay between processes in decoding and 
comprehension. 
 
3.2 Speaking and listening 
The removal of speaking and listening as a separate attainment target 
remains a flaw and a significant one, despite its inclusion in the general 
NC framing. This undermines the crucial importance of pupils’ development 
as speakers and listener and of oracy as a tool for learning and thinking 
across the curriculum.  
 
There is a tendency for speaking and listening to be seen as related to 
appropriate speech and articulation in group discussion and formal debates; 
poetry performance and public presentations at the relative expense of using 
talk as a tool for learning, though the inclusion of new comprehension 
strategies at KS2 such as inferring, questioning and predicting is to be 
welcomed. There is scant reference to drama, a rich tool for motivating, 
engaging and extending literacy learning and fostering children’s imaginative 
development. It receives two mentions in KS1, (both non statutory) one in 
lower KS2 (again non statutory) and none in years 5-6.  
 

 
 3.3 The technical aspects of English  

The Framework makes it clear that technical aspects of language and literacy 
are to be foregrounded. This marked overemphasis is not only evident in 
the appendices, but in the body of the text, and thus skews the overall 
programmes of study towards technical aspects of English, particularly 
in relation to writing. This is inappropriate given that English is concerned 
with language, interpretation and meaning and whilst technical elements are 
vitally important, they serve as a means to an end. It is extremely likely that 
the profession will teach to these aspects and publishers will produce 
materials which practice these aspects out of context. Such exercises as 
recent research by Myhill et al (2012) has also shown, is less effective than 
teaching them in context.  

 
The heavy emphasis on the place of phonics in the teaching of early reading 
has to be seen in the context of the high stakes testing such as the phonics 
screening test and the SPAG test, (both of which are to be reported on 



Raiseonline). A recent UKLA survey on the Phonics Check in KS1 indicated 
that most professionals not only found that the test outcomes did not reflect 
the children’s abilities, but more worryingly perhaps they had devoted 
considerable time to prepare children for the test. This included children being 
given non-word spelling lists to learn. This will be the same with the SPAG test 
and will result in a narrowing of the curriculum.  
 
4. CONCLUSION 
In the light of the strong reservations expressed here and elsewhere during 
the consultation period, we would advise the government to delay the 
proposed statutory implementation of the new National Curriculum in 
September 2014 so that time can be made available for a thorough review 
and revision of the current drafts. In particular there needs to be a deeper 
scrutiny of: 
-  aims in education so that the curriculum is built on a stronger edifice than it 
is currently;  
- the skills and attitudes which characterise the subject disciplines and which 
should inform the development of conceptual awareness; 
- the interface between subjects so that curriculum design can be more 
coherent and challenging; 
- the inter-relationships between assessment procedures (as yet unknown) 
and the curriculum; 
- the age related expectations to ensure both progression and respect for 
developmental factors in learning. 
We see further consultation with the profession as being central to the  
revision process and NaPTEC, as an organisation representing specialists in 
the field of initial and continuing teacher education,  is very willing to contribute 
to this debate. 
 
 
 
 
 
NaPTEC 
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