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Abstract 

This evaluation uses the Cox model as a framework to consider my evolving view of the teaching of English in 

the context of an inner-city grammar school for boys. I consider how the experience of teaching across Key 

Stages 3 and 4 led me to recognise the value of adoptiŶg aŶ ͚adult Ŷeeds͛ appƌoaĐh iŶ oƌdeƌ to alloǁ studeŶts 
to flourish in the other areas of the English curriculum.    

 

Paper 

My desire to teach English arises from a love of the English language (as expressed through its rich and varied 

literary heritage) and a conviction that by studying great texts of the past, students of today will develop the 

written and linguistic skills necessary to become effective and productive members of society in the future. 

Indeed, the latest governmental guidance that teachers should deǀelop studeŶts͛ aďilitǇ to ƌead a ǀaƌietǇ of 
͚high ƋualitǇ ǁoƌks͛ iŶ oƌdeƌ to ͚deǀelop aŶ appƌeĐiatioŶ aŶd loǀe of ƌeadiŶg͛ (DfE, 2014, p. 4) resonates 

strongly with my philosophy as an educator.  I feel particularly invested in using education as a tool to help 

empower students from working class backgrounds similar to own; I believe that giving them the opportunity 

to access the ͚ďest ǁhiĐh has ďeeŶ thought aŶd said͛ ;AƌŶold, 1869, p. 7) will aid their future social mobility, 

powers of imagination and capacity to emphasise with others.  

 

Reflecting upon the five approaches to the teaching of English posited in the Cox model (Cox, 1989, pp. 60 – 

61), I believe that a functional approach to studying English (that is to say, one focussed on acquiring 

employable and transferable skills) needs to be combined with the fostering and development of students͛ 
appreciation of literature, cultural understanding and personal growth in order to be truly effective.  

 

As the central medium through which learning takes place, language has a ͚pƌe-eminent place in education 

aŶd soĐietǇ͛ ;DfE, 2014, p 1) and there are increasing work related challenges for students who leave school 

without a formal qualification in English (Clayton, 2016, p. 14) in a culture that places high value in 

ƋualifiĐatioŶs aŶd, at ǁoƌst, aŶ ͚oďsessioŶ ǁith [ĐoŶstaŶt] assessŵeŶt͛ ;BaƌtoŶ et al, ϮϬϭϭ, p. ϭϵͿ. As a Music 

graduate, I recognise the considerable ͚cross curricular͛ skills Secondary-level English provides through the 

study of classic literary texts, which allows students to access a common ͚ cultural heritage͛ (Cox, p. 60) in other 

disciplines more easily. The methodology used to analyse the form, structure and content of a text is directly 

transferable to the analysis of, for example, a painting or piece of music; in my teaching practice, I regularly 

make use of resources from other disciplines to highlight to my students the interconnectivity of the National 

Curriculum and, by extension, the world in which they live.    

 

Teaching at a ďoǇs͛ gƌaŵŵaƌ sĐhool iŶ ͚oŶe of the ŵost depƌiǀed aƌeas iŶ the ĐouŶtƌǇ…ǁith 27% of its pupils 

eligiďle foƌ fƌee sĐhool ŵeals͛ ;BBC, ϮϬϭϲͿ, I haǀe eŶĐouŶteƌed a pervasively utilitarian approach amongst my 

students towards the study of English. This is particularly acute during preparation for the GSCE; many 

students become conscious of a need for specific grades in order to realise future career aspirations. Their 

attitude could be said to most closely correspond to the ͚adult needs͛ ǀieǁ listed iŶ the Cox Report, in which 

the primary focus of teaching English is to ͚pƌepaƌe ĐhildƌeŶ foƌ the laŶguage deŵaŶds of adult life, iŶĐludiŶg 
the ǁoƌkplaĐe͛ ;Coǆ, p. 60). From my experience, students respond well to teaching when they are aware that 

their learning has clear and beneficial implications for future employment opportunities.    
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However, I believe that an overly formulaic approach to English, one that can lead to ͚iteŵisiŶg desiƌed 
competencies in certain linguistic and generic ĐoŶǀeŶtioŶs͛ (Marshall, 2003, p. 83), and ͚subject 

content...ďeiŶg ƌeduĐed to sets of ŵeasuƌaďle skills aŶd outĐoŵes͛ ;MĐIŶtǇƌe aŶd JoŶes, ϮϬϭϰ, p. ϮϳͿ can 

negatively influence studeŶts͛ peƌĐeptioŶ of the suďjeĐt because it denies a fuller appreciation of literature 

and personal growth through texts.  As a teacher, I endeavour to challenge the opinion that academic success 

in English is just another necessary conduit leading to preferable employment opportunities and, ultimately, 

acquisition of financial capital. In my teaching practice, I seek to develop a synthesis between developing vital, 

quantifiable skills and the study of the best literature in manner relevant to studeŶts͛ liǀes todaǇ.  
 

Teaching seminal literary works like J.B. PƌiestleǇ͛s An Inspector Calls (1946) for GSCE gives students access 

not only to cultural heritage (developing their ͚cultural capital͛ (Bourdieu, 1979)) and the opportunity to 

develop valuable essay writing skills, but also develops skills in ͚Đultuƌal aŶalǇsis͛ thƌough varied discourse 

about how key themes can be related to present-day realities. By adopting a text-based approach, I am 

deǀelopiŶg studeŶts͛ technical skills, whilst also fostering an appreciation of cultural heritage.  

  

An English curriculum based on texts creates the medium through which students explore the craft of writing 

and begin to understand pressing contemporary issues. Robert Swindells͛ Stone Cold (1993), for example, 

explores issues of ideological extremism, poverty and youth unemployment in a precarious world; issues that 

many children recognise through their own life experiences. Through reading and guided discussion, such texts 

eŶgage studeŶts͛ iŵagiŶatioŶ aŶd provide a framework to help them ͚read͛ contemporary society and, in 

relation to Stone Cold, understand the aesthetic of survival in the context of homelessness. Bethan Marshall 

supplements my view that the teaching of English should be ͚predominantly aesthetic͛ (2003, p. 83) and this 

philosophy relates to the view of ͚personal growth͛ that seeks to deǀelop ͚ĐhildƌeŶ's iŵagiŶatiǀe aŶd aesthetiĐ 
lives͛ ;Coǆ, p. 60).  

 

Amidst the pressure of preparing students for the GSCE, it can be all too easy to place a greater emphasis on 

skills. One experience that has greatly informed my pedagogy, was the delivery of a Year 10 GSCE lesson which 

considered the impact of PƌiestleǇ͛s authorial voice in An Inspector Calls – although there was a clear rationale 

for spending time analysing the exam mark scheme and thinking about specific skills, it proved difficult to 

motivate the students in a meaningful way because the lesson tasks were driven by improving skills in an 

explicit manner.  The following lesson, I adapted my teaching strategies to include a wider variety of tasks with 

a number of short activities that placed an emphasis on imagination (such as role play and problem solving) 

rather than explicit development of exam-based skills. It was clear that, through these creative activities, 

students felt empowered to tackle the more conceptual consideration of authorial voice in an academic 

context later in the lesson.  

 

This experience has highlighted the iŵpoƌtaŶĐe of VǇgotskǇ͛s (1987) ͚Đhild ĐeŶtƌed͛ appƌoaĐh and also the 

Ŷeed to eŶgage studeŶts͛ iŵagiŶatiǀe skills through a variety of learning styles; the difficulty arises in 

maintaining this balance in an increasingly exam-oriented culture. Focus on important examinations can lead 

to the neglect of important connections between English and wider life issues; Marshall lamented the 

͚ďleediŶg out͛ of a ͚connectioŶ… between art and life – a kind of harnessing of the imagination through words 

to create meaŶiŶg.͛ ;Maƌshall, ϮϬϬϯ, p. ϴϮͿ over a decade ago, and it is still a pertinent issue today. If English 

teaching is to be truly successful in helping students to prepare for life after school, all elements of the Cox 

model need to be balanced and the desire to make relevant connections between life and art should be of 

paramount importance.   

 

An imaginative, text-centred approach encompasses not only the ĐoŶĐept of ͚Đultuƌal aŶalǇsis͛ (in which 

students are being led to an understanding of the world in which they live) and opportunity to explore literary 

͚Đultuƌal heƌitage͛, ďut also ͚peƌsoŶal gƌoǁth͛ ďeĐause students are developing their individual imagination 

and aesthetic appreciation through lively discourse in which the text is the central stimulus.   
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I believe that the five areas of the Cox model can be well balanced through such a text-centred approach to 

English teaching, hardly a ͚ĐoeǆisteŶĐe of fiǀe appaƌeŶtlǇ dispaƌate aŶd eǀeŶ oppositioŶal ǀieǁs͛ ;GoodǁǇŶ, 
1992, p. 5), but rather a holistic attitude in which I view all five elements as useful tools to aid the development 

of my pedagogy.  My individual inclination is to emphasise the connection between literary texts and life 

thƌough ͚Đultuƌal heƌitage͛ aŶd foster the pastoral development of childƌeŶ thƌough ͚peƌsoŶal gƌoǁth͛. 
However, my undergraduate background as a Music specialist also provides me with a strong understanding 

of the way in which the communicative and analytical skills that are developed in the study of English feed 

into a wider curriculum. It is my belief that if these four elements of the Cox model are used to provide a 

balanced curriculum, students will develop the ͚adult Ŷeeds͛ ŶeĐessaƌǇ to ďeĐoŵe successful members of 

society. 
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A critical evaluation of the extent to which one aspect of my developing rationale for English has informed 

my practice. Part 2 

 

IŶ ŵǇ iŶitial ĐoŶsideƌatioŶ, I aƌgued that iŶ oƌdeƌ to pƌepaƌe studeŶts effeĐtiǀelǇ foƌ theiƌ futuƌe ͚adult Ŷeeds͛ 
(Cox, 1989, p. 60) the other four elements of the Cox model needed to be balanced and built around a text-

based approach that placed an emphasis on classic literature from the past and relevant literary forms of the 

pƌeseŶt. Whilst ƌeĐogŶisiŶg the ͚ĐolleĐtiǀe stƌeŶgth͛ ;GoodǁǇŶ, ϮϬϭϭ, p. ϳϭͿ of all eleŵeŶts of the Coǆ ŵodel, 
my initial experience led me to believe that an approach based on acquiring employable skills would lead to a 

͚ďleediŶg out͛ of fuŶdaŵeŶtal ĐoŶŶeĐtioŶs ďetǁeeŶ ͚life aŶd aƌt͛ ;Maƌshall, ϮϬϬϯ, p. ϴϮͿ soŵethiŶg that I ǁas 
keeŶ to aǀoid ďased oŶ a feaƌ of ŵakiŶg the studǇ of EŶglish ͚oǀeƌlǇ foƌŵulaiĐ͛.    
 

Throughout the seĐoŶd half of this teƌŵ, the afoƌeŵeŶtioŶed foĐus oŶ ͚high ƋualitǇ ǁoƌks͛ ƌeŵaiŶed ĐeŶtƌal 
to my pedagogical philosophy; something encouraged in the present National Curriculum (Department of 

Education, 2014, p. 4). However, recent experience has led ŵe to the ĐoŶĐlusioŶ that a speĐifiĐ foĐus oŶ ͚adult 
Ŷeeds͛ is ofteŶ ŶeĐessaƌǇ iŶ oƌdeƌ to alloǁ studeŶts to ͚uŶloĐk͛ ĐhalleŶgiŶg teǆts aŶd, ďǇ eǆteŶsioŶ, the otheƌ 
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elements of the Cox model. The need for students to be able to demonstrate key skills in relation to literacy is 

eĐhoed ďǇ the ƌealitǇ that ͚ǁƌitiŶg ƌeŵaiŶs the doŵiŶaŶt ŵode foƌ aĐĐessiŶg eduĐatioŶ suĐĐess … [aŶd 
pƌoǀides] studeŶts the poǁeƌ to ǀoiĐe theŵselǀes͛ ;MǇhill aŶd WatsoŶ, ϮϬϭϭ, p. ϱϴͿ aŶd the iŶĐƌeasiŶg Ŷeed 
for school leavers to demonstrate literacy-based skills (Clayton, 2016, p. 14). The concept of helping students 

to gaiŶ ͚poǁeƌ to ǀoiĐe theŵselǀes͛ ƌesoŶates stƌoŶglǇ ǁith ŵǇ pƌeǀiouslǇ stated ĐoŵŵitŵeŶt to eŵpoǁeƌ 
all students in my care and, in particular, those from working class backgrounds.  

 

The experience of marking a half-term common assessment task for my Year 7 class at a grammar school for 

boys revealed that, whilst the majority of students were able to make informed verbal contributions in class 

and complete guided activities with specific learning outcomes, many struggled to employ good spelling, 

punctuation and grammar in an independent and sustained manner during the exam-style assessment. 

Initially, this reality prompted me to reflect on my own personal teaching practice: I had been pleased with 

the progress students had made during their first term at the school, but it seemed as though many of the 

͚adult Ŷeeds͛ skills theǇ had deǀeloped disĐƌeetlǇ iŶ Đlassƌooŵ tasks ;suĐh as ǁƌitiŶg ĐleaƌlǇ aŶd ĐoŶĐiselǇ foƌ 
a ͚ďid͛ to ǁƌite the Ŷeǆt Jaŵes BoŶd filŵ, oƌ usiŶg foƌŵal laŶguage iŶ the ĐoŶteǆt of a letteƌ to C.S. LeǁisͿ ǁeƌe 
not always directly reflected in the common assessment.   

 

Having sought the advice of experienced English teachers, I was reassured that often the first common 

assessŵeŶt task saǁ studeŶts͛ gƌades takiŶg a ͚slight dip͛. Thƌough this adǀiĐe aŶd ŵǇ oǁŶ ƌefleĐtioŶ, I ǁas 
able to see a way forward based on earlier experience: whereas previous written tasks in class had been 

supported by my teaching, modelling and resources, it was evident that there were some prevalent errors in 

key English skills that needed to be addressed specifically in order to aid future development. Therefore, I 

introduced a starter activity to each lesson that was based around issues that emerged over the course of the 

term.  For example, the common assessment led to the implementation of starter activities based on the 

correct use of contractions and conventions surrounding direct and indirect questions, whilst a consultation 

ǁith the gƌoup͛s GeƌŵaŶ teaĐheƌ ;iŶ oƌdeƌ to see if theƌe ǁeƌe gƌaŵŵatiĐal issues ĐoŵŵoŶ to theiƌ ǁoƌk iŶ 
both subjects) led to sessions on use of nominative and accusative cases, prepositions, and work surrounding 

tenses. Another fruitful aspect of this ͚Đƌoss-ĐuƌƌiĐulaƌ͛ ĐollaďoƌatioŶ ǁith ŵǇ MFL Đolleague ƌegaƌdiŶg skills 
ƌelatiŶg to ͚adult Ŷeeds͛ ǁas the iŶtƌoduĐtioŶ of diĐtatioŶ eǆeƌĐises ;still ĐoŵŵoŶ iŶ GeƌŵaŶ sĐhoolsͿ iŶ oƌdeƌ 
to help students practise the process of transcribing the spoken word – this directly relates to the 

aforementioned barrier some students encountered when attempting to formalise (via the written word) their 

spokeŶ ideas iŶ Đlass disĐussioŶs. The iŵpaĐt of sustaiŶed ǁoƌk oŶ these skills saǁ ďeŶefits to studeŶts͛ 
͚peƌsoŶal gƌoǁth͛; toǁaƌds the eŶd of teƌŵ, studeŶts eŶteƌed the YouŶg Wƌiteƌs ͚WoŶdeƌlaŶd͛ ĐoŵpetitioŶ iŶ 
which they had to compose a 100 mini saga; they were more confident in refining their aesthetic and 

imaginative ideas to fit a very specific language requirement (i.e. summarising ideas, whilst still maintaining 

dramatic impact).     

 

Overall, this skills-based approach has had a positive impact on the independent written work of my Year 7 

studeŶts; pƌiŵaƌilǇ ďeĐause I haǀe ďeeŶ aďle to ͚ƋualitǇ assuƌe͛ ǁƌitteŶ ǁork by providing specific criteria in 

relation to spelling, punctuation and grammar. At this stage, it would be premature to make conclusions 

regarding the long-teƌŵ effeĐt of this eǆpliĐit ͚adult Ŷeeds͛ appƌoaĐh; at the eŶd of the Ŷeǆt aĐadeŵiĐ teƌŵ, I 
will liaise ǁith ŵǇ MFL Đolleague to disĐuss ǁhetheƌ the iŶĐlusioŶ of speĐifiĐ ͚adult Ŷeeds͛ skills has aided the 
studeŶts͛ pƌogƌess iŶ GeƌŵaŶ aŶd this ǁill guide futuƌe teaĐhiŶg stƌategies. Hoǁeǀeƌ, foƌ the ŵoŵeŶt, the 
experience has demonstrated that elements of taƌgeted ͚adult Ŷeeds͛ teaĐhiŶg haǀe aided studeŶts ͚peƌsoŶal 
gƌoǁth͛ iŶ ďoth the ǁƌitteŶ aŶd spokeŶ ǁoƌd.  
 

͚Adult Ŷeeds͛ skills haǀe also iŶflueŶĐed ŵǇ teaĐhiŶg of ‘oďeƌt Louis SteǀeŶsoŶ͛s The StƌaŶge Case of Dƌ JekǇll 
and Mr Hyde (Jekyll & Hyde hereafter) with a Year 10 class; particularly with regard to vocabulary and 

comprehension – keǇ skills foƌ the ǁoƌkplaĐe. The teǆt studied pƌeǀiouslǇ, J. B. PƌiestleǇ͛s AŶ IŶspeĐtoƌ Calls, 
presented very few comprehension issues for the students; it was possible, therefore, to move quickly onto 

ďuildiŶg skills ƌelatiŶg to ͚Đultuƌal aŶalǇsis͛ aŶd ĐoŶsideƌ hoǁ the Đoƌe theŵes of the plaǇ ƌelated to ƌeleǀaŶt 
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issues todaǇ. This eǆpeƌieŶĐe affiƌŵed ŵǇ ǀieǁ that ͚adult Ŷeeds͛ should Ŷot ďe the staƌtiŶg poiŶt ǁheŶ 
appƌoaĐhiŶg a Ŷeǁ teǆt. Hoǁeǀeƌ, upoŶ teaĐhiŶg JekǇll & HǇde it ďeĐaŵe appaƌeŶt that the Ŷoǀella͛s 
soŵetiŵes aƌĐhaiĐ ǀoĐaďulaƌǇ Đƌeated ďaƌƌieƌs to studeŶts͛ aďilitǇ to aŶalǇse the teǆt fƌoŵ a Đultuƌal 
perspective. 

  

During a lesson in which the key tasks depended upon students reading a chapter independently, student 

motivation quickly became an issue and, despite my adapting the task to include a full class reading, it was 

clear that scaffolds for vocabulary and comprehension needed to be put in place for future lessons. Careful to 

remain true to my philosophy that learning should be centred on the text and the key issues which emerge 

from it, I began the next lesson by showing a clip of CCTV footage of a recent real-life murder of a London 

teenager; the resulting class discussion raised issues around the theme of unprovoked violence; this led us on 

to consider the murder of Carew in Jekyll & Hyde and helped the students to have a greater degree of empathy 

ǁith the aĐtioŶs iŶ the teǆt. HaǀiŶg ďeguŶ ǁith a ͚Đultuƌal aŶalǇsis͛ aĐtiǀitǇ, the Ŷeǆt task ďuilt studeŶts͛ 
vocabulary for adjectives relating to violence; enabling them to use more adventurous vocabulary in a written 

task later in the lesson. Then, before we started reading the chapter in detail, students were tasked with 

highlightiŶg uŶfaŵiliaƌ ǀoĐaďulaƌǇ iŶ the Đhapteƌ; haǀiŶg pƌepaƌed a ͚defiŶitioŶ ďaŶk͛, I ǁas aďle to pƌe-empt 

ŵost of the uŶfaŵiliaƌ ǀoĐaďulaƌǇ that Đaused a ďaƌƌieƌ to studeŶts͛ ĐoŵpƌeheŶsioŶ of the plot. Noǁ that ǁe 
had addressed the ͚adult Ŷeed͛ of ďeiŶg aďle to ĐoŵpƌeheŶd ĐhalleŶgiŶg ǀoĐaďulaƌǇ aŶd ĐoŶsideƌed the teǆt 
ǁithiŶ the ĐoŶteǆt of ͚Đultuƌal aŶalǇsis͛, studeŶts ǁeƌe aďle ƌead the Đhapteƌ iŶdepeŶdeŶtlǇ aŶd gaǀe aŶ 
informed written response. As result of these preparatory tasks, studeŶts ǁeƌe aďle to aĐĐess ͚Đultuƌal 
heƌitage͛ ďǇ haǀiŶg a fulleƌ uŶdeƌstaŶdiŶg of the Ŷatuƌe of the teǆt aŶd the sigŶifiĐaŶĐe the Đhapteƌ ǁould 
haǀe had iŶ a ViĐtoƌiaŶ ĐoŶteǆt. FolloǁiŶg the suĐĐess of this lessoŶ, I haǀe addƌessed ͚adult Ŷeeds͛ aƌeas 

regularly for the remainder of the term. This experience will serve to influence my practice in teaching 

MaĐďeth to the saŵe gƌoup Ŷeǆt teƌŵ aŶd has highlighted the ƌealitǇ that ͚adult Ŷeeds͛ eŶĐoŵpasses Ŷot oŶlǇ 
skills for examinations, but also in helping students to have a greater appreciation for seminal works of 

literature.      

 

HaǀiŶg ƌefleĐted oŶ ŵǇ eaƌlieƌ ǀieǁ that ͚ adult Ŷeeds͛ ǁas soŵethiŶg that ǁould ďe Đateƌed foƌ oŶĐe the otheƌ 
areas of the Cox model had been implemented, I have come to the realisation that I was reluctant to take an 

eǆpliĐit ͚adult Ŷeeds͛ appƌoaĐh to teaĐhiŶg ďased oŶ the feaƌ that it ŵight lead to ͚iteŵisiŶg desiƌed 
ĐoŵpeteŶĐies iŶ ĐeƌtaiŶ liŶguistiĐ aŶd geŶeƌiĐ ĐoŶǀeŶtioŶs͛ ;Maƌshall, ϮϬϬϯ, p. ϴϯͿ, aŶd ͚suďjeĐt 
content...beiŶg ƌeduĐed to sets of ŵeasuƌaďle skills aŶd outĐoŵes͛ ;MĐIŶtǇƌe aŶd JoŶes, ϮϬϭϰ, p. ϮϳͿ. Moƌe 
ƌeĐeŶt teaĐhiŶg eǆpeƌieŶĐe has deŵoŶstƌated the ŶeĐessitǇ of deǀelopiŶg studeŶts͛ adult Ŷeeds͛, ďut also that 
such an approach need not be sterile or contradictory to my underpinning philosophy. Indeed, by including 

tasks in my teaching that relate specifically to the development of vocabulary and comprehension, I was able 

to help studeŶts ͚uŶloĐk͛ the ŵoƌe ĐhalleŶgiŶg aspeĐts of JekǇll & HǇde aŶd, theƌefoƌe, eŵpower them to gain 

a gƌeateƌ appƌeĐiatioŶ of this ĐlassiĐ teǆt ;͚Đultuƌal heƌitage͛Ϳ aŶd ďegiŶ to ƌelate the theŵes of the Ŷoǀel to 
theiƌ eǀeƌǇdaǇ uƌďaŶ eǆpeƌieŶĐes ;͚Đultuƌal aŶalǇsis͛Ϳ. MǇ eǆpeƌieŶĐe iŶ atteŵptiŶg to ƌaise the liteƌaĐǇ 
standards in Year 7 has pƌoǀed that aŶ ͚adult Ŷeeds͛ appƌoaĐh has Đlose liŶks ǁith otheƌ aĐadeŵiĐ disĐipliŶes 
;͚Đƌoss ĐuƌƌiĐulaƌ͛Ϳ aŶd ĐaŶ help to sĐaffold Đƌeatiǀe tasks ;͚peƌsoŶal gƌoǁth͛Ϳ. Theƌefoƌe, I ĐaŶ saǇ that ŵǇ 
ƌatioŶale has peƌhaps ͚iŶǀeƌted͛; I ǁould ŵaiŶtaiŶ ŵǇ initial conviction that all elements of the Cox model are 

of equal importance, but have discovered that students often require specific subject-ďased ͚adult Ŷeeds͛ 
teaching in order to flourish in the other four areas.     
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