The primary mathematics textbook:
Intermediary in the cycle of change

Eddie Gray

A recurring feature of the primamnathematics curriculum since the inception of
compulsorystate education it870 haseen debate. Hardly decadehas passed without
concern being expressed ovire level of children's attainment, the nature of the
mathematics curriculum or the quality children's learning. In respongmoliticians,
parents, mathematiciansand mathematics educators haveeach presented various
philosophies forthe mathematics taughtithin the schools.But aseachhas had the
opportunity to playthe dominantrole, sotoo haseach initiative beersubject to the
accusation that it has failed children anddociety. Unfortunatelytherehasbeendiscord,
even contradiction, between each group’s perception of the curriculum and its purpose.

Classroomteachers do not usuallpke part in thebroader philosophical or socio-
economicarguments.Despite observing fromthe sidelines,they areconscious of the
debate. Most accept that if innovation dominates they may nesmtttmpass a change in
direction; although predominantlyassive increation they are active in implementation.
However,the eloquence of eeformer’s rhetoriadoes not provide moseachers with the
means to accomplish this. Widespread implementation of mathematical innovation proceeds
when the change inemphasis is tangible, witlthe publication of atextbook, the
intermediary in the cycle of change.

The primary mathematics textbook igesourcethat is takerfor granted within most
modern primary classrooms. It is hard to imagine what we would do if we did not have one
available. We expect so much fratna maths curriculumghild appealthe ability to cope
with the individual, administrative flexibility and even the encouragement of different
teachingstyles. Traditionally, they were no more than a permareaiiection of suitable
problems to support teaching. their modernrole, the function of primarymathematics
textbooks has expanded to include attempts to:

* help teachers respond to the mathematical requirements of society;

» remedy and prevent weaknesses in children’s level of mathematical attainment;
* provide a structured and sequential development of mathematics;

« develop motivation through presentation and learning through understanding.

However, perhapsbecause of theirwider function, textbooks do not always
satisfactorily provide a coherent approach tovaieouselements of a broadenathematics
curriculum. If a mathematicalstrand e.g. arithmetic, has aclearly-defined hierarchy,
textbookscan provide soundsupport. Curriculum elements without an agrekerarchy,
e.g. shape,usually receive fragmentary treatmerdnd teachers need to look for
supplementary material. Sometimes, it appdaas mathematicastructure and continuity
loses out to tather features,particularly thetextbook’sattempts to motivatehildren’s
learning.

In initial teacher training mangtudentsnvited to consider an appropriate textbook to
support their teaching, focus upon the visagpeal of theéext. Crieriasuch aghe need to
be ‘visually attractive’, have a ‘child-centred approach’ and be ‘accessible to children’
appear to precede mathematical considerations. Véoiats as ‘athctive’ ‘lively’ and ‘fun’
permeate students’ evaluation of textbooks, but they are also words that flow easily from the
pens of those who attempt to desctibe qualities of the texts thggromote.Over thepast
few years, the pre-publication material for new textbooks has cldimae@ particulaseries
was ‘setting new standards ofhild appeal’, was ‘highly mtivating’ and ‘purposefully
illustrated in full colour with lively and varied drawings apldotographs’. lappeardhat if
a modern textbook camspire motivation, interest and enthusiasm acater for the
individual’, then it has overcome an important hurdle in the selection stakes.

Advances in printechnology, andhe extensiveuse ofperipheral writing combine to
strengtherthe view that the nedern primarymathematics textbook esddressed dictly to
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pupils. Innovation in printing and reproductive techniques legabledpublishers tanake
extensiveuse of colour atelatively little cost to ensuréhattextbooks have ‘chilcappeal’;
within some texts, the use of actual pictures has replaced schematicepresentation.
Introductory remarks such aSo you rememberwhen...” or‘Let us investigate....” are
now coupled with attempts to jolly readers along throcgtioons, suggestionstatements
and comments. These writing styls@mplement moresual instructions tthe child to do
something and are supplementary to the extemthioh taching components are contained
within textbooks. Textbook writers now communicate a view oihtlaghematics curriculum
within booksthat are becoming increasingly mquersonalised fothe childrenwho use
them.

Publication of the National Curriculum Requirements iathématic§1989) leaves us
in no doubt as tthe mathematical content identifiéat primary schools anthe place of
this content in terms of continuity ammtogression throughouhe child’s schooling. The
translation of these explicit requirements into actigiiin the classroommay increasingly
make teachers continue tturn to textbooks for topic definition, stage-by-stage
mathematicaprogression andhathematical activitieor children. If history isanything to
go by writers and publishers will respond to the need.

That politiciansshould now bemaking statements about content atthinment in
primary school through a National Curriculum irafilematics isiot new. They did so in
the first decade of state education and set the ground rules for the dominantenatic in
the primary school curriculum.

The demand of parents for thoroughly good arithmetic appears to us to be one which must be
satisfied, whatever else has to give way to it. Both for its utility and fedggational power,
nothing else can stand in its way. (Taunton Commission Report, 1868)

Arithmetic became aompulsory part othe curriculumfor the child of thel870's
and itsplacewas further ensured kihe 1876 EducationAct which introduced what
hasbecomeknown as‘payment byresults’. Through this Act, 50% dhe children
above seven years of age were assessed in arithmetic, readwgtangd If over one
half of the children tested failed in one subject or moresti@olfaced theprospect of
no longer being certified as efficient.

Of course, athat time thetextbookwas not the partner in thattainment of the
appropriate level of achievement thatvits tobecome in thdéuture. Costs for schools
were prohibitive andew, if any, texts on the marketvere suitablefor the public
elementaryschools.The blackboardvas the mediumthrough which most problems
were set. Children carried out their calculations with slate and dHalkever, primary
textbooks did attempt to help the teacher’s in their task.

To ensure thé&xcellentMerit Grant eachers tsould adopt thesdittle books, which afford
ample practice in every variety of problem set by the Department.
(Capel,1887, intro.)

The Department of Education requirement that the childrestaoidard 2 , eight-to ten-
year-olds should deal with numeration to 100 000 and the four simple rules to short division
gave the text plenty of scope to provide examples for practice:

A gardener gathered008 apples from twelve treesd each tree produced thare numbeyr.
How many from each tree?

What number is multiplied by eleven to give the answer 10,2087

Divide the product of 19 and 20 by half the sum of 19+1.

(Capel,1887, p.12)

Such waghe pace othis little book that children ofStandard eightvere faced with
this lovely example:
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P 3 2
A owned a vessel and sold of sharg for £ . —
7] hjg sharg 200

2
What was the value of  ofl'8f the .\éessel?
-1
Az

(Capel, 1887, p.82)

A standardised curriculum for arithmetic in the latter part of the nineteentry, did
not lead to attempts tetandardisehe texts thaschools used. &ither did a proscribed
curriculum, outlined withinCodes of Regulationsvhich were:

designed in the first instance to serve the necessary purpose of setting forth the conditions which an
elementary shool must satisfy to obtain therffamentary grants available f@ublic elementary
schools.

(Board of Education, 1901)

and accompanying assessmieal tosuccess. Theséygether with conscientious but
uninspired teaching, conspired to reduce arithmetic teaching to a soulless routine of the same
kind of sum day in and day out, week in and wesgk until mechanical accuracy became a
habit and the required percentage of passes in the annual examinations could be guaranteed.

The centralisation which dominated the curriculum of the elemestiiyolsgradually
receded so that by the nineteen-twenties the initiative within the classroom gradually moved
from the teacher as teacher to the child as learner. The cycle was begirnaimg ®uccess
had not been achievedroughcentralisation and arocess-driven curriculum which had
taken very little account of the appropriateness of the content.

The reorganisation of elementasghoolsinto junior and infantschools gave an
impetus to the publication aiextbooks to"meet theneeds ofthe new type of school
organisation” (Ballard, 1926).he infant sectowas largely omittedfrom theseattempts to
provide the mathematics curriculurthrough the medium of the textbook; there were
considered to be too many practical problems, not least being the one of reading level.

Authors ofthe new school textsmany of whom were drawn fronthe inspectorate
within local authorities ofrom the ranks of tutors withinteacher-trainingestablishments,
made assumptions about the level of attainment in arithmetic that children would have by the
time they entered the Junior school and responded to general concerns about standards.

Our scholars are, in factyeak in the fundamentaland it is thisweakness that thediétle books
are specially designed to remedy .
(Ballard, 1926, p.17) .

Fundamental Arithmeti¢Ballard,1926) not onlyncluded a permanent set of problems
but attempted to remedweakness by providing systematic training in the fundamental
processes of arithmetic and giving direct attention to speed as well as actheaythor,
within the answer book that also contained some comments qhitbsophy ofthe series,
suggested that the texts weresuitdbleindividual work and could take most dhe labour
of marking from the teacher's shoulders; children could rtreaik own exercises using the
answer books provided with the texts.

Within the schoolsthe series, forall its claims, proved to bérather difficult for
children of average mental calibréBallard, 1934).The outcomewas the publication of
The LondorArithmeticwhich were lesslifficult booksintendedfor less nathematically-
minded children.

Meanwhile thesecond Haddowreport (1931) hadjiven the term ‘mathematics’
respectability but though some textbooks were:

compiled to meet theequirements of JunidPupils as indicated in thRecent Report of the
Consultative Committee of the Board of Education on the Primary Schools.
(Potter,1933, p.3).
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arithmetic remained the dominant feature:

"From 1,000,000 take the product of 567 x 678
"From 102,010 take 98,765

"865, 943 + 345

(Potter, 1933, Bk 1V)

Disclaimers were to become regular features of textbook commentaries, dodbitp
those to be published ime near future will contaisuch adisclaimer referenced to the
National Curriculum.

The advent of more opportunities fainildren to goforward into secondary school led
to enhanced concern that thestould becontinuity between the primary arskcondary
sectors. The Board of Education (1935) claimed that: “the result of the teaclanthwietic
in schools should be to secutlkat a certainbody of knowledge is thoroughly and
permanentlyknown” andthat “primary school childrenshould beintroduced tocertain
processes and notions which would be further developed in the secondary school”.

The influence of a more liberapproachtogether withthe outcomes of research into
the development of computatiorskills, combined to bring about @dical change in the
both content, style and presentation textbooks. Even though Right From The Start
Arithmetic¢ (Schonell and Cracknell, 1937) tookte of contemporarydnds, it focussed
on a recurring issue

to prevent the development of those weaknesses which careful study of post mupésyhas
disclosed.

(Schonell and Cracknell, 193%, p3).

The series used a contents list to indicate how the “carefully gradtegialbased on a
careful consideration ofvailable research intoarithmetical processes” waspresented
throughout the texts.

The use of a textbook enabled the teacher to makedhe for the children dittle more
personal; they could direct children woork individually. However, it wasnot until the
1930’sthat the childwas drectly addressed bthe textand examples of proceduaglded.
This wasthe start of a trend that we arew so faniliar with; textbooks set out téeach
directly to the children.

You already know the multiplication table up@dimes12.

You can therefore multiply bg,3,4,5, or6.

Now you must learn to multiply by,8,9,10,11 and12
(Ballard, 19342, p.9)

Examples
£ s £ s d
3)19 16 8)27 5 4
6 12 3 8 2
£19+ 3 :{:Lﬁij-f;_lover £27 - 8 :53—_,—_5_3
20s + 165 =365 60s + 55 = 65
36s - 3 =13 65s -8 =& + 1s
Check pemmmm T
£6 1X X3 =£19 16 12d + 4d =16d
16d -8 =2
Check
£3 8 2x 8=£27 5 4

(Ballard, 19342, p.34)
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Acknowledging that the childvas the personreading thebook and inaddition making
use ofthe book as aeaching mediunwere featureghat Schonell and Cracknell took a
considerable stag&urther. In book two, forexample, two pageslevoted to writing
numerical values for numbers up 16,000written in words, are immediately preceded by
three pages of exposition. These pages, which are intended tedity ditd by thdeacher,
useddiagrams and explanations linked to the appropriate vocabulary and notation in an
attempt tofoster the child’s understanding oplace value. Additionally, the series also
introduced new ideas without reference to the teacher.

If the move was gradually towards the textbook as a teaching medium, FI@988)
in the teacher’s book published wBleacon Arithmeticcautioned that:

No series of books intended for pupils us@ take the place of theachemwhose mind is alert to
the needs of every pupil. No series of bocks cowd betweerits covers those widesxperiences
which should be drawn from the pupilsreryday suoundings to bringadded interesand meaning
to the arithmetic work.

(Fleming, 1939(iii))

Beacon Arithmeticmade considerableise of relevant research to categorise the
development of numericalkill. and presented mathematics curriculumvhich included
spatial work and an introduction to graphs. Language development was also a feature of the
texts; a 'Number Reader' waluded withthe series and so too webmoks for infants -
‘The Beacon Number Books'.

To achievets aim of helping theéeacher

| ¢ TYPE OF EXAMPLE
to ‘lay a firm foundationfor the mastery of The trial divisor Is to be
the basic combinations of addition 72)496 ::Z“g:‘sttoffgisr:’;‘: ';’;‘Eer than
subtraction, multiplication and division divisor, The trial quotient is
(Fleming,1939(iii)), the series made use of the true quotient. One figure
research to introduce890 basic number in quotient.
combinations in each of thawo parts of 28)212 |78 Shove. Two flgures in
Books Oneand thefirst part of Book Two. 39)2526 | The apparent trial quotient
These included addition and subtraction facts is one less than the true
to twenty and thenultiplication and division guotient. .
13)103 More than one trial is
facts up to 9 x 9. necessary.
) 61)26292 |Three figure in quotient.
The teacher'sbooks, now becoming , e end of
much more than simpleanswer books, Al Indipad
provided an appendix whicindicated the 78)8424  |Zero in the middle of the
order of presentation of types ieach quotient. .
process.The seventeen differergtages for 100)7829 | PVision by muliples of one
addition of up to 3 four-digit numbers pales 205)10870 |Zero in middie of three
into  insignificance when  considered figure divisor. _
alongside theforty-nine stages fodivision. 56)15123 | 2510 & end of three figure
Graphical work was introduced in a very 281)562566 |Zero's in various places in
abstract form in book three. quotient. Up to six figures
in quotient. Two or three
figures in divisor.

(Fl eming, 1939(iii),

p.2

Beacon Arithmetids first real example of the use of a comp[prehensive teadbmols
which contains reinforcemembaterialfor teachers. It provides andication thatsuch a
resource could be used for introducing teachers to material they are unfamiliar with.

Both Beacon ArithmetiandRight fromthe Start Arithmetiavere, for me, influencial
text books. The former lused as a&hild in school. Considering iagainfor this chapter
bought back memories of a class of 50 children seated in pairefianoadesks working
from the pages of sum$he teacher seemed far away as she sat in hgredestadesk.
We worked in dence but periodically werealled to present ourexcercisebooks for

marking. | loved ticks by my sums. tifiere werecrossescorrections had to be done in the

afternoon when other children played with plasticene.
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The latter lused as a student undergoingjial training. IndeedRight fromthe Start
Arithmetic underwent fifteenimpressions betweet937 and 1955 and both dlfiese
editions gave the following problem:

By the late meteen fifties inflation
was beginning to play havoc with other

BILLS publications. Alpha Junior Arithmetic
(Goddard and Grattidge, 195Tdicated
that prices for the similar items had
increased at leasttwo-fold. In 1985
Nuffield Mathematicswas suggestinghat
children obtained thecost of suchitems
from home. No doubt expediengyas one

of the factors behind this suggestion; it
6 new laid eggs at 2s. a dozen............ = indicates that there is a perceived need for
‘reality’ to prevail in the presentation of

2 Ibs. granulated sugar %Zd. per |b..= problems.

Ib. bacon(back) at 1s 4d. per Ib....... =

N[

Ib. coffee at 2s. perlb .......ccceees =

N

(Schonell 1932,60)

Attempts toprovide suitable problems to illustratiee application of the arithmetical
skills that children have learned is @suethat can tax the imagination téxtbookwriters.
Resolution of the difficulty up to the end of the nineteen-thirties cenfed what chdren
were expected to do with the arithmetical skills they had acquired. The guiding principle was
not thereality of the child as childut thereality of the child aduture adult;boys were
expected to enter employment in the industrial or building industries whilsegtdsed the
service industries or required a course in “household arithmetic’. Both required the
‘arithmetic of citizenship’. The production of pictures itextbooks provided aadditional
complication. Whose reality would be displayed - ¢hdd’s or the textbokwriters? It was
the comfortable middlelass world ofthe latter thatdominated. Althougtthe focus of
learning was moving towards the child, the focus of ‘reality’ remained in the adult world.

Both inthe graduakxpansion othe mathematicsurriculum, with its moveowards
the child as the focus, and in the development of the textlio®ljineteen-thirties had seen
considerable development. Themay have beefurther graduaprogression ovethe next
two decades had not the constraints of the war years and the immediate post-war years led to
a period of developmental stagnation.

Expansion, when itid come,gained momenturslowly in the fifties and and in the
sixties drastically changed our view of primary mathematics. It underwent rationalisation in
the seventies, was questioned in the eighties and leaves us in a sense of deep fanaboding
in the nineties we may kerning back to proscribedontent and itsallied problems, not
least of which is the possibility that it will become the primary mathematics curriculum.

The 1955 Mathematics AssociatiofReport provoked unprecedentéaterest in the
teaching of mathematics afl types and urgethe teaching of mathematics in the Primary
School as opposed to simply arithmetic.

At first sight the wordnathematicanay seem pretentious when used in the Pringatyool. The
words number and arithmetic .....are equally so, andhey have the dadvantage of uggesting
limitations in aspect rather than elementary treatment. (M.A.1955, p.vii).

The Report’s compilers believed that the main aim of primary mathematics teaching was
to lay thefoundation ofthe child’s mathematicalthinking and it recommendethat the
syllabus should bextended to include more spatiabrk, not the formal geometry of
Haddow, but spatial relationshipsuch assymmetry and tessellatiorangle relationships,
nets of common solids and natural curves.

A very popular series othe periodwas Alpha Junior Arithmetic(Goddard and
Grattidge, 1957) which carried forward the tradition of the texthefatenineteen-thirties.
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As its title wasmeant toconvey,within the Teacher'$iandbookthe authorsindicated that
the series wasntended"for children of good average or above average abilifgp cit.,
p.5). The concern ofsoddard andsrattidgewas that most books orarithmetic, although
comprehensive in their aim cupplying avariety of examples on eadhpic, ended to
devote much of the content to the "special needs dbdabkward andhe retarded/(op cit.,
p.5) with the consequence that the syllabus tended to be limited and preSdnédadthors
recognised, even in 195the extraordinarprogresshatwas being made byur overseas
businesscompetitors andhat the natiorwas becoming more and more dependent on
scientists and skilled technicians.

The arithmetic that is taught has an eye on the future and has a broad enough base on which further
building is possible. (op cit., p.7).

The texts, again responding to widespread dissatisfaction vt currentposition
regarding the teaching of mathematicgjmed to interweave thaeld and thenew andtheir
motto was summarised as "REVISION,REVISION,REVISION"(op cit., p. 13)

Later, the authors producdae Beta Junior Arithmetiavhich, followingthe pattern of
The London Arithmeticwas intendedfor the average antlelow averagehildren. Beta
contained the same materfaesented at a slowgace taking fivebooks instead of the
Alpha's four; there was velligtle content differentiation between th&o series.However,
it was not unusual to see whole schaadeptingeither the Alphaseriesor the Betaseries
without really considering whahe textswere designedor. In one never-to-be-forgotten
experience, | once visited a school where all of the children worked first thBaigBook
1, then AlphaBook 1, then BetaBook 2 and saon. Nobodyhad seemed to noticetat
Alpha 1 and Beta 2 were almost the same books.

By the start of the 1960's, the primary school curriculu@rithmetichad been honed
to the pointwheretherewas ageneral agreement about #isucture. Its radification with
the movetowardsdecimalisation of currency ancheasures duringhe 1970’s involved
greater emphasis on understandihg base-ten numerati@ystem but itwas anticipated
that up to a year could be saved on ‘delivery’. Consequendty,schools hadhe time to
focus on a broademathematics curriculunwhich had been consolidated within two
publications: Mathematics in the Primangchool (1965) andthe Nuffield Mathematics
Project(1967, etc.).

Mathematics in the Primangchool recommended thathildren's understanding of
mathematicsshould be broadened sthat it became embedded in thelationships
underpinning the processes that children use. To this end, it was sudhjadbedesother
than ten be considered and the vocabulargets’ be introducedlhe latterwas presented
for teacher discussion and it was indicated that introduction of such vocabulary depended on
the interest, the enthusiasm and the willingness of the teacher. Regastiag cautiorfrom
the Mathematicassociation about graphicalork, the book gave asoundoutline of the
work that may be covered in the primaghool andwvhich, in fact,children had taken to
with ease.

The movement tdocus onthe child's mathematicalthinking had the effecthat
considerable chandegecame apparemtithin the curriculum andnathematicsow became
referred to as 'modern mathematics'.

Initially, textbook writers responded tbe new trends in such a watyat the new
materialwas simply tackedonto existingwork. Certainly thiswasthe casewith the Alpha
and Beta series. In a new edition, published in 186parate chapters dBets’ and'Venn
Diagrams’ wereadded. Howeverthey could hardly be identified as a unifying factor for
mathematics. Many other other new texts presented ‘base work’ without any eéxtriaici
the generalisations.

Of course, there waanother cost in expandirtbe mathematical content in a text; add
something in and we mutdke somethingout. Therewas anoticeable decline in numerical
examples that may hesed forpracticeand consolidation o$kills. It is also obviousthat
many of thetextbooks published imediately after the legitimisation of theew content
were produced beforthe implications of thesuggestions had haanme to beconsidered.
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Although colourful andattempting to have child appeal many lackdtht may be called a
sense of urgency.

The watershedcreated byMathematics in the Primangchool and the Nuffield
Mathematics Projeawas not fully realised within the classroom until a tekich attempted
to embrace theiphilosophy and widecontentwas developed. Thigacuumwasfilled by
Mathematics FoiSchools(Fletcher, 1972)which is a fineexample othow the role of the
textbook was again being modified. Textbooks were nowaking on some of the
responsibility for teaching new ideas that teachers were not familiar with.

The serieswas designed to provide structured and sequential development of
mathematics for children aged frdsrl3, with a philosophy based uporrecognitionthat
mathematics is aniversal language of communicatidgix strands ofmathematics were
integrated into aron-going structured course: numeration, pattergehahic relations,
pictorial representation and statistics, measurement and shape. Five of theseustranus
easily recognisable as major components within the National Curriculum for Mathematics.

Perhapsbecause of its enhancestyle, teachers began tase the series for
‘individualised learningbut, of course, it wasot designed for this: ntextbookis. This
use,together withthe extensive inclusion afew mathematicalanguage, invokedeavy
criticism to which Ruth Walker, a co-editor, responded against in 1977.

Mathematics for Schoolsloes not, and can not, relieve thacher fromdaching,and in the
case of the non-mathematicians, from learning. Noes it emove the children from
memorising number bonds and tables at the appropriate stage. (DK,

The H.MI. publication Mathematics 5 - 11(1979) gaverespectabilityto, and
provided a structuréor, most ofthe topicsnow advocatedor the primaryschool whilst
Mathematics<Counts(DES, 1982)ulled together thghilosophy formathematics teaching
within schools.

Many textbook publishers imadiately afterthis period were quick to identifyheir
publications withiMathematics Counigs particular:

The Cockroft Report states, ‘Practical Work is essential throughout the Primary Years...’, and

emphasises that practical work can only be truly effective and worthwhile if it is ‘praertyured

with a wide variety of experience and clear stages of progression, and is followed up by the teacher by

means of questions and discussion.’

Ginn Mathematics gives the same emphasis to practical work.
(Publishers Presentation, Ginn Mathematics, circa 1983)

The Cockcroft Report supports fully the philosophy on which Nuffiekd Maths was based.
(Publishers Presentation, Nuffield Mathematics, circa 1983)

The strength dMathematics Count&as notthat it produced muchhatwas new, but
rather it pulled together contemporary thinking basagon the best of earlier
recommendations. Problem solving and investigations were areas of priratigmatics
which havereceived considerable attentismce.The former hadeceived recognition in
textbooks published ithe nineteen-thirties and wind that a recently-publishedtext
inherited similar treatment.

Beacon Arithmetic 1939 Ginn Mathematics 1983
An adult approach to problems is| [Remember:
by general analysis of the following | A. Read the problem and find {he

type: guestion?
1. What does the question meanp | B.What are the facts?
2. What are we told? C. Decide what to do.
3. What are we asked to find out?

D. Answer the question.
4. How can we find the answer? E. Does the answer seem right

5. What is the answer likely to bef?

G nn Mathematics 1983, 80

Fl enmi ng, 1939(iii), 21
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The impetus for publication of primary mathematics téwets nowlargely moved from
the mathematician or the mathematics educator like Ballard and Figmnto thehands of
private Foundations e.g. Nuffield, S.M.P, or publishers e.g. Ginn, Macmillan. However, a
commercially- produced mathematics scheme is rlonger simply amathematics text
containing problems. Teachers books, enrichment cards, investigations, assessment
packagesmathematicprofiles, and computer tapes aliscs may now all be part of the
generalpackage.Commercialworkcards andworkbooks nake up the complete scene
available to teachers. The quality of pictures, graphs and drawings is a vast improvement on
that of previous decades, but has atgined considerable momentum in the Betade.
Not for the first time has the printing industry effected an influence on mathematics. This, of
course, will be beneficial in development of one aspect of the curriculum - the more we see
graphs and pictures the more we will think in terms of graphs and pictures.

In the field of Primary Mathematicdextbooks,the 1980’'s saw schools spoiled for
choice but perhaps it was the availability of choice which created the potentfvergence
in the primary mathematiaurriculum. Whilst some texts rexmed closelyallied to more
traditional aspects of primarynathematicsothers were innovatory. believe that
Mathematics for Schoolsas one othe latter. Adoptingsuch a seriesequired a change in
many teacher’s thinking about mathematics. The school’s freedom to chaosghgsnatics
texts could result inwo different mathematicalexperiencedor children; a longitudinal
development which followethe arithmeticaphilosophy of practice, speed aadcuracy
with numbers, othe lateral developmenthich involvedthe best of whatMathematics in
School was attempting todo. Of coursethere were manyhades ofdevelopment in
between, buthe extremes of curriculum led to an artificial dichotowlyich meant that in
the long term something like a National Curriculum for Mathematics was inevitable.

Future textbook writers now have a proscribed curriculum to gheledeliberations.
Given the structure and development of the levels within nieghematics Attainment
Targets, | suspechat the numericadnd graphical elements of thew bookswill receive
rigourous treatment whilst that given to Shape and Space will continue to be fragmentary. In
the first instance, the gébraic componentsay well receive treatment similar to that given
to sets and base work in the late 1960’s. It is all going to depend upon interpretation because
there areaspects ofthe mathematics National Curriculuttainment Targets which
structurally araunsound, indicatpiecemeal compilatioand, no doubtwill be subject to
revision sooner rather than later.

In thefuture, | doubt whethethere will be a movéowards atextbook overtly being
identified as the Nation&rimary MathematicsTextbook. This does notean tosay that,
almost bydefault, a textbookvill not take onthis role. The impetudor the publication of
new primary mathematics textbooks now largely comes frablishers.Contentreliability
is obtained by appointing chief editors amdvisory editors drawn from amongst
mathematics educators and local authority advidakdity for the development of thiext
and the exampleased isoften achievedhrough involving teachers ithe writing and
piloting versions ofthe textbookseries in schools prior ténal publication. There is a
possible scenario were aaliliematics Education establishmensomenational foundation
will place appropriatébids andreceivefunding from publishers to produce‘definitive’
national curriculum textbook. Should any designers of the Mathematics National Curriculum
or the people experienced in the design of mathematics assessment paclkagéabte for
the roles of chief editor or advisory editors such a series will claim a credibditys going
to be hard for teachers to ignore. Truly such a textimak well believats own disclaimer
that it will:

take forward more quickly and more comprehensively the achievement of high stardhiuss
an effective way of ensuring that good curriculum practice is more widely used.
(NCC,1988,3)

However, the final transmission othe perceivedriew of the subjectmatter that is
important is theresponsibility ofthe teacher. Inthat sense,very little has changed. The
content of the primary mathematics curriculumas been influenced by concern with
standards, a need for expansiand a wider understanding thfe ways in which chdren
learn mathematics. The use of a textbook can secure, through reflection on priorities and the
needs of the child, the professional integrityttef teacher. Onthe otherhand,the textbook
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can beused as a prop fdhe teacher’s lack oknowledge. Alnost by default, textbooks

have taken on their role as intermediary - currently neitoad authoritiesnor schoolshave

had sufficient resources to proviégher extensive longer-term in-service trainiog all
teachers or the timir teachers to refleaipon measuredesponses tthe new initiatives.
Within to-day'’s climate, giverll of thetasksthat thebusyteacherhas to accomplish, it is

an answer to the question “What do | do in Maths this afternoon?” which is paramount. The
primary mathematics textbook is available to provide an answer. The danger signals inherent
in both question and answer should be obvi@udy whenteachers are confidentith the
materialthey have to teacand have a deepawareness of howhildren learn, will they

look beyondthe gbsswithin textbooks and considéne mathematicand the variety of

ways they may interact with textbooks.

Textbooksare not individualised learning programmes and neither do thegnpit to
provide materialfor what may be described as distance learnieaghniques.Fleming's
reminder about the teacher’s position within the classroom is as retexards it wadifty

years ago. So too are Ruth Walker's comments. We may allow the textbook to take on some
of the responsibility for disseminating a perceived view dfie primary mathematics
curriculum to the teacher, but it is overstating its value for us to believe that it can take on the
responsibility for teaching. | haweet to meet ahild who, left to work individually, takes

any note of the teaching points withinextbook. Not onlyare mostsuperfluous put they
cannot possibly go much beyongehematic development pfocess Within the confines

of books intended for children, writers cannot be expected to cater forth# efentualities

within the classroom. Textbooks may provide a structure asadlextion of suitabléasks,

but their ability make more thapassingcomment to the qualitatively differemtays in

which children damathematics i®eyond them. It is onlyhe teachewho canrespond to

this issue. Unless this is faced there is no dthditinfive, tenyears,children’s weakness

in aspects of mathematics will again become a subject of controversy.
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