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Summary 

This paper analyses the changing shape of the Scottish secondary curriculum, resulting from 

national, local authority and school interpretation and implementation of the national Curriculum 

for Excellence (CfE) initiative of 2003 and its associated documentation. The paper also considers 

the impact of CfE and the associated ‘new’ National Qualifications (nNQs), introduced from 2013-

2014, on attainment in Scottish secondary schools, seeking to answer the question:  

“Have the introduction of the Curriculum for Excellence initiative from 2010 and the 

availability of linked “new” National Qualifications impacted on curricular structures, 

subject enrolments and/or attainment in Scottish secondary schools?” 

The findings of the paper include evidence of extensive fragmentation of the S1-3 curriculum across 

a significant proportion of Scottish secondary schools, narrowing or severe narrowing of the S4 

curriculum in a majority of Scottish secondary schools, a highly significant and continuing trend of 

decline in overall attainment at SCQF levels 3-5 since 2013, a smaller decline at SCQF level 6 

(Higher), issues related to the ‘passability’ of SCQF level 5 courses, subject areas where the 

curricular presence has significantly to very significantly declined since 2013 and an apparent 

failure of the part of many Scottish schools to provide parents and pupils with the necessary 

information to allow them to decide which school would be most beneficial for enrolment by 

individual learners. 

Introduction 

CfE arose from the outcomes of the National Debate on Education instituted by the Labour-Liberal 

Scottish Executive in 2002.  The original intent of this major curriculum initiative was both far-

reaching and unprecedented, intending to take a unified approach to the entire curriculum 

experienced by Scottish children and young people in the 3-18 age range.  As has often been the 

case with Scottish education, intention and implementation may, however, diverge.  This may be 

seen in the non-implementation or changed forms of prior major Scottish initiatives such as 10-14, 

Modern Languages in the Primary School (versions 1 and 2), ‘Citizens of a Multilingual World’, 

the Brunton and Howie vocational initiatives, the Journey to Excellence, the Curriculum Flexibility 

initiative and, currently, the 1+2 initiative.   

In the case of CfE, the 3-18 curriculum changed into a 3-15 curriculum developed by successive 

national working parties, supported by Learning and Teaching Scotland, and a 15-18 curriculum in 

which the Scottish Qualifications Authority played a more central role, despite stating repeatedly 

that it was not a curriculum agency.  Given the subsequent (lack of) curricular support materials, 

the two-curriculum model appears to have eroded further, returning to a 3-12 model, followed by 



the secondary Broad General Education phase (BGE) in S1-3 and a secondary Senior Phase (S4-6), 

within which all qualifications-related activity occurs.   

This three-curriculum model is remarkably similar to the pre-CfE model, with the principal 

difference being that the boundary between non-certificable and certificable learning has been 

moved one year further back.  Leaving philosophical considerations aside for a moment, this is a 

surprising outcome as one of the key issues from the National Debate was to reduce the examination 

pressure, commonly described at that time as the ‘two-term dash’, which was then evident in S5 and 

S6 certificate courses.  It surely could not have been intended, therefore, that one outcome of the 

three-curriculum model was to replace two ‘two-term dashes’ with three? 

However, philosophical and theoretical considerations also play a part in the difficulties in which 

CfE finds itself.  Priestley and Humes (2010) analyse the internal contradictions within CfE, most 

notably the striking dichotomy between the ‘curriculum as process’ model inherent in the Four 

Capacities and the significantly more prescribed, content-driven model of the Experiences and 

Outcomes.  From a reading of the successive CfE reports and papers, the differences of intent and 

approach of the National Debate report (Scottish Executive, 2002), A curriculum for excellence 

(Scottish Executive, 2004a), the Ministerial response (Scottish Executive, 2004b), Progress and 

Proposals (Scottish Executive, 2006) and Building the curriculum 3 (Scottish Government) are 

evident.  These developments might be described as a tale of four committees and two governments, 

each apparently possessing – from the key statements in their publications –different intentions.  

Thus, CfE appears to conform to the previously stated Scottish pattern where intention and 

implementation diverge, although in this case it appears accurate to suggest that there have been 

repeated divergences.   

The answer to the initial question of this paper therefore appears to be “yes”, with respect to the 

curriculum, and “possibly so” with respect to attainment.  The remainder of the paper considers 

findings deriving from the available curricular and attainment evidence which might confirm or 

contradict such an analysis. 

Section 1: The Secondary Curriculum 

Part 1: The Broad General education (S1-3) 

Concern about how to improve the early (S1-2) and middle (S3-4) years of Scottish secondary 

education is not new, or unique to CfE.  This has been a recurring post-war theme in Scotland, 

providing much of the argument underpinning the Advisory Council on Education in Scotland’s 

(ACES) seminal report on secondary education (ACES, 1947), the Ruthven Report (CCC, 1967), 

the Munn Report (SED/CCC, 1977), the 10-14 report (CCC, 1986) and the 5-14 Report (SED, 

1987), before reappearing in the last pre-CfE report on the early secondary curriculum, the 1997 

report by Her Majesty’s Inspectorate of Education (HMI) Achieving Success in S1/S2: A report on 

the Provision in S1/S2 (HMI, 1997).  This last report suggested that S1 and S2 pupils across Scotland 

were experiencing undue fragmentation of their curricular (and thus learning) experience due to a 

range of factors, particularly through encountering too many discrete subjects  - and often too many 

teachers - in a week, thus significantly reducing the coherence and impact of their experience.   HMI 

also suggested that single-period ‘taster courses’ contributed little of benefit to the students’ learning 

and secondary schools were therefore enjoined to reduce the numbers of teachers and subjects 

experienced by S1 pupils to approximately a dozen and to eliminate taster courses.  Although 20 

years old, there appears to be logic in this HMI view from a learner’s perspective.  It bears careful 

comparison with the current picture, outlined in this section. 



Interestingly, the precursor of CfE, the National Debate on Education (2002), did not seek to change 

the early secondary curriculum.  The outcomes of the National Debate were analysed by a research 

team led by Professor Pamela Munn.  Their findings (e.g. Munn et al., 2004), suggested that key 

priorities for the Scottish public included retaining the 5-14 curriculum for S1 and S2 pupils and 

the maintenance of a broad and balanced curriculum until age 14 (i.e. the end of S2), followed by a 

period of increased choice in S3 and S4, leading to national examinations at the end of S4. Two 

further priorities lay in reducing the time pressure on students engaged in study for national 

examinations and in reducing the ‘cluttering’ of the primary and, as per the 1997 HMI report, early 

secondary curricula. 

The Curriculum for Excellence project was launched in 2003, through the establishment of a 

Curriculum Review Group (CRG), chaired by a senior civil servant and populated by several leading 

educational thinkers. The principal requirement upon them (SPICe, 2008, p.7) was to identify the 

purposes of education for the 3-18 age range and to determine principles to be applied in redesigning 

the curriculum. The group’s proposals were published as A curriculum for excellence (Scottish 

Executive, 2004a), closely followed by the Scottish Executive’s response (Scottish Executive, 

2004b).  

The first of these two documents includes the following curricular proposals: 

• a single curriculum from 3-18, supported by a “simple and effective” structure of assessment

and qualifications:

• greater choice and opportunity, earlier, for young people

• more space in the curriculum for work in depth

       (Scottish Executive, 2004a, p.6) 

Taking on the concerns of both HMI and the National Debate, the first document also suggests 

(ibid., p.10) that the curriculum should “not be too fragmented or over-crowded with content”, 

should include a “broad, suitably-weighted range of experiences” (ibid., p.14) and should “form a 

coherent experience” (ibid., p.15). 

The Scottish Executive response (Scottish Executive, 2004b), after discussion of ‘decluttering’ the 

primary curriculum, moves to examine the S1-3 secondary curriculum.  Previously, the Scottish 

secondary curriculum had been managed in two-year groupings, S1-2, S3-4 and S5-6, so this 

rearrangement of curricular structure - neither mentioned by the CRG nor evidenced by the Scottish 

Executive – came as a surprise to Scottish education as a whole.  However, no detailed comments 

were provided to guide the reader with respect to what this apparent change might mean.   

All but two (one a trades union representative) of the CRG members were removed from 

involvement in the project and a Curriculum Review Programme Board (CRPB) replaced the CRG 

committee.  The CRPB’s final report, A curriculum for excellence: progress and proposals (Scottish 

Executive, 2006), made clear – without rationale or comment - that the unified 3-18 curriculum of 

the CRG report had become two discrete 3-15 and 15-18 curricula, thus replacing the 1980s 5-14 

curriculum with a new 3-15 curriculum and truncating the 14-18 examination phase to 15-18, again 

without discussion or explanation of how this was to be achieved.  The imbedded ministerial 

response to this report offered no further exemplification or explanation of the significant changes 

contained therein. 

The CRPB report focussed on the 3-15 phase, with curricular detail limited to an indication that 

there would be eight curricular areas (health and wellbeing, languages, mathematics, sciences, social 

studies, expressive arts, technologies and religious & moral education) structured through several 

hundred specific Experiences and Outcomes, a significant change from the open, process-driven 

approach of the CRG’s Four Capacities (which had won broad public approval).  Discussion of the 



new S1-3 curriculum in the CRPB report was restricted to indicating that there would be: “greater 

scope for different approaches to curriculum design in S1 to S3 within clear parameters”  (ibid., p. 

20).  Development of the 15-18 phase was effectively transferred to the Scottish Qualifications 

Agency, a qualifications body rather than a curricular agency, as the qualifications developed by 

them inevitably impacted heavily on the enabling curriculum.   

Details of the new S1-3 curriculum did not emerge until Building the Curriculum 3 (BtC3): a 

framework for learning and teaching (Scottish Government, 2008), which presented a learner’s 

entitlements, including: 

 

• a coherent curriculum from 3 to 18 

• a broad, general education [from age 3 to 15], including well planned experiences and 

outcomes across all the curriculum areas 

• a senior phase [16-18] which provides opportunities for study for qualifications and other 

planned opportunities for developing the four capacities  

• opportunities for developing skills for learning, skills for life and skllls for work  

          (ibid., p.13) 

BtC3 is the principal (and almost the only) CfE document on the curriculum and its 

planning/development.  However, discussion of the curriculum itself is limited to six pages (pp. 20-

25) of the document, with perhaps the most significant statement being that, particularly in 

secondary schools, subjects would remain “an essential feature of the curriculum”, with “subjects 

increasingly being the principal means of structuring learning and delivering outcomes.” (ibid., 

p.20).  Given the importance (and acceptance) of the Four Capacities within CfE and the Process 

Curriculum (Kelly, 2009, pp. 89-98) that they appeared to foreshadow, this reversion to a subject 

and content-based model is seen by Priestley & Humes (2010, p.6) to have allowed/encouraged “the 

continuation of subject fiefdoms … in which subject teachers saw their principal allegiance to their 

specialist discipline rather than to any broader conception of the learning process or the personal 

development of pupils”.   

This section has recorded the stuttering and, at times, orthogonal progress of the national planning 

for CfE and also the lack of effective (and, for periods, any real) curricular exemplification for 

teachers.  It is also important to note, from interviews conducted with governance actors at all layers 

of governance, that local authorities, headteachers and teachers appear to have themselves 

contributed – at times and in differing measure - to the issues evident in the implementation of CfE 

through failure to resolve uncertainties, a lack of coherent and organized vision and planning and, 

especially in the lower layers of governance, some covert resistance, as suggested by Priestley and 

Humes.  Equally, some teachers, headteachers and local authorities have evidently made 

considerable efforts to make an underspecified system function well, for the benefit of ther pupils. 

Although much governmental paper was subsequently devoted to Experiences and Outcomes and 

to assessment, BtC3 remains the core, and much of the extent, of curricular advice to headteachers 

and their learning communities, other than some exemplification given in national seminars and by 

quasi-independent bodies such as the Building Our Curriculum Self-Help (BOCSH) group.   Given 

that an S1-3 broad and general approach was a significant departure from the previous broad S1-2 

and examination-focused S3-4, this lack of advice is at least surprising and appears to lead directly 

to the issues and challenges now evident in individual schools’ and authorities’ implementation of 

the BGE. 

The provision of education in Scotland is the responsibility of local authorities (LAs) and - by 

extension - of their schools, with a statutory duty to ensure that there is adequate, efficient (and 



improving) provision of school education in their area (Education Scotland, undated).  In order to 

ascertain the impact of the issues noted in this section on the S1-3 BGE curriculum, the curricular 

statements of the 32 local authorities and the curricula of the 359 state secondary schools were 

analysed (Scott, 2017).   

In the case of the 32 LAs, only two CfE-era (post-2010) curriculum policies were identified after 

searches of LA education service webpages, LA committee minutes, papers and archive sections.  

Seven local authorities still had pre-CfE curricular policies available on their websites; 23 had no 

evident council-wide curriculum policy.  Nine LAs appeared to have agreed a common statement 

with their schools for use within the curriculum section of the school handbooks issued to parents, .  

Of these council-wide statements, all but one lacked any significant detail.  Six statements 

mentioned the eight curricular areas of CfE as providing the framework for S1-3 but none gave any 

detail of the aspects of the curriculum (e.g. subject-based learning, interdisciplinary learning, 

thematic approaches).  The remaining three did not include even the eight curricular areas in their 

description of the BGE.  Beyond these nine authorities, all BGE curricular information provided 

through the various means noted in the previous section appeared to be solely school-based.  With 

the exception of the sole LA providing appropriate detail (as per the regulations), there appear to be 

some issues in these LA positions with respect to the Education (School and Placing Information) 

(Scotland) Regulations 2012 (see Section 3). 

School S1-3 Curricula 

Of 359 state secondary schools analysed by Scott (2017), 185 schools offered details of all 4 years 

of their S1-4 curriculum – as the paper analysed the S1-3 curriculum and its linkages to the S4 

curriculum - through their handbook, website or other means.  Fewer than 30 of these schools 

provided comprehensive curricular information (typically including an explanation of CfE, a 

curricular rationale for their school community, a curricular map showing the structure and 

component parts of their curriculum and information to support student choice in some or all years); 

others offered more limited evidence: e.g. the S1-3/4 structure and some or all of the other elements.  

A further 39 schools provided details of three of the four years considered and some of the other 

information.  These are also included in the 224 schools analysed in the curricular map of the 

Scottish S1-4 curriculum provided as Appendix 1 to this paper.  The curricular map is thus based 

on a 62% sample of Scottish state secondary schools; this is a strong sample and thus may be fully 

representative of the complete population of secondary schools. The remainder are only not included 

because they do not provide the information in a public forum.  

Of the remainder, another 50 schools provided details of only two of the four years; typically this 

was S1 and S4.  A further 77 schools provided information on only one year of their S1-4 

curriculum; in almost all cases this was either S1 or S4.  No information could be located on any 

year of the S1-4 curriculum in 9 schools: 7 of these had no website and no information on their 

curriculum was obtainable from LA websites or other sources; the remaining 2 schools had 

Facebook pages, apparently containing no curricular information. 

The curricular map suggests that there has been a somewhat random (or perhaps chaotic) explosion 

of S1-3 curricular structures.  162 different S1-4 curricular structures are evident across the 224 

schools: an average of only 1.4 schools per structure.  For example, there are 83 distinct structures 

leading solely to a “6-course” S4 curriculum.  This, of course, is in line with Priestley and Humes’ 

description of the Scottish Government model  which “explicitly moves away from central 

prescription of curriculum, towards a model that relies upon professional capacity to adapt 

curriculum guidance to meet the needs of local school committees” (Priestley and Humes, 2010, 

p.2).  the inherent questions in this approach are, of course, whether the professional capacity is 

sufficient in all cases and whether it has ben sufficiently reinforced through appropriate training.   

The curricular map suggests that there are questions to be answered about the principles for 



curricular design of the BGE phase (not least because these have not been the subject of any national 

publication beyond the few words embedded in page 13 of BtC3 (Scottish Government, 2008).  To 

begin to answer these questions, it is first helpful to try to rationalise the 162 different curricular 

structures evident in the curriculum map.  Closer examination of the map reveals that some of the 

S1-3 structures leading to 6 qualifications are replicated in those leading to 7 and/or 8 qualifications.  

Analysing the ‘shape’ of the remaining structures, some common curricular shapes or patterns are 

evident.   

These have been collated to form Table 1: 

 

Table 1  S1-3 and S1-4 Curriculum Patterns Evident in Scottish State Secondary Schools 

 

Curriculum Pattern   

No. Name Structure Frequency (f) Total f 

1 2+1+1: S1-2; S3; S4 

Quasi-Traditional 

(but with S3 increase) 

2-1  

2-1  

  3 

16 

19 (10%) 

2 2+1+1:  S1-2; S3; S4 

Near-Traditional 

(with S3, S4 decrease) 

2-1  

2-1  

64 

25 

89 (48%) 

3 2+2 

Quasi-traditional 

S1-4: 1-1-2 

S1-4: 2-2 

15 

  7 

22 (12%) 

4 1+2:  S1; S2-3 

S1 Transition year +  

Larger S2-3 Structure 

1-2  

1-2  

  1 

  3 

  4 (2%) 

5 1+2:  S1; S2-3 

Transition +Smaller  

S2-3 Structure 

1-2  

1-2  

  7 

  4 

11 (6%) 

6 “Steady State” 

(S1-3 all the same) 

S1=2=3, then S4 
(often S4=5=6 also) 

12 12 (7%) 

7 S1-3  

Med.- Larger-Smaller 

M-L-S: 

M-L-S:  

11 

  7 

18 (10%) 

8 S1-3 Increasing Wedge  

(increasing: S1 2 3) 

 

     

  0 

  2 

  2 (1%) 

9 S1-4 Declining Wedge 

(decreasing: S1 2 3) 

Down  

Down   

  6 

  2 

  8 (4%) 

 SUB-TOTAL :   185 

(100%) 

10 2+1 / 1+2 / 3 

Almost complete Data 

 39   39 

11 Insufficient data (0,1 or 2 

years of curricular 

structure) 

 0:   9 

1: 77 (most S4) 

2: 50 

136 

 GRAND TOTAL:   360 

 

 

 

 

Notes: 

1.  and  indicate an increase or decrease in the number of subjects experienced, moving from 



the earlier phase to the later 

2.  and  indicate a significant increase or decrease in the number of subjects experienced 

3. M-L-S implies a medium number of subjects in S1 (13-15) followed by an increase in S2 

followed by a decrease in S3. 

4. ‘Wedge’ implies a curricular model where the number of subjects either declines steadily from 

S1-3 or rises steadily from S1-3. 

 

Some broad issues emerge from the table.  Categories 1-3 and 6 together demonstrate that 77% of 

secondary schools have a curricular structure where the S1 and S2 structures are either identical or 

very similar.  This corresponds closely to the pre-CfE model derived from the former Scottish 

secondary curricular guidelines (SCCC, 1989).  This approach may be based on authority/ 

headteacher/parental conservatism or on an intent not to change too many variables at one time.  

This pattern occurs, however, with anything from 9 subjects to over 20 subjects in S1/2; it would be 

difficult to perceive curricular structures near the ends of this spectrum as offering the same 

curricular experiences to students, not least with respect to the breadth and depth of learning.  

Further, not all these quasi-traditional structures are as close to the pre-CfE structures as might seem 

to be the case, as a relatively small minority include less-traditional subjects, e.g. work-related 

activities, additional health and wellbeing units, interdisciplinary learning (although this is visible 

in only a small minority of schools), Skills units and some topics particular to a single school or 

authority. 

23% of schools in the sample have, however,  opted for non-traditional patterns in S1/2 with 11% 

opting for an increase or significant increase in the number of subjects experienced from S1 to S2 

and 12% opting for the opposite pattern.  It is possible, although confirmed by only a minority of 

these schools, that they treat S1 as a year of transition from primary education.  Thereafter, the S2-

3 curricular structures of this 23% group diverge into 10 different pathways depending on the growth, 

fluctuation or decline in subjects experienced in S2-3 and the extent to which this occurs.  As may 

be seen from the map, some curricular patterns (e.g. 14-18-19-6; 25-16-16-8) vary significantly 

from the traditional 14-14-8(+3)-8(+3).  

The reason for including S4 in the map is that articulation between the BGE phase and the Senior 

Phase must be successfully handled if there is to be smooth progression into the first of what, for 

many pupils, is now a pattern of three ‘two-term dashes’.  The S3 curriculum itself was likely to be 

the area where most structural change from the pre-CfE pattern might be perceived, given its CfE-

based move from the middle (certificable) secondary curriculum to the 3-15 Broad General 

Education (BGE) phase of CfE.  With the S3 curriculum leading to 5-, 6-, 7- and 8-course (plus core 

subjects) S4 structures, it might be expected that the S3 curriculum pattern would be tailored to 

ensure the smoothest possible approach to the ‘two-term dash’ towards initial qualifications in S4.  

The actual pattern of linkage, or otherwise, between S3 and S4 is shown in Table 2: 

 
 
 
 
 
 
 
 
 
Table 2  S3-4 Curricular Progression in Scottish State Secondary Schools 
 



S3 Structure Frequency (f) with which the S3 Structure 
leads to the Relevant S4 Structure 

 
 
 

Total f 
6 Subjects 7 Subjects 8 Subjects 

No. of Subjects f f f 

9 1   1 0 2 

10 7 7 1 15 

11    31 14 9   54 

12  21   20 3   44 

13 13 10 3 26 

14 19 3 3 25 

15 5 3 0 8 

16 5 3 1 9 

17 1 1 0 2 

18 1 1 0 2 

19   4 0 0 4 

20 0   1 0 1 

Unknown  
(from schools indicating 

only 3 of 4 years’ 
curriculum) 

19 8 5 32 

Total 127 72 25 224 

 
 

Table 2 suggests that 11 or 12 courses in S3 is the commonest pattern, regardless of whether students 

are proceeding to 6, 7 or 8 courses in S4.  On one hand, this suggests a commonality within the final 

stage of the Broad General Education 3-15 curriculum which appears to unite many students’ 

experiences.  On the other hand, it begs a question about why students in some schools are 

apparently able to successfully proceed from such a position to 8 qualifications but others are only 

able to proceed to 7 or 6.  Analysis of Education Scotland/HMI reports on school curricula and 

attainment since 2014 does not suggest that those schools supporting students to higher numbers of 

qualifications are less effective than schools only offering 6 qualifications.  Of greater concern are 

those offering unusually narrow or unusually wide S1-3 curricula.  There are relatively few of the 

first category in S3, as this is a phenomenon much more evident in S4.  It is more difficult to 

rationalize why a pupil should require 15-20 different subjects in S3 when this is a direct precursor 

to the much narrower experience of S4.  These issues are also evident in S1-2 where, although 

breadth is a traditional strength of Scottish education, the 1997 HMI report, reinforced by the 

National Debate findings, suggested that extreme breadth (or extreme narrowness) in the curriculum 

would lead to highly detrimental outcomes for students. 

Since it is known that many of the schools offering more limited numbers of qualifications lie in 

areas where the local authority has mandated a curricular structure for its schools, this raises the 

issues of “full consultation with stakeholders” and “consensus before proposals are introduced” 

(Scottish Executive, 2001). 

 

  



Part 2: The Senior Phase 

 

The Scottish S4-6 CfE curriculum may appear more ‘traditional’ to users, such as parents or 

employers as, in almost all schools, pupils still pursue qualifications in S4, S5 and S6.  A closer 

inspection, however, reveals that across Scotland there is a very significant disparity of experience 

for learners.  The phrase “postcode lottery” is inappropriate in an academic paper.  However, in 

returning to the differing stances adopted by local authorities and schools with respect to their S4 

curricular structures - ranging from a formal council requirement to follow one model (usually 6 

subjects in S4) to allowing each school to select 5 to 8 courses to suit their ‘local needs’ - the use of 

the phrase is perhaps representative of the current reality of the Senior Phase in Scottish secondary 

schools.  There is significantly greater variation in secondary curricular structures and examination 

presentation patterns in the CfE era than was previously the case with O Grades, Standard Grades 

or the subsequent Higher Still programme.   

 

In November 2012, the then Strategic Director (Curriculum) suggested to a regional conference held 

in Dundee that the S4 curricular balance in schools comprised: a “mixed economy” (5/6 to 8 

subjects) in 11 local authorities, 8 subjects in 5 LAs, 7/8 subjects in 4 LAs, 7 subjects in 5 LAs, 6 

subjects in 7 LAs and 5 subjects in only “1 or 2 schools”.  Since then, neither the Scottish 

government nor the Convention of Scottish Local Authorities has published such data.  Nowhere in 

the national CfE documentation does it suggest that S4 students should only attempt 6 courses.  The 

Scottish Executive response (Scottish Executive, 2004) to the original CfE report of 2004 failed to 

mention any shortening of time allocation for the initial S4 national qualifications or to acknowledge 

that they should be reduced a one-year S4 process. This lack of clarity appears to have subsequently 

led directly to significant fragmentation and narrowing of the S4 curriculum across Scotland (Scott, 

2015a) as local authorities and schools attempted to implement the developing national policy. 

 

 

 Figure 1 shows the picture in 2015, demonstrating a significant change from the 2012 position with 

the overall picture being one of increasing diversity, both within and across local authorities.  

 



 
 

Figure 1:  S4 Curricular Provision (by No. of Qualifications Offered in S4) (2015) 
 

Several LAs and/or individual schools have since changed their positions, but the illustration 

suffices to demonstrate the fluctuations in S4 curricular provision experienced across Scotland since 

the inception of CfE.  The 2018 picture, based on the stated curriculum in each school’s 

documentation, is shown in Table 3 (Scott, in press). 

 
  



Table 3:   S4 Curricular Provision in Scottish State Secondary Schools in 2018 
 

No. of Qualifications Offered No. of Schools Providing This % of Total  

8 35 10% 

7 120 33% 

6 195 54% 

5 3 1% 

Unknown 6 2% 

   

Total 359 100% 

 

Undoubtedly, there has been a significant shift away from 8 courses to 7 or even 6.  Some 7-course 

schools have also moved to 6 but some 6-course schools have moved back to 7.  The sole 9-course 

school that briefly existed has since disappeared.  The 5-course schools briefly blossomed into 

double figures but have now faded back to a very few schools whose catchment characteristics 

perhaps militate for such an approach.  At the heart of the issue of “which structure?” is not the 

number of courses but rather “does this structure permit all our pupils to progress, to have equity of 

opportunity and to achieve to their maximum potential?”.  This latter question fits well with almost 

all of the CfE documentation but has rather been lost in the somewhat sterile debate (not least 

amongst parents) about numbers of courses provided. 

 

11 LAs were evidenced in school/authority documentation as having agreed/imposed an S4 

curricular structure in their secondary schools.  A majority of these authorities had opted for 6 

courses leading to initial qualifications plus core subjects (usually physical education, social 

education and religious/moral studies).  Examination of the data collected from the 359 secondary 

schools on their curricular structures suggests, however, that 18 local authorities have a common 

(or almost completely common) S4 structure across their secondary schools. 

The major issue for learners, however, is the extent to which the S4 and subsequent curricular 

structures enable or inhibit their progress.  In S4, the worst example evident in the CfE era was of a 

secondary school whose S4 curriculum consisted of compulsory English, Gaidhlig and Mathematics 

(with core experiences in PE, PSE and RMPS), accompanied by a choice of two further subjects 

from Languages, Technology, Creative subjects, Health & Wellbeing, Science and Social Subjects; 

this structure appears to have been amended in recent years.  Not far removed from this in terms of 

narrowness, however, are the 195 schools offering only 6 qualifications in S4.  Their ‘standard offer’ 

to students in that of English, Mathematics and any other four subjects.  Again these schools must 

attempt to accommodate experiences in Languages, Technology, Creative subjects, Health & 

Wellbeing, Science and Social Subjects.  Many parents, whether based on personal experience or a 

view of their child’s future vocation, appear to have opted for either “two Sciences and a Social 

Subject” or “two Socials and a Science”.  This undoubtedly reflects a perception of the hierarchy of 

importance of subjects but does not fit well with the relative breadth of curriculum experienced 

traditionally in Scottish education.   

 

There are also clear implications for the continued existence, either relatively or absolutely, of 

several subjects – and of a few curricular areas en masse - as shown in Appendix 2.  Curricular areas 

such as Modern Languages (with the exception of Spanish and, to a much lesser extent, Chinese), 

or Technology (e.g. Computing) and to a slightly lesser extent, the Creative Subjects (e.g. Music 

and Art) and the Social Subjects (e.g. Geography) have sustained declines in enrolment and, 

particularly, attainment up to 60% since the appearance of CfE. 

 

Clearly, if all schools changed from 8 courses to 6, the overall course enrolment rate in S4 would 

consequently fall by approximately 25% (approximately because some children with specific 

educational needs would not have accessed an 8-course curriculum before CfE).  A similar effect 



might be expected on attainment, although the relationship between the two measures is not 

necessarily one of direct proportion (see Section 3).  The current provision shown in Table 3 leads 

necessarily to a reduction in enrolment for qualifications of 16-17%; this is due solely to curricular 

narrowing.  (The 16-17% interval is caused by the fact that a minority of schools fairly routinely 

offer ‘new’ National Qualifications (often at levels 3 and 4) via core experiences such as Physical 

Education and religious Education and these can be difficult to quantify completely accurately).  

However, the declines in the subjects highlighted above exceed the impact of curricular narrowing 

by 20-40%.   

 

The effect of this reduction in enrolment, along with other factors, and their consequent impact on 

attainment are analysed in Section 2 on Attainment. 

 

There are some other structural issues apparent (or at least quoted) in the Senior Phase.  The most 

obvious example of this is provided by the apparently very small group of schools that opt to omit 

qualifications in S4, instead opting to offer slightly more qualifications in S5 (and possibly S6).  The 

word “apparently” is used as almost no school handbooks or websites examined for this study 

demonstrate such a practice.  One very public example of this practice has since changed its pattern 

to a more ‘conventional’ model after extensive press coverage and it may be that this has 

discouraged others.  Other structural claims examined included those schools claiming to provide a 

curriculum more relevant to their pupils’ needs, presumably meaning ‘more relevant than what they 

provided before CfE’.  Again, at least in a structural context, there is almost no evidence of this in 

handbooks, websites, parental presentations or other media.  Where schools highlight ‘new’ ideas, 

they tend to evidence this with Duke of Edinburgh courses, ASDAN qualifications, college teaching 

blocks and qualifications - but all of these were evident in good practice across many schools before 

CfE.  It is not clear from the testimony of schools themselves what has changed for the better, how 

it has changed or what the outcomes of any such changes are.  There is also little evidence from 

inspections to substantiate such claims. 

 

Section 2: Attainment 

 

This paper analyses the improvement or decline in enrolment and attainment for all Scottish 

curricular subjects offered as part of the “new” National Qualifications (nNQs: the name is 

informally used to distinguish the post-2013 revised National Qualifications from the “old” NQs 

used from 2000 – 2013 and residually in 2014) courses at Scottish Credit and Qualifications 

Framework (SCQF) Levels 3-5. The academic year 2012-13, whose examinations took place in mid 

2013, is used as the baseline against which analysis and comparison of subsequent years’ enrolment 

and attainment is carried out.  The Scottish Government has resisted such a process, indicating that 

qualifications before and after 2013 are ‘not the same’.  In a technical sense, this is true as the ‘old’ 

NQs and Standard Grade of the pre-CfE era are different courses from the ‘new’ NQs offered from 

2014 onwards.  However, most of the subject areas and much of the content remain the same and, 

most crucially, the SCQF levels 3-5 of the mainstream S4 courses have not changed.  Thus, an ‘old’ 

Level 4 course and a ‘new’ Level 4 course in the same area must produce equivalent outcomes.  The 

alternative is that either the pre-CfE attainers or the post-2014 attainers would have the quality of 

their pass devalued and that appears to be an unlikely political action.   

 

Interestingly, the Scottish Government appears to have begun to quote pre-CfE levels against post-

CfE levels in some of its parliamentary responses in recent months so there may be at least a tacit 

acceptance that this is an appropriate course of action.  Regardless of any political input tof this 

issue, this paper employs 2013, the last year of pre-CfE results, as the baseline for analysis of 

subsequent performance in enrolment and attainment.  It should be noted, however, that 2013 was 

not the strongest year of the 5 years preceding the introduction of “new” National Qualifications.  



Consequently, the comparison to 2013 rather than, say, 2011 slightly advantages the 2014-2018 

results. 

 

The courses analysed in Appendix 2 are largely the nNQs provided by the Scottish Qualifications 

Authority (SQA) since session 2013-14 but the tables include a few relevant “old NQs” and the 

former Standard Grade Level 3-5 courses as these were all used in the baseline year, 2013, and, to 

a very limited extent, in 2014.  Several significant issues are apparent: 

 

 

1. the extent of decline in some subjects (e.g. French, German, Gaelic (Learners), Computing, 

Geography) is highly significant with a significant minority of subjects demonstrating a decline 

in enrolments and attainment of 20-40% beyond the decline expected from S4 structural change. 

2. This is particularly evident at SCQF level 3 where a notable minority of subjects have 

experienced overall declines pf 80-90%, including the 17% structural decline.  Thiswould be 

good if the students concerned had risen up to the next SCQF level but there are also highly 

significant reductions at SCQF Level 4. 

3. There is some evidence of improvement in some subjects at SCQF Level 5.  This would be 

expected as, where able students study only 6 (or 7) subjects instead of the former 8, it woud be 

expected that the concentration of effort would drive up standards in the remaining subjects.  

This is not, however, a consistent pattern. 

4. The core subjects of English and Mathematics would not be subject to the 17% structural 

reduction for almost all students, as their curriculum will be English (and/or Gaidhlig), 

Mathematics and 3/4/5/6 other subjects and thus the pattern should be much as before.  There 

appears to be clear evidence of some improvement in the quality of pass post-CfE in these 

subjects but the decline in overall numbers is puzzling. 

5. The population of learners fell slightly during the period analysed but this is not a significant 

factor when viewed against the overall declines evident in the table. 

 

 

The table in Appendix 3 demonstrates the global declines in SCQF enrolment and attainment from 

2013 to 2018 at SCQF Levels 3, 4 and 5.  The overall totals are also given.  As may be seen, the 

pattern in this table is also of decline. Overall attainment has declined from 2013 to 2018 by 33.8%, 

of which 16-17% may be attributed to curricular narrowing due to structural changes in S4.  Again, 

the impact is apparently most heavily felt amongst learners operating at SCQF Level 3 and, to a 

lesser extent, Level 4.  However, the relatively lesser decline at SCQF Level 5 does not disguise the 

highly significant overall decline.  The author accessed the oldest of these records (those not 

displayed on the SQA website) with the cooperation of the SQA for an earlier piece of research and 

thus it is possible to indicate that, since ‘modern’ records began in 1965, there has been no such 

significant decline, particularly in such a short period.  To this significant overall decline must be 

added the concern that the negative impact of CfE and ‘new’ national Qualifications appears to have 

fallen most heavily on the least able and parts of the group of average ability.  This is clearly not an 

outcome in line with the Scottish government’s policy of improving equity and closing the poverty-

related attainment gap. 

 

A further issue is evident in the table of Appendix 4.  This demonstrates the ‘conversion rate’ from 

enrolment in a given subject course to achieving a pass (grades A-C) in that course.  Historically, 

conversion rates have varied within the low 90-per cents, typically 91-93%.  Since 2013, however, 

something appears to have changed with respect to Level 5, as the conversion rate has dropped from 

the 90s to the 70s and the trend appears to be at least continuous, if not increasing.  This is obviously 

a worry as the Level 5 students form the next cohort of Level 6 and 7 candidates.  Any diminution 

of supply here affects the Higher results, commonly described as the  ‘gold standard’ of Scottish 

education. 

 



Appendix 5 demonstrates the decline at Higher from 2016 to 2018 (i.e. the period of Cf –related 

‘new’ Highers, as 2015 was a ‘half old – half new’ year).  The overall rate of decline is significantly 

slower than that of the SCQF Level 3-5 data.  This may be directly related to the relatively better 

performance of students at SCQF Level 5 i.e. those who continue on to Higher.  However, this 

decline exactly correlates to the period of CfE-related qualifications and is in marked contrast to a 

decade or more of relatively steady growth at Higher before 2015-16.  As may also be seen, SCQF 

Level 7 appears to be only, at worst, slightly impeded in its progress.  It may therefore be the case 

that the most able Higher students have been relatively unaffected by the problems experienced by 

those studying at Levels 3-5, or perhaps the lower end of the Level 6 student body. 

 

The Scottish government has tended to respond to expressions of concern about attainment either 

by pointing to learners taking ‘more appropriate’ unit-based qualifications or by evidencing the 

performance of school leavers.  It is worth examining these claims carefully.  In the first case, there 

is no doubt that the number of ‘alternative qualifications’ has grown but the relatively modest 

growth of alternative qualifications does not come close to balancing the totals of 522,291 fewer 

enrolments against the 2013 level of enrolments, or the 665,152 fewer total passes against the 2013 

level of passes.  The Depute First Minister also recently made a statement (29 August 2018) 

regarding leavers’ qualifications in which he indicated that: 

 

“in analyzing attainment at national qualifications, the focus should, therefore, be on the 

range of qualifications and awards that young people leave school with.  So, whilst we may 

see fewer entries for qualifications at lower levels, the proportion of young people leaving 

school with qualifications at these levels has increased in recent years.  For example, the 

proportion of leavers with at least one pass at SCQF level 5 or better has increased from 

77.1% in 2009-10 [note the pre-CfE timescale] to 86.1% in 2016-17.” 

 

This is, of course, absolutely correct as it comes directly from the annual set of Leaver Statistics.  

However, like the possible improvement at national 5 and the continuing success at level 7, re are 

issues as 6% of the growth occurred before CfE and only 3% since.  It would appear therefore that 

the rate of growth has halved.  The Depute First Minister also quoted the equivalent figure for ! or 

more qualifications at Level 6.  In this instance, unfortunately, all the growth in this figure took 

place before CfE and the pattern has consistently been of decline since CfE was introduced.   

 

In summary, the indicators related to attainment are extremely negative , with a few remaining 

positive spots.  Given the extent of negativity inherent in some of the statistics, this is an area which 

appears to require significant further analysis. 

 

 

Section 3: Parental/Pupil Information and Involvement 

 

A final codicil to the curricular and attainment analysis carried out in this paper is provided by 

evaluating the extent to which parents and pupils are sufficiently well-informed to play their part in 

ensuring that each pupil maximizes their learning and achievement.  This paper contains the results 

of a pilot study  carried out as part of a forthcoming paper on Parental Information and Involvement 

in Scottish Education (Scott, unpublished).  The information offered to parents on the curriculum 

and attainment patterns in Scottish secondary schools was analysed, again using school handbooks, 

websites, Twitter sites, Facebook sites, parental presentations and other school/authority-provided 

media. 

 

A significant majority of LAs provided web-based information related to their schools.  Typically, 

this included contact details, geographical information, a copy of a (mostly recent) school handbook 

and, in almost all cases, a link to the schools’ own websites, with some also providing the most 

recent HMI inspection report.  A further sizeable minority provided a school website link but no 



further information. 

Of the 359 secondary schools, 26 (7.2%) fully met the requirements of the Education (School and 

Placing Information) (Scotland) Regulations 2012 with respect to the curricular and attainment 

sections of the regulations (clauses 6 and 11 respectively).  A further 128 (35.6%) met the curricular 

requirements fully, but did not, to any extent, meet the attainment reporting requirements and 85 

further schools (23.7%) partially met the curricular requirements whilst failing, to any extent, to 

meet the attainment reporting requirements.  24 schools (6.7%) met the attainment requirements 

fully, but did not, to any extent, meet the curricular reporting requirements and 9 further schools 

(2.5%) partially met the attainment requirements whilst failing, to any extent, to meet the curricular 

reporting requirements.  A further 19 schools (5.3%) partially met both sets of requirements.  Finally, 

68 secondary schools (19.0%) neither met the curricular nor attainment requirements. 

 

Of the 359 secondary schools, 130 schools provided no information on their examination 

presentation policy, either in their handbook, in their curricular choice information, in parental 

PowerPoint/Prezi presentations on course choice or on their websites (although not all of the 

requisite evidence was available in a minority of these schools).  Significantly, however, a further 

35 schools indicated that they only presented students for courses at SCQF levels 4-5, thus 

apparently providing no curricular/qualifications pathway for the least able.  Seven of the 35 schools 

indicated that this was because all their students had already completed work at curricular level 3 of 

CfE in S2/3 and moved on to work at curricular level 4 in S4 and so, in their view, had no need of 

a qualification at SCQF Level 3.  This appears to suggest that the author of the school documentation 

(and/or curriculum and presentation policies) did not understand the difference between CfE 

curricular levels and SCQF qualification levels.  The remaining 28 schools gave no explanation for 

their lack of Level 3 qualifications, although examination of school catchment areas revealed that 

almost a half of these were sited in relatively prosperous suburban areas with smaller (but in most 

cases demonstrable) populations of students for whom Level 3 qualifications might be appropriate. 

 

Conclusion 

The findings of the paper  - evidence of extensive fragmentation of the S1-3 curriculum across a 

significant proportion of Scottish secondary schools, narrowing or severe narrowing of the S4 

curriculum in a majority of Scottish secondary schools, a highly significant and continuing trend of 

decline in overall attainment at SCQF levels 3-5 since 2013, a smaller decline at SCQF level 6 

(Higher), issues related to the ‘passability’ of SCQF level 5 courses, subject areas where the 

curricular presence has significantly to very significantly declined since 2013 and an apparent 

failure of the part of many Scottish schools to provide parents and pupils with necessary information 

– are not, of themselves, an end point.  Rather, they represent a stimulus to further research to 

identify the causal connections linking some/many of the issues raised.  The author of this paper 

was part of the national ‘CfE sales force’ for some years and (still) personally believes that the 

original vision can be delivered.  It would be wise, however, for anyone connected with CfE to 

accept that 5 cohorts of learners have received far less than the benefits envisaged by Scottish 

education through CfE.  This cannot continue unchanged. 
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APPENDIX 1: S1-4 Curricular Map 

 

The map provided in this appendix illustrates the S1-4 curricula of all 224 (of the then 360) schools which 

provided sufficient curricular information to enable their curriculum to be mapped. 
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Part 1: S1-3 Curricular Structures Leading to 6 Qualifications in S4 

 

 

Structure No.	of	Courses	in	S1 No.	of	Courses	in	S2 No.	of	Courses	in	S3 No.	of	Courses	in		S4

1 		8	(1) 10	(1) 10	(1)

2 10	(1) 11	(1)

3 11	(1)

4 		?	(1)

5

6

7 11	(1)

8 12	(1)

9

10

11 14	(1)

12 18	(1)

13 12	(1)

14 14	(1)

15 14	(1) 14	(1)

16 		?	(1)

17 		9	(1)
18

19

20

21

22

23

24

25 14	(1)
26

27

28 14	(1) 11	(1)

29 17	(1) 		?	(1)

30 		?	(1) 11	(1)

31 13	(1) 		?	(1)

32 		?	(1)

33 10	(1)
34

35

36

37

38

39

40

41 14	(1)

42 15	(1)

43 16	(1)

44

45

46

47 16	(3) 11	(1)

48 12	(1)

49 13	(1)

50 18	(1) 19	(1)

51 10	(1) 10	(1)

52 11	(1) 11	(1)

53

54

15	(26)

13	(2) 12	(2)

6	(127)

11	(5)

14	(20)

12	(2)

11	(3)

11	(3)
11	(2)

12	(11)

12	(8)

13	(2)

		?	(2)

13	(2)

13	(14)

13	(12)

11	(5)

12	(2)

16	(2)

14	(11)

15	(3)



 

 

Structure No.	of	Courses	in	S1 No.	of	Courses	in	S2 No.	of	Courses	in	S3 No.	of	Courses	in		S4

55

56

57

58

59 10	(1)
60

61

62

63

64

65

66

67

68

69

70

71

72 15	(1)

73 16	(1)

74 19	(1)

75 17	(1)

76 		?	(1)

77 		?	(1) 13	(1)

78 12	(1) 12	(1)

79 13	(1) 13	(1)

80

81

82

83 10	(1)

84

85

86

87

88

89

90

91

92

93

94

95

96

97

98

99 19	(1)

100 17	(1) 		?	(1)

101 14	(1) 14	(1)

102 15	(1) 13	(1)

103 12	(1)

104 14	(1)

105 16	(1)

106

107

108 10	(2)

6	(127)

15	(26)

15	(20)

14	(3)

13	(3)

12	(2)

11	(4)

		?	(4)

17	(2)

		?	(2)

14	(7)

13	(2)

12	(2)

11	(4)

		?	(3)

17	(15)

17	(10)

16	(3)

16	(24)

16	(20)



 

Notes: 

1. Tables 1-3 which comprise the S1-4 curricular map are grouped to show the curricular 
progression from S1 to S4 as a series of columns moving from S1 at the left to S4 at 
the right.   

2. The two numbers A(B) in each block indicate (A) the number of subjects studied by 
students in that year group in the schools concerned and (B) the number of schools in 
which this occurs. 

3. Columns are blocked to illustrate graphically which progression pathways are 
commonest as students move from S1 to S2 and from S2 to S3. 

4. All pathways in a given table lead to the same curricular structure in S4.   
5. It should be noted that ALL subjects experienced by a student are included in the 

S1-3 columns whereas in S4 only the number of subjects leading to National 
Qualifications is listed.  For a full comparison of the overall number of S4 subjects, 
one should typically add three core subjects (usually physical education, social 
education and religious & moral studies) to the number given in the S4 column.  It 
should be noted, however, that a few schools only offer 1 or 2 of these subjects and a 
very small number of schools offer a larger core containing the 3 subjects plus, typically 
work-related experience and/or one or more other local core subjects. 

6. Each row represents an individual school curriculum. 
7. Subjects in half-year split curricula or multi-subject rotas are counted separately.  These 

feature in almost all schools with large numbers of subjects. 

  

Structure No.	of	Courses	in	S1 No.	of	Courses	in	S2 No.	of	Courses	in	S3 No.	of	Courses	in		S4

109 10	(2)

110 11	(1)

111 12	(3)

112

113

114 15	(2)

115

116 14	(1) 14	(1)

117 14	(1)

118 15	(1)

119 19	(1) 12	(1)

120 11	(1)

121 12	(1)

122 19	(1)

123 17	(1) 13	(1)

124 18	(1) 13	(1)

125 		?	(1)

126 12	(1)

127 24	(1) 11	(1) 11	(1)

6	(127)

17	(10)

21	(2)21	(2)

20	(2)

19	(3) 19	(3)

18	(2)18	(4)

17	(15)



Part 2: S1-3 Curricular Structures Leading to 7 Qualifications in S4 

 

Structure No.	of	Courses	in	S1 No.	of	Courses	in	S2 No.	of	Courses	in	S3 No.	of	Courses	in		S4

1 10	(1) 12	(1)

2 17	(1)	 10	(1)

3 11	(1)

4 13	(1)

5 15	(1) 15	(1)

6 17	(1) 16	(1)

7 11	(1)

8 12	(1)

9 16	(1)

10 		?	(1)

11 12	(1)

12 12	(1)

13

14

15 15	(1)

16 18	(1)

17

18

19

20

21

22

23

24 12	(1)

25

26

27 		?	(1)

28 11	(1)

29 12	(1)

30 13	(1) 		9	(1)

31 11	(1)

32 12	(1)

33

34

35 10	(1)
36

37

38

39

40

41

42

43 15	(1)

44 20	(1)

45 16	(1) 14	(1)

46 12	(1)

47 14	(1)

48 19	(1) 11	(1)

49 		?	(1)

50 11	(1)

51

52

53 16	(1)

54 17	(1)

16	(9)

		7	(72)

13	(5) 13	(5)

14	(2)

14	(13)

14	(10)

15	(3)

10	(2)

11	(4)

11	(2)

12	(5)

12	(3)

14	(2)

13	(2)

12	(2)

		?	(2)

10	(2)

11	(3)

13	(2)

		?	(2)

11	(2)

12	(2)

13	(3)

15	(12)
15	(19)

17	(2)

16	(6)



 
 
 
Part 3: S1-3 Curricular Structures Leading to 8 Qualifications in S4 

 
 
 
 

 

 

Structure No.	of	Courses	in	S1 No.	of	Courses	in	S2 No.	of	Courses	in	S3 No.	of	Courses	in		S4

55 17	(1) 10	(1)

56 18	(1) 11	(1)

57 19	(1) 12	(1)
58

59

60

61 13	(1)

62 13	(1) 13	(1)

63 15	(1) 10	(2)
64

65 11	(1)
66

67

68 19	(1) 19	(1) 12	(1)

69 		?	(1)

70 11	(1)

71 13	(1) 12	(1)

72 14	(1) 14	(1)

16	(9)

		7	(72)

17	(4) 17	(4)

18	(6)

20	(2) 20	(2)

		?	(2)

18	(4)
12	(2)

12	(3)

Structure No.	of	Courses	in	S1 No.	of	Courses	in	S2 No.	of	Courses	in	S3 No.	of	Courses	in		S4

1 10	(1) 10	(1) 		?	(1)

2

3

4 12	(1)

5 13	(1) 11	(1)

6 18	(1) 14	(1)

7 11	(1)

8 14	(1)

9 15	(1) 13	(1)

10 		?	(1)

11 12	(1)

12 20	(1) 14	(1)

13 		?	(1) 12	(1)

14 15	(1) 13	(1)

15 		?	(1)

16 10	(1)

17

18

19 		?	(1)

20 11	(1)

21 		?	(1)

22 11	(1)

23 17	(1) 13	(1)

24 18	(1) 11	(1) 11	(1)

25 25	(1) 16	(1) 16	(1)

8	(25)

16	(4)

11	(2)

17	(2)

15	(2)

14	(2)

15	(2)

12	(3)
11	(2)

13	(4)

16	(8)

17	(3)

15	(3)

14	(3)



Appendix 2: Subject Enrolment and Attainment at SCQF Levels 3-5: 2013-2018 
 

 

The 2014 and 2018 percentage comparisons with the original pre-CfE figures are colour-coded.  The overall decline in enrolments due to the reduction 

inherent in narrowing the S4 curriculum to 7, 6 or 5 subjects across many secondary schools amounted to 12% in 2014 and 17% in 2018 (Scott, 2018).  

All 2014 and 2018 percentages are colour–coded relative to these inherent reductions.   

 

Thus, an SCQF 3, 4, 5 or 3-5 total percentage of 88% in 2014 or 83% in 2018 would represent a figure equivalent to the structural reduction.  Any 

percentage larger than these baselines suggests that the particular level or total for that subject is performing better than should be the case, given the 

structural decline.  Such percentages are therefore coded green in 20% bands, relative to the overall structural decline: in 2014, pale green for 89% -108%, 

bright green for 109-128% and dark green for ≥129%; in 2018, pale green for 84% -103%, bright green for 104-123% and dark green for ≥124%.   

 

Likewise, percentages which have declined by more than the 12% or 17% baseline suggests that the particular level or total for that subject is performing 

worse than would be the case due simply to the structural decline.  Such percentages are therefore coded pink to red in 20% bands: in 2014, pale pink for 

87% -68%, dark pink for 67%-48% and red for ≤47%; in 2018, pale pink for 82% -63%, dark pink for 62%-43% and red for ≤42%. The immediate zone 

of 1% to either side of the basic inherent decline (87-89% and 82-84%) is coloured tan to help identify subjects and levels which have not changed, except 

through curricular narrowing.  

 

It is not sufficient, however, to examine each percentage separately as the set of figures together convey further information.  For example: 

1. If all 4 percentages have reduced to below (or well below) 83% in 2018 (or 88% in 2014), this suggests that the subject is performing less well 

(or much less well) than it did in 2013 at all levels. 

2. If all 4 percentages have reduced to approximately 83% in 2018 (or 88% in 2014), this suggests that the subject is producing approximately the 

same outcomes as it did in 2013. 

3. If the Level 5 figure has reduced to approximately 83% in 2018 but the level 3 and 4 figures have dropped significantly more, it suggests that 

Level 5 has held up well but enrollees have disappeared from Levels 3 and 4 to other subjects or different types of courses. 

4. If Level 3 has reduced sharply, level 4 has grown above 83% (in 2018) slightly, level 5 has grown above 83% and the total is above 83%, it 

suggests that some/many pupils have been able to move up a level in the new CfE system and that the subject is performing better after the 

introduction of CfE than before. 

5. If all three levels exceed 83%, it suggests that the subject is performing very strongly since the introduction of CfE. 

 

 

These are merely a few exemplars of possible patterns to allow the reader to analyses what they see in each subject.   
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  Accounting 241 527 896 1664  8 968 976  1% 108% 59%   896 896   100% 53% 

  Administration 964 4060 5650 10674 487 3282 6306 10075 50% 81% 112% 94% 444 1973 4767 7184 46% 49% 84% 67% 

  Art & Design 1095 8673 12767 22535 782 6512 12007 19301 71% 75% 94% 87% 550 3417 9198 13165 50% 39% 72% 58% 

  Biology 5470 13182 18650 37212 1422 10670 23162 35254 26% 81% 125% 95% 629 7216 20928 28773 12% 55% 113% 77% 

  Business (/Bus Mant) 788 3097 7726 11611 258 3155 8295 11708 33% 102% 107% 101% 201 2603 7411 10215 26% 84% 96% 87% 

  Care  374 734 1108  3348 677 1025  93% 92% 93%  270 645 915  72% 88% 82% 

  Chemistry 2933 8757 16557 28247 1189 7524 17996 26709 41% 86% 109% 95% 369 4186 15930 20485 13% 48% 96% 72% 

  Chinese Langs. 93 68 84 245 60 43 53 156 65% 63% 63% 64% 20 56 186 262 22% 82% 221% 106% 

  Classical Studies 30 86 215 331 0 39 206 245 0% 45% 96% 74% 24 32 78 134 80% 37% 36% 40% 

  Computing Science 2233 5567 8185 15985 873 4270 7945 13088  39% 77% 97% 82% 360 2820 6442 9622 16% 51% 79% 60% 

  (Craft) Design etc. 1069 4557 4657 10283 173 2445 4135 6753 16% 54% 89% 66% 127 1531 4599 6257 12% 34% 99% 60% 

  Dance       361 361   No course in 2013.   558 558   No course in 2013. 

  Drama 639 2343 5418 8400 272 1482 4961 6715 43% 63% 92% 80% 226 876 4507 5609 35% 37% 83% 66% 

  Economics 5 3 354 362   270 270   76% 75%   277 277   78% 76% 

  Engineering Skills/Sc.  340 189 529  397 1296 1693  117% 686% 320%  372 1808 2180  109% 956% 412% 

  English 4783 30485 44679 79947 3375 25059 48251 76685 71% 82% 108% 96% 1971 14451 44477 60899 41% 47% 100% 76% 

  ESOL 162  698 860 224 92 760 1076 138%  109% 125% 330 472 1035 1837 204%  148% 213% 

  Environmental Sc.     106 145 67 318 No equivalent course in 2013. 176 259 272 707 No equivalent course in 2013. 

  French 3293 11417 13836 28546 556 5719 11885 18160 17% 50% 86% 66% 427 2447 8145 11019 13% 21% 59% 38% 

  Gaelic (Learners) 45 118 208 371 19 90 185 294 42% 76% 89% 79% 6 46 107 159 13% 39% 51% 42% 

  Gaidhlig 9 58 170 237 3 30 189 222 33% 52% 111% 94% 1 12 183 196 11% 21% 108% 82% 

  Geography 3601 5899 12014 21514 983 5178 12172 18333 27% 88% 101% 85% 563 3578 9795 13936 16% 61% 81% 64% 

  German 628 2314 2983 5925 104 1059 2581 3744 17% 46% 87% 62% 148 493 1859 2500 24% 21% 62% 42% 

  Graphic Commn. 590 3380 7169 11139  1829 7545 9374  54% 105% 94%  1211 5434 6645  36% 76% 59% 

  History 4239 7601 16017 27857 1130 7235 16939 25304 27% 95% 106% 91% 665 5739 14473 20877 16% 76% 90% 74% 

  Home Econs.: FTT 45 453 186 684 44 393 429 866 98% 87% 231% 127% 45 171 444 660 100% 38% 238% 96% 

  Home Econs.: HFT 175 393 316 884 139 1295 1948 3382 79% 329% 617% 383% 50 561 1474 2085 29% 143% 466% 235% 



  Hosp.: Pr. Cake Craft       652 562   No course in 2013.   1394 1394   No course in 2013. 

  Hosp.: Pr. Cookery 949 6621 5936 13506 500 4718 7282 12500 53% 71% 123% 93% 581 3597 5035 9213 61% 54% 85% 68% 

  Italian 57 91 297 445 3 146 347 496 5% 160% 117% 111% 23 143 286 452 40% 157% 96% 101% 

  Latin 1 30 482 513 1 13 452 466 100% 43% 94% 91% 1 2 390 393 100% 7% 81% 76% 

  Maths/Lifeskills Maths 19459 28353 38221 86033 10760 29615 41056 81431 55% 105% 107% 95% 6052 26377 44072 76501 31% 93% 115% 88% 

  Media/Media Studies 302 636 895 1833 175 629 866 1670 58% 99% 97% 91% 365 987 1007 2359 121% 155% 113% 128% 

  Modern Studies 2723 6057 10173 18953 906 4896 11778 17580 33% 81% 116% 93% 592 4296 11867 16755 22% 71% 117% 88% 

  Music 759 2568 10852 13909 468 2246 8424 11138 62% 87% 80% 80% 255 1106 7099 8460 34% 43% 67% 60% 

  Music Technology     33 91 259 374 No equivalent course in 2013. 87 279 883 1249 No equivalent course in 2013. 

  People & Society     69 89 0 158 No equivalent course in 2013. 311 340  651 No equivalent course in 2013. 

  Physical Education 854 6789 14759 22402 394 5624 14832 20850 46% 83% 101% 93% 436 3867 15397 19700 51% 57% 104% 87% 

  Physics 2699 6781 13189 22669 535 6138 15612 22285 20% 91% 118% 98% 251 3671 13699 17621 9% 54% 104% 77% 

  Philosophy   270 270   309 309   114% 114%   270 270   100% 100% 

  Pr. Craft Skills     412   412 No equivalent course in 2013. 388   388 No equivalent course in 2013. 

  Pr. Electronics      110 51 161 No equivalent course in 2013.  165 179 344 No equivalent course in 2013. 

  Pr. Metalworking      203 0 203 No equivalent course in 2013.  154 1259 1413 No equivalent course in 2013. 

  Pr. Woodworking      2098 296 2394 No equivalent course in 2013.  1546 4748 6294 No equivalent course in 2013. 

  Psychology  91 518 609  84 649 733  92% 125% 120%   775 775   149% 127% 

  R.M.P.S. 1397 1120 1869 4386 426 1699 2089 4214 31% 152% 112% 96% 577 2547 2309 5433 41% 227% 123% 123% 

  Russian 1 17 13 31 2 12 10 24             

  Science 419 1323 383 2125 169 521  690 40% 39%  33% 187 522  709 45% 40%  33% 

  Sociology   231 231   348 348   151% 151%   206 206   89% 89% 

  Spanish 1202 2674 3768 7644 371 1913 3894 6178 31% 71% 103% 81% 201 1618 4937 6756 17% 61% 131% 88% 

  Urdu 7 25 71 103 11 29 42 82 157% 116% 59% 80% 7 24 45 76 100% 96% 63% 73% 

                     

                     

 



Table 2: Subject Attainment at SCQF Levels 3-5: 2013-2018 

 
Again, the 2014 and 2018 percentage comparisons with the original pre-CfE figures are colour-coded.  As with enrolment, there is a basic decline in 

attainment due to the reduction inherent in narrowing the S4 curriculum to 7, 6 or 5 subjects across secondary schools.  Given that the historical ‘conversion 

rate’ from an enrolment to a pass for SCQF 3-5 subjects has been very stable, with approximately 92% of enrolments (±1%) resulting in successful 

outcomes, it is appropriate to apply the same basic reduction of 12% in 2014 and 17% in 2018.  As with table 1, the change from the original 2013 figures 

is colour-coded using the same “ pale-green – bright green – dark green” pattern to show 20% zones of improvement above the basic decline due to 

curricular narrowing and the “pale pink – dark pink – red” pattern to show 20% zones of decline below the basic decline. 
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  Accounting 223 497 817 1537  7 797 804  1% 87% 46%   711 711   87% 46% 

  Administration 891 3807 4989 9687 435 3082 4833 8350 49% 81% 97% 86% 399 1810 3816 6025 45% 47% 77% 62% 

  Art & Design 919 8410 12204 21533 712 6124 10508 17344 77% 73% 86% 81% 455 3047 8144 11646 49% 36% 67% 54% 

  Biology 5244 11389 16279 32912 1315 9952 15149 26416 25% 87% 93% 80% 558 6738 15253 22549 11% 59% 94% 69% 

  Business (/Bus Mant) 672 2804 6934 10410 221 2956 6550 9727 33% 105% 95% 93% 186 2445 5876 8507 28% 87% 85% 82% 

  Care  291 627 918  271 520 791  No equivalent in 2013.  216 503 719  No equivalent in 2013. 

  Chemistry 2737 8066 15648 26451 1103 7116 13020 21239 40% 88% 83% 80% 337 3937 12296 16570 12% 49% 79% 63% 

  Chinese Langs. 93 61 79 233 42 42 52 136 45% 69% 66% 58% 18 42 165 225 19% 69% 209% 97% 

  Classical Studies 27 80 205 312 0 35 185 220 0% 44% 90% 71% 24 30 65 119 89% 37% 32% 38% 

  Computing Science 2079 5416 7573 15068 813 3980 6361 11154 39% 73% 84% 74% 323 2571 4814 7708 15% 48% 64% 51% 

  (Craft) Design etc. 851 4557 4657 10065 164 2142 3755 6061 19% 47% 81% 60% 113 1248 2603 3964 13% 27% 56% 39% 

  Dance       322 322   No course in 2013.   514 514   No course in 2013. 

  Drama 484 2314 5279 8077 223 1348 4635 6206 46% 58% 88% 77% 190 760 4167 5117 39% 33% 79% 63% 

  Economics 5 3 337 345   246 246   73% 71%   262 262   78% 76% 

  Engineering 

Skills/Science 

 340 189 529  331 1058 1389  97% 

 

560% 263%  320 1407 1727  94% 744% 

 

327% 



  English 4322 28967 41091 74380 3206 23163 41016 67385 74% 80% 100% 91% 1796 13415 37701 52912 42% 46% 92% 71% 

  ESOL 146  548 694 205 85 629 919 140% N/A 115% 132% 306 365 832 1503 210% N/A 152% 216% 

  Environmental Sc.     92 132 30 254 No equivalent course in 2013. 158 222 141 521 No equivalent course in 2013. 

  French 3003 11049 13574 27626 524 5528 10450 16502 17% 50% 77% 60% 405 2334 7115 9854 13% 21% 52% 36% 

  Gaelic (Learners) 42 111 200 353 17 87 160 264 41% 78% 80% 75% 5 43 91 139 12% 39% 46% 39% 

  Gaidhlig 5 58 168 231 0 24 184 208 0% 41% 109% 90% 1 12 170 183 20% 21% 101% 79% 

  Geography 3416 5638 11312 20366 880 4755 9315 14950 26% 84% 82% 73% 522 3380 6934 10836 15% 60% 61% 53% 

  German 582 2284 2921 5787 94 1030 2364 3488 16% 45% 81% 60% 144 472 1622 2238 25% 21% 55% 39% 

  Graphic 

Communication 

509 3118 6801 10428  1602 6231 7833  51% 92% 75%  1065 3935 5000  34% 58% 48% 

  History 3946 7308 15216 26470 1042 6789 13608 21439 26% 93% 89% 81% 597 5414 11260 17271 15% 74% 74% 65% 

  Home Econs.: FTT 41 417 158 616 43 348 413 804 105% 83% 261% 131% 37 156 285 478 90% 37% 180% 78% 

  Home Econs.: HFT 46 386 235 667 113 1198 1379 2690 246% 310% 587% 403% 38 518 976 1532 83% 134% 415% 229% 

  Hosp.: Pr. Cake Craft       537 537   No course in 2013.   864 864   No course in 2013. 

  Hosp.: Pr. Cookery 867 6215 5656 12738 449 44508 7072 12029 52% 73% 125% 94% 519 3297 3300 7116 60% 53% 58% 56% 

  Italian 50 80 290 420 0 143 319 462 0% 179% 110% 110% 23 143 248 414 46% 179% 85% 98% 

  Latin 0 30 481 511 0 10 449 459 0% 33% 93% 90% 1 2 386 389 100% 7% 80% 76% 

  Maths/Lifeskills Maths 18710 23913 31420 74043 10266 25515 26849 64630 55% 107% 92% 87% 5683 23529 28328 57540 30% 98% 90% 78% 

  Media/Media Studies 287 429 589 1305 158 484 525 1167 55% 113% 89% 89% 337 882 680 1899 117% 205% 115% 155% 

  Modern Studies 2637 5858 9428 17923 802 4529 9418 14749 30% 77% 100% 82% 558 3999 8322 12879 21% 68% 88% 72% 

  Music 583 2390 10339 13312 383 1900 7944 10227 66% 79% 77% 77% 204 912 6735 7851 35% 38% 65% 59% 

  Music Technology     19 86 232 337 No equivalent course in 2013. 73 238 752 1063 No equivalent course in 2013. 

  People & Society     62 844 0 146 No equivalent course in 2013. 275 305  580 No equivalent course in 2013. 

  Physical Education 646 6690 14559 21895 351 5374 §4367 20092 54% 80% 99% 92% 388 3531 14528 18447 60% 53% 100% 84% 

  Physics 2462 6145 12015 20622 495 5758 10885 17138 20% 94% 91% 83% 230 3447 10274 13951 9% 56% 85% 68% 

  Philosophy   181 181   185 185   102% 102%   185 185   102% 102% 

  Pr. Craft Skills     354   354 No equivalent course in 2013. 350   350 No equivalent course in 2013. 

  Pr. Electronics      70 36 106 No equivalent course in 2013.  114 126 240 No equivalent course in 2013. 

  Pr. Metalworking      152 278 430 No equivalent course in 2013.  113 1023 1136 No equivalent course in 2013. 

  Pr. Woodworking      1765 2285 4050 No equivalent course in 2013.  1271 4057 5328 No equivalent course in 2013. 

  Psychology  72 386 458  52 468 520  72% 121% 113%   501 501   129% 109% 

  R.M.P.S. 1241 969 1482 3692 363 1478 1448 3289 29% 153% 98% 89% 540 2263 1612 4415 43% 233% 109% 120% 

  Russian 0 16 13 29 0 9 10 19 0% 56% 77% 65%         



  Science 376 1323 383 2082 148 483 0 631 39% 36% 0% 30% 165 500  665 44% 38%  32% 

  Sociology   197 197   255 255   129% 129%   136 136   69% 69% 

  Spanish 1138 2455 3608 7201 359 1849 3543 5751 31% 75% 98% 80% 173 1483 4442 6098 15% 60% 123% 85% 

  Urdu 7 25 71 103 10 29 42 81 143% 116% 59% 79% 7 24 44 75 100% 96% 62% 73% 

                     

                     

 

  



 

Appendix 3: Global Enrolment and Attainment at SCQF Levels 3-5: 2013-2018 

 
The table demonstrates the decline in enrolment from 2013 to 2018 at SCQF Levels 3, 4 and 5.  The overall totals are also given.  As may be seen. Overall 

attainment has declined from 2013 to 2018 by 33.8%, of which 16-17% may be attributed to curricular narrowing due to structural changes in S4.   

 

 
 

Table	1:	S4	Enrolment	and	Attainment:	2012-13	to	2017-18																																																																																																																																																																																					Produced	by	Professor	Jim	Scott,	University	of	Dundee.

Number as	%	of	2013 Number as	%	of	2013 Number as	%	of	2013 Attainment as	%	of	2013 Number as	%	of	2013 Attainment as	%	of	2013 Number as	%	of	2013 Attainment as	%	of	2013 Number as	%	of	2013 Attainment as	%	of	2013 Number as	%	of	2013 Attainment as	%	of	2013

Enrolment Attainment Enrolment Attainment Enrolment Attainment Enrolment Attainment Enrolment Attainment Enrolment Attainment

S	Grade	5/6 32,216 29,185 0 0 0 0 0 0 0 0 0 0

Access	3 32393 30908 10939 10391 3340 3184 3 3 0 0 0 0

National	3 0 0 16587 14898 17268 15756 18478 16662 17114 15543 0 0

SCQF3	total 64,609 11.9 60,093 12.0 27,526 5.1 25,289 5.1 20,608 3.8 18,940 3.8 18,481 3.4 16,665 3.3 17114 3.1 15543 3.1 17646 3.2 16138 3.2

Change	from	2013 -37083 -34804 -44001 -41153 -46128 -43428 -47,495 -44,550 -46,963 -43,955

S	Grade	3/4 120,401 120,241 0 0 0 0 0 0 0 0 0 0

Inter.	1 63190 49220 18679 13666 1553 1170 0 0 0 0 0 0

National	4 0 0 122716 114173 130876 122071 122961 114635 116032 107631 0 0

SCQF4	total 183,591 33.7 169,461 33.9 141,395 26.0 127,839 25.6 132,429 24.3 123,241 24.7 122,961 22.6 114,635 22.9 116032 21.3 107631 21.5 106,033 19.5 96613 19.3

Change	from	2013 -42196 -55752 -51162 -46220 -60630 -54826 -67,559 -61,830 -77,558 -72,848

S	Grade	1/2 155,626 155,426 0 0 0 0 0 0 0 0 0 0

Inteer.	2 140,577 114,934 97122 75689 10678 7828 0 0 0 0 0 0

National	5 0 0 213595 173131 288016 229870 295083 234160 293220 233005 0 0

SCQF5	total 296,203 54.4 270,360 54.1 310,717 57.1 248,820 49.8 298,694 54.9 237,698 47.5 295,083 54.2 234,160 46.8 293220 53.9 233005 46.6 281785 51.8 218,201 43.6

Change	from	2013 14514 -21540 2491 -32662 -1120 -36200 -2,983 -37,355 -14,418 -52,159

Overall	Tot. 544,403 100.0 499,914 100.0 479,638 88.1 401,948 80.4 451,731 83.0 379,879 76.0 436,525 80.2 365,460 73.1 426366 78.3 356179 71.2 405464 74.5 330952 66.2
Change	from	2013 -64765 -97966 -92672 -120035 -107878 -134454 -118,037 -143,735 -138,939 -168,962

2013 2014 2015

Enrolment Attainment Enrolment Attainment Enrolment Attainment

2018

Enrolment Attainment

2017

Enrolment Attainment

2016

Enrolment Attainment



Appendix 4: ‘Conversion Rates’ (from enrolment to pass) at SCQF Levels 3-5: 2013-2018 

 
The table demonstrates the decline in the ‘conversion rate’ from 2013 to 2018 at SCQF Levels 3, 4 and 5.  The overall totals are also given.  The conversion 

rate is the percentage of pupils enrolled in a course at a given level who attain a pass (Grades A-C) at that level. 

 

As may be seen, SCQF Levels 3 and 4 largely subscribe to the traditional 91-93% conversion rate but the conversion rate at Level 5 has dropped 

significantly and it appears that this may be a continuing trend. 

 

 
 

 

  

Table	2:	S4	Conversion	Rates	From	Enrolment	to	Attainment:	2012-13	to	2017-18	(i.e.	"pass	rate"	of	those	who	enrolled)																													Produced	by	Professor	Jim	Scott,	University	of	Dundee

Enrolment Attainment %	Conversion Enrolment Attainment %	Conversion Enrolment Attainment %	Conversion Enrolment Attainment %	Conversion Enrolment Attainment %	ConversionEnrolment Attainment %	Conversion

SCQF	Level	3 64,609 60,093 93.0 27,526 25,289 91.9 20,608 18,940 91.9 18,478 16,662 90.2 17,114 15,543 90.8 17,646 16,138 91.5

SCQF	Level	4 183,591 169,461 92.3 141,395 127,839 90.4 132,429 123,241 93.1 122,961 114,635 93.2 116,032 107,631 92.8 106,033 96,613 91.1

SCQF	Level	5 296,203 270,360 91.3 310,717 248,820 80.1 298,694 237,698 79.6 295,083 234,160 79.4 293,220 233,005 79.5 281,785 218,201 77.4
Total 544,403 499,914 91.8 479,638 401,948 83.8 451,731 379,879 84.1 436,525 365,460 83.7 426,366 356,179 83.5 405,464 330,952 81.6

2013 2014 2015 20182016 2017



Appendix 5: SCQF Level 6-7 (Higher and Advanced Higher) Enrolment and Attainment: 2011-2018 

 
The table demonstrates the decline at Higher from 2016 to 2018 i.e. the period of CfE –related ‘new’ Highers.  The overall rate of decline is significantly 

slower than that of the SCQF Level 3-5 data.  This may be directly related to the relatively better performance of students at SCQF Level 5 i.e. those who 

continue on to Higher.  However, this dcline exactly correlates to the period of CfE-related qualifications and is in marked contrast to a decade or more of 

relatively steady growth at Higher before 2015-16. 

 

As may also be seen, SCQF Level 7 appears to be only, at worst, slightly impeded in its progress.  It may therefore be the case that the most able Higher 

students have been relatively unaffected by the problems experienced by those studying at Levels 3-5, or perhaps the lower end of the Level 6 student 

body. 

 

 
 

Numbers	of	Candidates	Enrolling	and	Attaining	at	Levels	6-7

2018 2017 2016 2015 2014 2013 2012 2011

Enrol Attain Enrol Attain Enrol Attain Enrol Attain Enrol Attain Enrol Attain

Old	H 92,555 70,981 191,850 147,899 182,601 141,257 180,912 139,125 178,203 133,960

New	H 191,951 147,419 194,813 150,010 197,750 153,391 107,295 85,019

Total	H 191,951 147,419 194,813 150,010 197,750 153,391 199,850 156,000 191,850 147,899 182,601 141,257 180,912 139,125 178,203 133,960

Total	as	% 76.8 77.0 77.6 78.1 77.1 77.4 76.9 75.2

of	same	year

enrolments

Adv	H 24,331 19,585 24,112 19,283 23,794 19,007 23,348 18,899 22,430 18,171 22,120 18,162 21,587 17,299 21,414 16,976

Change	from UP	219 UP	302 UP	318 UP	276 UP	446 UP	108 UP	918 UP	718 UP	310 UP	9 UP	533 UP	863 UP	173 UP	323

previous	year

Scot.	Bacc. 70 50 71 67 140 103 122 98 176 144 191 164 182 144 174 140

(Lev.7)

Change	from DOWN	17 DOWN	36 UP	5 DOWN	46 DOWN	20 UP	20 UP	4

previous	year

Table	3:		S5/6	Higher	and	Advanced	Higher:	2010-11	to	2076-18																													Produced	by	Professor	Jim	Scott,	University	of	Dundee

Baseline

Baseline


