The Redland Papers ISSN 1360 1334 - Issue Number 4, Autumn 1996

Contents:

· Editorial David James, Coordinating Editor 

· Stan Lester: Overcoming the Education-Training Divide: the case of professional development 

· Penelope Harnett and Don Kimber: Teaching and Learning Humanities in the Primary Classroom: developing understandings with intending primary school teachers 

· Marta Flesková: Teacher Training in Slovakia: problems and trends 

· Jackie Chelin: Higher Level NVQs: opportunity or threat for librarianship education? 

· Gillian Blunden The Changing Faculties of Education 

· Book Reviews: 

· Mel Lloyd Smith and John Dwyfor Davies (Eds) On the Margins: the educational experience of `problem' pupils Reviewed by Gary Thomas 

· Martin Forrest Modernising the Classics: a study in curriculum development Reviewed by Tim Wheeler

Editorial

Welcome to Issue four of The Redland Papers. This edition contains five articles and a new book reviews section at the end. The five papers are written by people with quite diverse backgrounds, including teacher educators from the UK and from Slovakia, a higher education Librarian and an independent consultant on learning and development. Two of the contributors are also recent graduates of programmes of study based in the Faculty of Education at the University of the West of England, and the editorial group hope to receive more contributions from people who are studying or have recently completed studies in the Faculty.

For all their diversity, the five authors here are nevertheless concerned with a set of closely related issues and problems. All the papers have something to tell us about professional education and challenges facing the educators of professionals.

In the first article, Stan Lester takes an original and refreshing approach to the debate about whether professional development is best informed by the assumptions of training or those of education. Having explored some of these respective assumptions, he goes on to present an alternative view of professional knowledge which puts the practitioner-learner at the centre, conceiving learning as three interlinked processes of reflecting, enquiring and creating. Some of the implications for the practice of professional development are then examined.

Penelope Harnett and Don Kimber report in the second paper on some small-scale research they carried out with student teachers on a Primary Postgraduate Certificate in Education course. They identify tensions between, on the one hand, the crucial work Humanities and cross-curricular themes can do to bring to life so much of the educational process, and on the other hand, the marginalisation these areas suffer next to the dominance of the core curriculum subjects. The authors describe how they used the "humanities" part of a teacher education course to explore these areas with student teachers, presenting what amounts to some strong evidence for making such things as values, citizenship, tolerance and dealing with sensitive issues much more central in teacher education.

The third article by Marta Fleskova (who works in teacher education in Slovakia) also looks at problems associated with the content of teacher education, as well as discussing the selection of students and the nature of continuing professional development. She suggests that the way these problems are being resolved reveals a "humanisation" process which is part of a society-wide process of democratisation.

Jackie Chelin, in the fourth paper in this Issue, examines assessment in a different professional area, considering arguments for and against the use of a framework of higher National Vocational Qualifications in Librarianship education. She concludes that NVQs at higher levels have a number of potentially positive features to do with the skills and status of different groups of staff and the efficacy of recruitment of graduates from other disciplines. Her argument also suggests that the structure of opportunities NVQs could represent may bring benefits for staff and also users of library services.

In the final paper, Gillian Blunden addresses the question of the impact of recent and major change in the regulation and funding of teacher education. Having considered some of the methodological issues and tensions involved in studying such a topic, she describes the major changes, turning finally to look at case study data on the effects of the changes on the work of teacher educators.

There are many interesting links between these contributions. Running through them is the issue of who has power in relation to professional education, or more specifically the power to define its content, mode of delivery and assessment. Lester and Chelin's papers address this problem by looking at models of professional development and professional qualifications, respectively. There are intriguing contrasts between the direction of change suggested in Fleskova's paper and that suggested by the contributions from both Blunden and Harnett & Kimber. Where there seems to be an increasing cognisance of the need for attention to be paid to the relational aspects of teacher preparation in Slovakia, recent years have seen the reassertion of the dominance of subject knowledge for pupils, teachers and teacher educators in the UK. Some observers have put this point very strongly:

These obsessions - practical training, subject knowledge and classroom control - form the staple of the welter of prescriptions that have flowed from the Department for Education (Hoyle and John, 1995, p. 150).

It remains to be seen whether the recent rediscovery of marginalised topics like citizenship and morality by the political community and the media (in the wake of a series of atrocities in and around schools) will become translated into new spaces within which teacher educators might work in the way Harnett and Kimber's paper suggests they should. All that seems certain is that professional educators will continue to think for themselves and adapt to new constraints in creative ways, finding spaces in which to assert their own definitions of professionality and resisting politically motivated attempts to caricature this as "mere theory" which is somehow dispensable.
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Overcoming the Education-Training Divide: the case of professional development 

STAN LESTER, Independent Consultant in Learning and Development

(and recent graduate of the MEd Programme, Faculty of Education, University of the West of England, Bristol)
ABSTRACT

The debate between whether professional practitioners should be `educated' or `trained' has been intensified by recent Governmental intervention in some professional fields. However, it is a potentially sterile debate, particularly when conducted within a framework which is fundamentally positivistic. One way in which it can be transcended is to replace the technical-rational world-view of traditional education and training with one which respects the individuality and uniqueness of knowing and learning. By supporting processes - such as reflecting, enquiring and creating - which enable practice and theory to be developed and redeveloped, learners can be assisted to develop here-and-now skills alongside more transcendent understandings which enable contextual location and a critical and creative level of ongoing development.

Recent years have seen the gradual emergence of a wide-ranging debate on whether professional development is about education or training. In the UK, tensions can be observed between on the one hand a desire to broaden out initial professional development and encourage a more thoughtful form of practice, as exemplified in teacher education and management education, and on the other a move towards more pragmatic forms of development, often in the workplace and to predefined standards of competence (see for instance Hall & Millard 1994). The debate is sometimes framed in economic, political or social terms, but for the purposes of this article it is sufficient to recognise that there can be tensions between the needs to develop basically proficient practitioners quickly but at the same time promote a more transcendent and independent form of professionalism.

As a consultant and practitioner in learning and development with roots in both education and training, I have a personal interest and involvement in this issue. In this article, my aim is to identify some of the key premises underlying the debate, and then reframe them in order to transcend it and point a way forward.

The structure of the debate

The structure of the education-training debate is essentially the same at all levels, from early-years education through to higher education and the development of people for and at work. Applying it to the development of learning professionals, this is neatly apparent: for as Fish (1995) points out in the context of teacher development,

"... offering would-be professionals a set of clear-cut routines and behaviours, and pre-packaged content which requires only an efficient means of delivery ... in turn makes assumptions that teaching and learning are relatively simple interactions in which the practitioner gives out and pupils take in" (p 38).

My purpose here is however to examine the debate principally in the context of professional development, although keeping in mind this wider context.

A useful way of looking at the debate is to consider the position of each side in simple terms, and then identify the tension between them. A traditional educational model of professional development typically stresses knowledge, understanding and theory, and the ability to use them to analyse situations and create solutions to problems. It is pitched at a level which is broader than the immediate demands of practice, and ideally develops abilities which give the developing practitioner flexibility and choice, and which are still relevant when practice moves on; it provides principles from which specific abilities can be developed in context. A training model on the other hand aims to enable the practitioner to operate proficiently in the here-and-now situation, and concerns itself more with immediate skill and competence, which can be updated through further training as demands change. In principle there should be no reason why both models cannot be combined in a single approach, but in practice there is an underlying tension between the behaviourally based perspective of the training model, and the more cognitive one of the educational approach. Essentially, from a training standpoint, knowledge underpins and supports skill and competence, and is therefore secondary to it; but from an educational view, knowledge and understanding are primary as they provide flexibility and choice and therefore enable skill and competence to be redeveloped and recontextualised as needs and contexts change and the practitioner moves forward.

Given these divergent perspectives, any combined approach is revealed as a potentially uneasy compromise. However, the debate itself is often framed within a set of self-sealing assumptions, and it is only when these are questioned and overturned that resolution is possible.

Three key assumptions which need to be challenged are these:

· First, the debate is embedded in a positivistic or technical-rational framework, even if some of the arguments which take place around it have a more interpretive dimension. Basically, it assumes a one-way relationship in which knowledge is used to develop skill which is then applied in practice. This neatly positions education, which develops knowledge and understanding, further up the hierarchy but also makes it more detached from (and therefore from the opposing viewpoint, less relevant to) practice, while training, which develops skill, is placed at a more grounded or applied level which directly informs the practitioner's work (but lacks the depth which enables adaptability and internally-generated change). 

· Secondly, and related to the first assumption, theory is assumed to be detached from practice and even to exist in a somewhat vague relationship with it. Indeed, this distinction is such a part of everyday speech that it hardly needs further elaboration; `theoretical' and `practical' are rarely taken as being anything other than opposites, despite Kurt Lewin's assertion that there is nothing so practical as a good theory (Lewin, 1946). Again, the relationship is viewed as one-way with theory informing practice through the mediation of applied knowledge and technique; practice only legitimately creates new theory when it has been thoroughly researched, objectified and codified. 

· Thirdly, there is the assumption that it is education and training which are important, rather than learning and development. An obvious point perhaps, but in naming things we attach to them assumptions implicit in our readings of the names themselves, and both words have at their root a presupposition of passivity, that learners need to be led rather than allowed to lead.

Reframing the assumptions

Perhaps the easiest assumption to start with is that concerning 'education' and 'training' themselves. A simple device perhaps, but if these labels are abandoned in favour of what learners actually need to do - learn and develop - then there will at least be less temptation to wander from the real issue of how to conceptualise and support learning and development than what to call it. Clearly, this doesn't move towards clarifying how this learning and developing might take place or how best to support it, but it does reduce the potential for dogmatic limitations.

The second step is to reframe the entire debate in a perspective which is not positivistic or technical-rational in nature, but sees knowledge as being personal to the practitioner-learner (rather than as an external, objectified body) and interacting with practice rather than being applied to it: knowledge informs practice, and is equally generated and reconstructed by it (cf Schön 1983, Fosnot 1989). The result is that the development of knowledge is seen as intimately intertwined with practice rather than done at a remote distance and then applied; in fact, the idea of `knowledge' as being separable from the knower disappears. Similarly theory; for personal theory is as much developed through practice as it is through reading or listening, and all practice which is not simply mechanical (ie based on technique alone) involves the use of theory on the part of the practitioner. In this constructivist perspective there is therefore a cyclic or spiral relationship in which theory and practice interact with each other and have the potential to continually modify each other, rather than existing in a one-way hierarchy.

The key point is that this represents a different underlying philosophy of learning and developing, as opposed to adding a constructivist or reflective practitioner approach into existing models of education or training. To successfully embrace it there must be willingness to set aside the professional syllabus, curriculum or competence framework as the central point for development, and start with the practitioner-learner as the focus for a deep level of learning which develops and enhances practice, but also goes far beyond the immediate practice situation.

Beyond 'education' and 'training': reflecting, enquiring and creating

To abandon the mainstays of traditional education and training requires a process which is demonstrably rigorous in terms of producing learning which leads to ongoing development, and confidently effective at developing here-and-now performance. If education is to be abandoned, how is open-ended personal and professional development ensured, and if training is abandoned, how can the developing practitioner be helped to become competent and efficient within a reasonable timescale?

I believe the key to this dilemma is provided by a model based on processes which are central to both learning and to professional practice, and which are defined at a sufficiently high logical level to be all-embracing. While other conceptualisations are possible, my preference is to define learning as three intertwined processes: reflecting, enquiring, and creating, or perhaps more formally reflecting on theory and practice, critically enquiring into theory and practice, and creating practice and theory.

These processes can be thought of as meta-abilities at the highest level, for they provide a powerful methodology for creating and continually enhancing effective practice, as well as for exploring horizons and pushing forward personal and conceptual boundaries in a process of lifelong learning. Applying them at a deep, critical and creative level - surfacing and questioning taken-for-granted assumptions, resolving underlying conflicts, engaging between practice and existing theories, working with the deep structure or pattern of situations, and creating value-congruent outcomes rather than merely solving problems - provides a methodology of excellence for professional practice and personal growth in any field (cf Schön 1987, Senge 1990, Fritz 1991). Incidentally, it also provides a basis for professional and academic accreditation and rigour which is based on a philosophy of personal theory-practice and practitioner-centredness rather than being premised in the questionable notion of mastering somebody else's knowledge; and in the tradition of interpretive or creative `Model B' professionality (Lester 1995), it provides the practitioner with a model which transcends the boundaries suggested by academic disciplines and institutional departments, professional bodies, or socially constructed professions.

Implications for practice in professional development

The process model has at least three major implications for people involved in professional development. First, the primary purpose of support becomes not so much to teach or train, but to facilitate the development of the processes in practical contexts, and facilitate practice and personal and professional growth through reflecting, enquiring and creating. This doesn't proscribe teaching knowledge and skills, but it does mean fostering an approach which is about regarding what is taught as material for enquiry, experimentation and creative synthesis rather than as something which can be taken for granted and simply replicated in routinised practice or regurgitated in a slightly different form in an essay or exam. Obviously, there will be some areas of practice where it is necessary to follow certain rules, for instance for safety or legal reasons, but this doesn't mean that enquiry is to be closed off; to the contrary, redundant or counterproductive rules may be being followed because nobody has thought to question them (cf Stewart 1990).

Secondly, there is a role in guiding the developing practitioner through the initial period of development when some form of structure or map will be appreciated: what range of things are covered in the profession, what standards and ethics are likely to be expected, what are the key theories and sources of information, what skills are needed, and so on. Doing this thoughtfully involves giving support and enabling shortcuts to effectiveness, but at the same time it also means helping the learner to develop enquiring and creative responses rather than unreflective conformance.

Thirdly, there is a role in working with practitioners to help them engage with their own practice and behaviour, and with the context in which it is situated. In my experience this is equally as applicable to experienced practitioners as it is to novices, for a variety of reasons from the presence of the `blind / undiscovered self' (Huntley 1990) and the tendency to become complacent about familiar situations and absorbed into their deceptions (Argyris 1990), to the simple benefits of a `critical friend' with a possibly different perspective and logic.

While some educators and trainers will identify what I am advocating with their models of training or education, and in effect what I describe is no different from what some facilitators of learning do already, there is little here which can be claimed exclusively by either term. This approach to learning and developing is effective in giving practitioners usable skills in the short term, making it capable of meeting the kind of demands for competence and efficiency increasingly made by Governments; but it also facilitates the longer-term person-centred aims associated with more progressive education, and which are essential for sustained, adaptable and creative professionalism. What it does not do is to encourage either unreflective conformance to predefined standards or procedures, or the unquestioning accumulation of knowledge and theory. Rather, it develops a dynamic, reciprocal relationship between theory and practice which fuels both professional excellence and flexibility and lifelong learning and development.

References

ARGYRIS, C (1990) Overcoming Organizational Defenses: facilitating organizational learning. London, Allyn & Bacon

FISH, D (1995) Quality mentoring for student practitioners: a principled approach to practice. London, David Fulton

FOSNOT, C T (1989) Enquiring practitioners, enquiring learners: a constructivist approach for teaching. New York, Practitioners College Press

FRITZ, R (1991) Creating. New York, Fawcett Columbine

HALL, C and MILLARD, E (1994) The means of correct training? Practitioners, Foucault and disciplining. Journal of Education for Teaching 20 (2), pp 153-160

HUNTLEY, S (1990) The Johari Window - how blind are we to its uses? Training and Development 8 (6), pp 17-20

LESTER, S (1995) Beyond knowledge and competence: towards a framework for professional education, Capability 1 (3), pp 44-52

LEWIN, K (1946) Action research and minority problems, Journal of Social Issues 2, pp 34-46

SCHÖN, D A (1983) The Reflective Practitioner: how professionals think in action. Aldershot, Avebury

SCHÖN, D A (1987) Educating the Reflective Practitioner. London, Jossey-Bass

SENGE, P M (1990) The Fifth Discipline: the art and practice of the learning organization. New York, Doubleday

STEWART, V (1990) The David Solution. Aldershot, Gower

Teaching and Learning Humanities in the Primary Classroom: 

developing understandings with intending primary school teachers - PENELOPE HARNETT and DON KIMBER, Faculty of Education, University of the West of England, Bristol

Abstract

This article considers the role of humanities in the primary classroom via a study of student teachers' reactions to part of a post graduate certificate programme. The authors argue that experiences within a humanities-oriented course helped students develop their professional identity as teachers and helped them foster other crucial facets of classroom ethos.

Introduction

This study arose from work with PGCE students who were undertaking a one year course to gain qualified teacher status to work in primary schools. Their course is an intensive one comprising college and school based elements. The students work in school for 18 weeks out of a 36 week course. The remaining time at college is spent on pedagogical issues and teaching and learning about the National Curriculum. Humanities courses are very much squeezed in between the core subjects of the National Curriculum (mathematics, science and English) which dominate the PGCE programme. Twenty-eight hours allocated to each of these subjects, contrasting with twenty-three hours for humanities in total. During the academic year (1995-96) tutors recorded students' responses to the humanities courses and collected data on how students perceived the role of humanities in their work with primary children.

In the following section, some characteristics of the nature of humanities, with particular reference to primary classrooms, will be reviewed. This will then be followed by a brief survey of the challenges and opportunities offered by the National Curriculum at KS1 and KS2 for humanities teaching and learning. In conclusion, our attention will focus upon some of the responses of postgraduate trainee teachers, and some of the questions and issues which arose, when working with them in humanities on their one year course.

The nature and role of humanities in school

The place of humanities has been much more evident as a curriculum component in secondary rather than primary schools. Many in this field will be familiar with the work of Lawrence Stenhouse in the 1970's with the publication of the Schools' Council Humanities Project. Particular attributes of this curriculum project included (a) the cross curricularity of humanities; (b) a central concern for teaching about values and promoting value clarification; (c) the critical role of the teacher in the classroom when dealing with controversial issues and (d) pupils engaged in enquiry and skills based activities - doing rather than just being told.

There have also been some notable curriculum innovations at primary school level during the last quarter of a century, prior to the National Curriculum. Prominent among them are the Schools Council Place, Time and Society Project 8-13 (Blyth et al 1976); the World Studies 8-13 Project (Fisher and Hicks 1985); and the ILEA Social Studies in the Primary School (1980). These have all made major contributions to how we think about the nature and role of humanities in the primary school. Links with social sciences have been emphasised in several of the projects. Common to all these curriculum developments was the recognition that when children learn about people and the world around them, they do not always make their learning fit neatly within subject areas. Children's learning will often take them across the boundary lines erected around each subject. These projects also encouraged children to be actively engaged in learning activities, emphasising the importance of children developing their own enquiries. For teachers, the identification of key concepts to provide clear conceptual frameworks for addressing the content of humanities courses and for promoting worthwhile learning was important. The significance of recognising values and helping children to develop a critical awareness and understanding of their own values typified these approaches and pedagogies for humanities teaching. These approaches were promoted at a time prior to the onset of the National Curriculum when class teachers had far fewer constraints placed upon them with regard to how they organised their children's learning.

Humanities and the National Curriculum

Several constraints on the teaching of primary school humanities can be identified in the current educational context of the National Curriculum. In the first instance, the introduction of a subject based curriculum containing discrete subject areas of history, geography and RE creates possible tensions with the humanities. The National Curriculum emphasises the acquisition of particular subject knowledge which contrasts with approaches in humanities drawing on interdisciplinary enquiries and cross curricular links. To cover the National Curriculum subject areas there is growing evidence that schools are moving away from integrated subject teaching. (Phillips 1993).

Moreover, the status of the humanities within the curriculum is also being eroded. The core subjects of English, maths and science are prioritised within the National Curriculum. Evidence from the PACE study (Pollard et al, 1994) suggests that many primary schools are devoting more time in teaching and planning these subjects than in the expressive and creative arts and humanities.

Such developments also need to be set within the context of a rigid framework for assessing children's attainment at school. In a recent speech in Birmingham, John Major advocated testing from the age of 5 years. Currently children in primary schools sit paper and pencil tests at the end of key stages 1 and 2 (7 years and 11 years). These tests are to measure children's attainment in the core subjects.

Some of the direct political interference upon proposals from subject working parties for National Curriculum History and Geography by Tory ministers, notably Mrs Thatcher, John MacGregor, and Kenneth Clarke, have been described by the former Chairman and Chief Executive of the National Curriculum council, Duncan Graham, (Graham and Tytler, 1993, ch 5). In particular the right wing pressure groups wanted more influence to be placed upon learning facts, and for Britain's own history and geography to be pre-eminent. Thus proposals from the supposedly independent working parties were modified in various ways so as to try and reduce topics which had a social flavour or which might encourage discussion of controversial issues.

However, despite some of the constraints there are opportunities for developing work in the humanities and we would like to draw attention to some of the National Curriculum requirements which would enable teachers to engage with values and attitudes and to help children address key concerns relating to what is special about being human.

The history National Curriculum identifies particular periods of the past to be studied at Key Stage 2 and draws on different perspectives to enrich children's historical understanding. A requirement across all the stated study units is to provide children with opportunities to study;

`aspects of the histories of England, Ireland, Scotland and Wales; where appropriate, the history of Britain should be set in its European and world context. It is also expected that children when studying history it will include a variety of perspectives -political: economic, technological and scientific; social; religious; cultural and aesthetic.' (DFE 1995, p 4).

Within the Key Elements children's range of historical knowledge is extended to include, `the ideas, beliefs and attitudes of people in the past, and the experiences of men and women; and about the social, cultural, religious and ethnic diversity of the societies studied.' (DFE 1995, p 5). The interpretative nature of history is identified in providing opportunities for children to work with a variety of primary and secondary historical sources in their historical enquiries. Key terms and concepts are recognised in Key Element 5, eg; monarch, parliament, trade, slavery, law etc.

It can be seen how the orders for history require the primary teacher of history to engage children with thinking through various questions of human behaviour and values, and not merely to learn the so-called facts.

There are also opportunities in geography teaching to promote a humanities perspective and not merely teach the subject as if it were always a discrete discipline, with an emphasis simply upon learning subject `knowledge'. Among the four aims proposed by the Geography working party for the interim report for geography was one which wanted children to develop a sense of wonder of the world around them; and another to develop a sense of responsibility to the earth and its peoples.

These laudable aims are in great danger of being forgotten with more recent changes in the National Curriculum. Nevertheless there are opportunities in geography to help children clarify values. For example young children as part of their environmental geography are encouraged to express their likes and dislikes for selected places and environments. They also study social aspects of settlements, although it is fair to say that social aspects of geography were deliberately trimmed by central government. (Graham and Tytler, 1993).

With regard to Religious Education, the Agreed Syllabus for the former County of Avon exemplifies ultimate questions which are on many RE syllabi for schools. These questions can only be developed by helping children to think through and seek meaning in their own feelings and experiences as they relate them to the life experiences of others, and consider what is special about being human.

There are also the five National Curriculum cross curricular themes which still remain a part of children's entitlement, even if rather less has been heard about them with the slimmed- down nationalised curriculum of January 1995. These also offer opportunities for enabling children to benefit from a curriculum which is broader than just the content of subject knowledge.

For example the Environmental Education theme (NCC:1990c) includes learning objectives for children in relation to developing knowledge and understanding of `conflicts which can arise about environmental issues', and promoting attitudes which include `appreciation of, care and concern for the environment, independence of thought on environmental issues, respect for the beliefs and opinions of others and for evidence and rational arguments, tolerance, openmindedness'.

The foreword to the Education for Citizenship theme (NCC:1990d) claims such education is essential for every pupil. `It helps each of them to understand the duties, responsibilities and rights of every citizen and promotes concern for the values by which a civilized society is identified - justice, democracy, respect for the rule of law'. Later in the document, teaching about moral codes and values is supported by the contention that pupils should be able to `compare values and beliefs held by themselves and others and identify common ground'.

Included among the objectives for Economic and Industrial Understanding theme (NCC:1990b) are the skill to be able to `distinguish between statements of fact and value in economic situations' and promoting the attitude of having a `concern for human rights as these are affected by economic decisions'.

However we might consider how realistic it is to expect every primary teacher to try to apply the cross curricular themes wholeheartedly, given the attention and effort needed to deliver the higher profile curriculum subjects.

Preparing PGCE students to teach humanities with primary children

The context outlined above provides particular challenges for tutors preparing students to teach humanities in the primary classroom. A key issue concerns organising the limited time available for teaching humanities within the PGCE programme. How can we develop students' awareness that teaching and learning single subjects is not enough and that the teaching of National Curriculum subjects alone does not constitute a coherent and balanced curriculum?

Indeed this point is recognised within the Educational Reform Act (1988). The Act states that:

the curriculum for a maintained school satisfies the requirements of this section if it is a balanced and broadly based curriculum which -

1. promotes the spiritual, moral, cultural, mental and physical development of pupils at the school and of society and, 

2. prepares such pupils for the opportunities, responsibilities and experiences of adult life.

The learning of humanities should surely then be central to this curriculum.

We look to find ways of instilling confidence amongst our students in organising effective and active learning in their classrooms, emphasising the importance of the processes of learning. This is not to neglect the importance of knowledge; understandably students will need to feel confident about the subject content of their teaching. It is a question of balance. For example, in history we would want to link the acquisition of historical knowledge with children's developing understanding of historical processes. We use this as a model for our own teaching sessions, extending students' knowledge and understanding through active engagement with different learning materials.

Moreover, we also seek to embrace broader concerns and encourage students to recognise the contributions of history, geography and RE to children's wider understanding of their world and what is special about being human. This will involve developing students' own awareness as they take into account different values and attitudes in the classroom.

The 1995-96 post graduate student group at UWE numbered 89 students who were divided into four groups, with two groups aiming to work with infants children (KS1), and two with juniors (KS2). By presenting a very short and simple questionnaire at the start of the first session of term, students' views were sought as to:

1. whether they saw their first degree being strongly related to Humanities; 

2. how they would briefly describe the nature of Humanities; and 

3. whether they thought Humanities an appropriate part of children's learning in school from nursery to secondary.

First degree subjects ranged from English through Business Studies to Mechanical Engineering. Nearly half (42) saw their degree subjects relating strongly to Humanities, and nearly one fifth (17) thought their first degree did not relate to humanities. Interestingly 19 students within the cohort had a psychology degree or psychology as a major part of their first degree. Just one psychology graduate thought this had a strong relationship with humanities, whereas eight psychology graduates thought their degree had no relationship with humanities. All students who had degrees in humanities, geography, history, and music (27 in all) saw their subject as relating strongly to humanities. English graduates were more divided. Only 4 of the 10 English graduates thought that their subject related strongly to humanities, with the others suggesting that it only related in part to humanities.

Every student except one thought that humanities should be a part of the curriculum for children in school from infant schools to secondary. Fourteen students queried whether humanities should feature in nursery classrooms.

During the early weeks of the course, students appeared willing to engage with some of the value dimensions involved in humanities teaching. For example, during the first week of the course (Autumn 1995) a group of students were examining a variety of artifacts, which included an ermine stole from the 1930s. The stole comprised fourteen ermine pelts and the tails of the animals were still attached. Student exchanges included:

Is it right to take in objects like this into the classroom? What about teaching values which might be different to those the children have at home?

Ah, but education is all about extending awareness of the world around them and of alternative views.

Is it right to impose our views on others - is not this a form of indoctrination?

These comments reveal the complex nature of learning in the humanities and some of the challenges which can face the humanities teacher in the classroom. Examples of other observations made during the second week of the course included:

Should we talk about politics to children at Key Stage 1 (5-7 years)?

History is usually about the winners rather than the losers

I have reservations about teaching about famous people who are `dodgy people'

We were encouraged by these questions which students raised and sought to explore them further within our teaching programme and to monitor students' comments more fully. In addition to observations in sessions, we gave the students another questionnaire to complete and a group activity to elicit their views on the humanities further. More detailed information was also acquired through interviewing groups of students.

Following their first Block School Experience the post graduate students were asked to reflect on their course so far. Within groups students were asked for their views on the purpose of education and on the contribution which humanities might make to the curriculum. During the activity students wrote down their ideas on a large poster.

Evidence from their posters revealed students viewed education in very broad terms, with limited emphasis on the acquisition of specific knowledge and skills. Many identified education with the process of socialisation eg: `the ability to form relationships', `understand people and different views', `to participate and to contribute to society'.
Alongside this awareness of the social context of children's experiences, students also rated education's contribution to children's own personal development highly. Comments included, `broadening children's horizons' and `empowering the individual'. Other students emphasised how education `contributed to opening up opportunities' and `developing the personality'. Personal relationships were valued highly, alongside respect for different cultures and the celebration of differences. It was interesting to note that few students saw education in mere utilitarian terms as a means to gain a job or employment.

It would appear therefore that although the post graduate course is structured around the National Curriculum core and foundation subjects, issues discussed in humanities also enabled students to look beyond the subject framework structure and to come to grips with some of the fundamental issues raised within education. It is also important that those of us involved in curriculum aspects of the course are mindful of the Ofsted framework for inspection of schools. The Education (Schools) Act 1992, Section 9, requires inspectors to report on four elements. In addition to the quality of education, educational standards, and the efficient use of financial resources, there is `the spiritual, moral, social, and cultural development of pupils at the school' (Ofsted,1995, p.8). Across the curriculum, and in various aspects of school life, teachers thus need to help children develop such things as `knowledge and insights into values, and religious beliefs'; to learn about `principles which separate right from wrong'; to be able `to relate effectively to others'; and `to appreciate the diversity and richness of other cultures'.

In the last session of the post graduate course, students were invited to complete a questionnaire which asked for their views on the challenges of teaching humanities. From their responses it was evident that many students were concerned with moral and values education, and with issues centred around the teaching of RE. Many students highlighted their lack of knowledge of different religions and were concerned that they should show respect for beliefs other than their own, and at the same time not address religious beliefs in a tokenist fashion. Tensions were remarked upon. Whilst students were keen to respect others' viewpoints sometimes there were definite clashes with their own beliefs. For example, one fundamentalist christian student questioned the existence of other faiths. Fears were also expressed on how views heard in the classroom might clash with those voiced at home; a student in a rural area recognised possible difficulties in discussing her views on fox-hunting with children whose parents actively supported the sport.

Such dilemmas were recognised and discussed in humanities sessions. Although they presented potential difficulties, many students recognised their responsibility to children and stressed the importance of presenting clear values and of `not being wishy washy'. This contrasts strongly with the sentiments and approaches advocated, for example, by CHMI Chris Woodhead at an earlier stage in his career when in the TES July 11, 1980, he wrote: `We are deeply anxious that the children will take advantage of us and escape our control ...' Tell us the answer, Sir, you know what it is'. To reply that you do not, and that your answer might not be theirs, is likely to cause no little upset'. (TES, July 5 1996, p 10).

There was evidence from interviews with the students that humanities sessions had contributed to developing their views on teaching, and had helped them to establish their identities as teachers. Students remarked that as teachers it was important to `know yourself and your own viewpoints', and `you've got to form your own ideas about education'. Many of the humanities sessions had been open-ended and designed to stimulate discussion. The value of this approach was manifest in several comments from the students. `All the discussion has made me feel confident. I feel if I'm honest with the children it's OK. I don't feel embarrassed and that I'm thinking what should I be saying.'

As students clarified their own value positions they became more confident in tackling sensitive issues. `My son had a book about a disabled footballer who had muscular dystrophy and therefore was going to die. Before the humanities course I would have wondered whether this was appropriate, but now I see this as constructive - my son needs to develop his ideas. I am more daring now.' Another student commented that she would not have any qualms about talking about death with her children, although she was `worried about how it might be perceived by the parents'.

Students said they felt more prepared to take up some of the challenges of humanities teaching and they also recognised the importance of a supportive atmosphere. `To work well the group at college has needed to feel safe and comfortable. Some of the things which we have talked about have been difficult and exposed ourselves to others'. From the above students' comments, it can be seen how experiences in the humanities course have helped students develop their professional teacher identity, and also the impact this development can have upon the students' future classroom practice. Clarifying values and beliefs; fostering personal relationships; and promoting a sense of community: all were emphasised by students as important aspects of the classroom ethos. In turn they are consistent with many of the qualities embodied in the Ofsted requirements for `spiritual, moral, social and cultural' provision in schools and classrooms.

As teacher educators we too recognise the important role we can play in this area. Towards the end of the taught course with the students, the following letter (which the Principal of an American High School sends to his staff on the first day of school) was featured with some groups:

Dear Teacher,

· I am a survivor of a concentration camp. 

· My eyes saw what no man should witness: 

· Gas chambers built by learned engineers, 

· Children poisoned by educated physicians, 

· Infants killed by trained nurses, 

· Women and children shot and burned by high school and college graduates. 

· So I am suspicious of education.

My request is this:

· Help your students become more human. 

· Your efforts must never produce learned monsters, skilled psychopaths, educated Eichmans. 

· Reading, writing and arithmetic are important only if they serve to make our children more human.

(Steiner, 1993, p 10).

Many students later recalled how they had been deeply moved by this quotation. We need to keep it in our sights and to re-affirm the place of humanities education both in the classroom and in teacher education. Without it, as a community we are much diminished.
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Teacher Training in Slovakia: problems and trends

MARTA FLESKOVÁ, Pedagogical Faculty, Department of Psychology, M.Bel University Banská Bystrica, Slovakia

Abstract

This article describes aspects of the Slovak teacher training system and considers problems associated with the content of teacher education, the selection of students, and continuing professional development. It suggests that the resolution of these and connected problems is evidence of a gradual `humanisation' of teacher education in Slovakia.

Introduction

The most substantial change in teacher education in Slovakia after the Second World War was the establishment of university teacher training for all types and stages of education, with the exception of kindergarten teachers. Before the school reform in 1946, university teacher training was compulsory only for secondary school teachers.

After a number of changes, the four-year teacher training for primary school teachers (from 1st to 4th grade, age 6-10) and five year teacher training for the second level of primary school and secondary school (from 5th to 12th grade, age 11-18) was established. Teacher training for primary school teachers is provided by pedagogical faculties and universities. Teacher training for teachers who teach in the 5th - 12th grade classes is provided by the philosophical faculties, natural sciences faculties, faculties of mathematics and physics and faculties of sports. The same teacher training for the grades 5th - 12th has been provided for approximately twenty years but the situation is still regraded as not fixed and there are moves to separate teacher training for the second level of primary school (from 5th to 8th grade, age 11-14) which is a part of compulsory education, from that of higher, secondary school level (from 9th to 12th grade, age 15-18). This differentiation has already been introduced by some faculties. The rationale is the fact that it is the stage of education that concerns the whole population: school work with all pupils, without selection, requires from the teacher a general preparation in pedagogical, psychological and methodological issues.

The content of Teacher Education

Teacher training in all types of teacher training colleges is internally divided into two components. The first is a subject matter component, in which there is specialisation of study (two subjects). The second component contains the development of general studies and pedagogical education (philosophy, politics, theory of teaching, psychology, methodology and teaching experience). In general, teacher training is organised on a parallel principle, with subject matter and pedagogical and psychological components being developed simultaneously.

The contemporary reconstruction of society urges university teachers in Slovakia to pay special attention to the problems of the second component in teacher training. According to our experience, the graduates of teacher training colleges are very well prepared in the subjects that they will teach, but poorly prepared for their work with actual pupils, including making contributions to their pupils' personal development, the development of their independence and creativity, and the formation of good social relations. Equally, there are shortcomings in the newly qualified teachers' capacity to create good classroom interaction. An authoritarian style in some teachers' work is still prevalent: the individual personality of the pupils is taken into account only to a small extent. Of course, these generalisations do not apply to all teachers.

We can also observe that many young teachers immediately after completing their studies and at the beginning of their teaching career do their jobs with a great enthusiasm for new methods and forms of teaching but very soon, under the influence of their social environment, they adopt traditional attitudes and approaches.

The growth of knowledge in all scientific fields in the past was reflected in a great amount of knowledge in the content of school subjects in all types of schools without taking into account the capacity of pupils. This situation has directly resulted in the increasing of the subject matter component in teacher training at the expense of the general preparation of teacher trainees. Pedagogical and psychological preparation was reduced, since a number of hours was devoted only to teaching experience. It is likely that this trend brought about the lack of good classroom interaction. All the energies of teachers and also school administrators was drained off by the efforts to fulfil the subject content of educational programmes.

Many recent comments on teacher training refer to the field of psychology and pedagogy. Bli_kovsky (1991) mentions, that "... in most teacher training colleges pedagogical, psychological and methodology preparation has become only a marginal matter", and it takes up only one tenth to one twentieth of study time. But when we evaluate the activities of a teacher in the classroom the greatest number of comments coming from parents and the public at large are those concerned with teacher-pupil interaction, such as neglect of positive motivation, overlooking pupils as individuals, their abilities, work overload, or an excessive emphasis on discipline.

The need for a balance between subject-matter and pedagogical and psychological components in teacher training is not fully understood by teacher educators, not even at the pedagogical faculties. There is a tendency to emphasise the subject-matter components of professional responsibilities. Valenta (1991) commenting on the problem, quotes a secondary school teacher: "... candidate, tortured with higher mathematics knows at school what, but does not know how and how much". This problem has been pointed out by many pedagogical specialists. According to Varga (1991) it is necessary to ask the question, what the essence of the teacher's work is and what activities is the university to prepare him/her for, so that he or she leaves the course ready to teach?

New regulations approved by the school authorities allow teachers to reduce or modify thirty per cent of subject content. Unfortunately, this opportunity is not often used by our teachers or it is applied mechanically. Purposeful reduction of the content could open a space for improvement of knowledge and relationships between teachers and pupils. In this way our schools may become again, as J A Komesky demanded, `workshops of humanity'. The question of increasing the attraction of schooling for pupils is also relevant, especially in the case of younger pupils. What is needed is a transformation of schools so that they all create personal development, the development of invention and creativity, individuality, and yet also develop tolerance, happiness and humanistic interpersonal relations.

Aspects of Selection and Recruitment - Fitness for Purpose

The transformation mentioned above is a process of change in Slovakian society as well as in schools. It requires changes not only in teacher training but also in the selection of applicants for teacher training. Up to the present time the only decisive criteria for selection is academic aptitude shown at the entrance examination (as in other scientific fields). Personal attitudes, motivation, professional interests and so on are not taken into account. Nowadays we have come to realise that there is a necessity for such things in selection. To sum it up, the special needs of the teaching profession require it to attract people with specific personal qualities, not only with academic ability. They should be able to show empathy, to have good attitudes to children and young people, and must be interested in educational work whilst possessing emotional stability themselves.

The need to introduce a psychological approach to applicants' selection for teacher training is evident. In this respect the teacher educators in several teacher training colleges have taken some steps already. To be specific I can present an example from one faculty, when the first applicants who were examined at their entrance examination by means of psychological methods which included a test of intelligence, a personality questionnaire and a special educational problem-solving task. Although the results of these tests were not considered to be decisive for acceptance to the teacher training college, during the students' teaching experience it was found that the results of the tests were reliable enough to indicate the relationship of the candidate to pupils, to his/her professional activity, preparation to school work, and so on.

The problems of psychological selection include compiling an appropriate choice of testing materials, and the administration and evaluation of results. Psychological selection cannot be applied without using personal questionnaires, but they are often too time-consuming, so it is difficult to fit them into the entrance examination which is time limited. The only way to solve this problem satisfactorily is to leave out some of the subject-matter examination which is already a part of school leaving examination at secondary school (the so-called `maturita'). However, this is not likely, partly because of the great number of applicants for teacher training. Psychological selection could also contribute to better understanding of what points and characteristics of teacher trainees are to be developed.

Future Directions

There are great changes in the concepts and goals underlying the teaching profession in Slovakia, yet teacher training is not changing its structure to meet these new goals. This is illustrated in the way the profile of the teacher trainees is completed during the time of their studies. As an illustration let me present an example of a defined profile of the primary school teacher (defined by Pedagogical faculty, M Bel University in Banská Bystrica):

The graduate is able to ensure individual development of each pupil according to his/her own abilities by means of his/her competence, in the following areas; personal, pedagogical and social, psychological, theoretical, didactical and practical.

1. Graduate is an authentic personality, humanistic and democratic, independent and responsible, independently and creatively thinking, able in this spirit to interact with his/her pupils. 

2. Graduate has required pedagogical and social competence and capabilities, and he/she is able to use them in contact with children and their parents. 

3. Graduate is able to prepare pupils for successful completion of the first level of primary school and for transition to the higher level of primary school with required knowledge, skills, abilities and attitudes. 

4. Graduate is a person with a wide general education, cultural outlook, orally well-developed, with appropriate language competence. 

5. He/she is able to create and realise his/her own strategies of instruction, educational methods, further develops his/her personality and teacher's competence.

This profile will be realised through the study of pedagogical, psychological, biological and social sciences, furthermore by study of mother language and literature, mathematics, music, physical-training, fine arts education, vocational education, natural sciences and national history, and respective methodologies and teacher experience.

The whole content of teacher education is orientated at preparation of a graduate according to the above mentioned criteria, which clearly requires the integration of subjects with pedagogical and psychological disciplines and methodologies.

Within the framework of permanent, lifelong education this profile must also be reflected in teacher education with realisation of further or continuing professional development. In the past teachers' further professional development was systematically divided into three stages. The first stage referred to the period of adaptation of a young teacher to the profession (1st year of teaching experience); the second stage was specialisation according to subject-matter, pedagogy and psychology; and the third stage included advisers, school administration workers, etc.

Now the first and the third stage of this type of studies is the responsibility of the School Authority Administration. The question of who will be responsible for the second stage, which includes postgraduate study by teachers, is not yet resolved, because universities do not have the resources for this. Specialised institutions have been considered for this purpose.

The fact that Slovakian teachers wish to continue to study is shown by the results of a recent investigation in which up to 98.5% of teachers expressed the need for permanent education and 70% said that postgraduate education should be compulsory. This is something for existing institutions to consider. Should they rapidly develop programmes of CPD education? This sphere has been absent in the Slovakian educational system for several years (Zelina, 1993/94).

It is arguable that in future teachers themselves should decide what forms of further education they want to pursue in order to improve their professional qualities as teachers. Those who do not strive to improve their subject matter and pedagogical knowledge and connected areas, for a period of say, five years, might well come to be seen as inadequately qualified (Zelina, 1993/94).

The present state of Slovakian schools prompts us to mention two further problems, which are currently being addressed.

The first is how to increase the interest and involvement of parents in schools and their functions. The current situation is not satisfactory. Research has showed that most parents are putting total responsibility for education and socialisation of their children on school. For example, only 6.6% of parents questioned agreed that they should have the right to take part in the selection and evaluation of teachers. Only 5.7% said that they should have the right to make decisions about the school subjects studied by their children, and the right of parents to take part in decision making concerning the school budget is claimed only by 0.68% of parents (Zelina, 1993/94).

The second serious problem is the establishment of Alternative schools (not to be confused with private or church schools, which function in accordance with the universal state curriculum plan and, in any case, they do not bring anything new into the educational process). The number of genuine Alternative classes is very low and for the time being they exist only on the first level of primary schools. It is necessary increase the number of these schools because they create the possibility to integrate handicapped children in a `mainstream' school, in contrast to the segregation of the special schools which were established in our country. It could be argued that these schools could bring a healthy competition in the school system and could motivate other schools to improve their work.

Conclusion

When thinking about some problems of contemporary teacher training in Slovakia we find that a lot of problems are in the process of being resolved and the activities are not so strictly defined as they were in the past. There is an increasing freedom with regard to such matters as the selection of study subjects, and simultaneous studies at two schools. Teacher education is increasingly based on the principles of plurality, liberalisation of school policy and the like. These changes can be seen as evidence of the gradual humanisation of teacher training in Slovakia. The humanisation of education is not an isolated activity, and it requires the existence of democracy in society through an acknowledgement and practical realisation of democratic principles.
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Abstract

This paper investigates some of the areas of debate surrounding NVQs and places them within the context of a graduate profession - namely Librarianship. Library and Information Studies (LIS) courses are traditionally taught in institutions of higher education and are further developed by the professional body - the Library Association - within a work context. Claims being made about the ability of NVQs to deliver appropriate education and training in different contexts are discussed. Proposals for a way forward in the use of higher level NVQs for Librarianship are suggested.

Introduction

Education for Librarianship has seen many changes over the past few decades. Most notably it has changed from a non-graduate to a graduate profession. The younger generation of qualified library staff will, typically, have a vocational degree either at graduate level or a postgraduate qualification supported by a first degree in another discipline. The vocational qualification will usually have been gained at a school of Library and Information Studies (LIS) - a department within a university. These "qualified" Librarians work with support staff - often called Library Assistants - who may or may not be graduates in other disciplines. The initial education is, in theory, supplemented by continuing education and training such as attendance at conferences, seminars, professional meetings, in-service training, etc. Chartered (professional) status can be obtained in a variety of ways, as laid down by the proessional body - the Library Association - but usually includes the writing of a self-critical/analytical professional development report. With the advent of NVQs the library profession has, once again, been forced to reassess its methods of education for library staff.

A few years ago the Information and Library Services Lead Body was set up. It has 40 members who represent all aspects of a very diverse employment sector - public libraries, academic institutions, national/local government, voluntary organisations, research establishments, professions, industry/commerce. Developing NVQs up to level 3, for Library Assistants, has been a laborious process, but fairly non-controversial.

However, during 1995 the government introduced two new targets through the National Advisory Council for Education and Training Targets (Insight, Autumn 1995, pp 16-17), one of which had particular implications for NVQs in higher education. It required 30% of the workforce to have a vocational, professional, management or academic qualification at NVQ level 4 or above by the year 2000. This compares with 23% at the time of writing. The library profession, then, began to take more seriously the idea of NVQs for its qualified Librarians.

Lower level NVQs affect staff who do not have a degree or a postgraduate qualification in librarianship. However, the issue for higher level NVQs is confused by the fact that librarianship prides itself on being a graduate profession. There are fears that NVQs at higher levels might have a damaging effect on the status of the profession (Jesperson, 1993, p 50).

There are various causes for concern regarding NVQs. Higher level NVQs particularly provoke considerable debate. Some of the reasons for this will be illustrated in the following sections, with respect to librarianship.

Areas of debate surrounding NVQs

Critical intellect vs competence

The functional analysis inherent in NVQs is attacked by Marshall (1991) in that it does not leave space for imagination, will, reason or curiosity. A dependence on behaviourist theories means that people are judged solely on outcomes (performance, competencies). Similarly, in his critique of the NCVQ consultation paper on higher level GNVQs, Barnett (1995) draws attention to the fact that key higher education concepts such as understanding, critical thinking, creativity and even the term "research" are absent. Indeed, Johnson (1994, p 31) propounds the widely held view that the essence of a university education is to develop the student's ability to analyse, evaluate and solve problems, and in the case of higher education courses in Library and Information Science (LIS) also to develop moral and ethical values. But, can these skills be expected to materialise spontaneously? Otter (1996) in her discussion about core skills in higher education shows that cognitive and personal skills (which, according to the DfEE definition include problem-solving), can be specifically developed in special units or courses.

However, the view that competence-based education may be more appropriate for technical and clerical staff is still widespread. This is why the development of NVQs up to level 3 for library staff has not worried LIS schools. Indeed, the lower level NVQs have been a useful means by which employers could improve the quality of their staff training. Within the library context, a Library Assistant with years of experience can now demonstrate the possession of certain skills/competencies which may have gone unrecognised before the advent of NVQs. Arundale (1995, p 35) and Elkin (1994, p 33) both emphasise how NVQs can facilitate a way forward for people whose skills derive more from experience than from study. And Dakers (1993, p 20) feels that staff will more greatly value training that leads to a nationally recognised qualification. In addition, both Elkin (1994, p 32) and Johnson (1994, p 31) advocate NVQs for continuing professional development.

Skills

As Jessup (1990) asserts, education needs to prepare people more broadly for employment, and training should concentrate more on adaptability and transferability of skills to cope with changing technology, organisational structures, etc. This is especially pertinent for Librarianship and information work where IT has made a massive impact on work processes, and where the range of different types of library work is vast. The competencies that need to be demonstrated to achieve NVQs up to level 3 in library work constitute many "common skills". In fact, the level 1 is taken directly from the Institute of Chartered Secretaries and Administrators Lead Body. It is inevitable that NVQs from Estates Management, Information Technology and Management will also be used for library work. It is interesting to read Hadrill's (1995) account of the feasibility of adopting a vocational qualification framework for the professional development of administrative staff in a higher education institution where, owing to the diversity of staff roles, there was a great variety of competencies. Staff development in such a context could be addressed by a "pick and mix" approach, ie picking NVQs from several lead bodies to create a mix of staff development appropriate to the institutional context and working environment of each staff member. The range and diversity of skills inherent in certain jobs would be formalised through NVQs and provide common denominators that should enable job transfer.

However, in reporting on The Skills Mirage, published by the Employment Policy Institute, Utley (1995) reveals that employers see NVQs as too narrowly based! Such opposing interpretations of the flexibility of NVQs highlights the general confusion that still surrounds them.

Employer participation

In fact, one wonders just how widely employers are being involved in the design of NVQs. Certainly, in the case of Librarianship, employers have often decried the lack of suitability of LIS graduates to their jobs (Jespersen, 1993, pp 48-9). Otter (1996) quotes evidence from a survey of employers which suggests that the cognitive, analytical, communication and general transferable skills of graduates are perceived to be in short supply. The NVQ framework can provide the opportunity, as O'Brien (1994, p 34) describes it, to have a system based on what employers need people to be able to do rather than what educationalists and trainers have traditionally assumed they need to know.

However, more recently, there is evidence to suggest that some employers are "not interested" in NVQs (Targett, 1995). Arguably, the government has enjoyed more success in raising awareness of them than in demystifying them enough to promote their use.

Assessment

Another significant point of debate is the assessment procedure for NVQs. McFarlane (1993, p 43) advocates the vocational curriculum for its innovative methods of assessment in comparison with its academic counterpart. Likewise, O'Brien (1994, p 37) regards the assessment methods for NVQs - that is practical experiments, projects and assignments - as being more flexible than traditional coursework and examinations. These claims do not take into account the new teaching and learning methods being developed for many traditional higher education courses, of late. In fact, many postgraduate LIS courses gave up the use of traditional examinations as an assessment method years ago. However, the Record of Achievement which is inherent in NVQs can be used to encompass the work-based placements, providing the opportunity for a student to be continually assessed while out on placement (O'Brien, 1994, p 41). This would prove useful for LIS courses which involve such placements.

James' (1995, p 57) reflections on Eraut's notion of "capability" look forward to a situation where systematic gathering of evidence about capability as well as performance may provide assurances of a person's conceptual and ethical knowledge. This concept rejects the idea of competencies as "static proof" that a person has merely competently completed a task and propounds the idea of what might be called "evolutionary proof" - a demonstration that the person has the capability to cope with that and related tasks whenever required to do so.

Access

One of the most favourable issues distinguishing NVQs is that of access. As Smithers points out (1991, p 46) the UK higher education system has tended to be exclusive, placing a high entry hurdle for people to jump. But because NVQs can be achieved at work, college or in the community access to training and achieving qualifications is opened up. Indeed, the Department of Information and Library Management (DILM) at the University of Northumbria has created an assessment centre (Hare, 1996, p 467) based on a consortium with ten public library authorities in the north of England. It assesses candidates at level 4 and has found that organisations would rather send their employees on this than have them study for a BA in Information and Library Management by day release for six years.

Jessup (1990) optimistically describes NVQs as a lifelong credit accumulation system which provides the possibility of bringing academic and vocational education and training systems closer together. This is starting to be achieved at DILM.

Professions

In the library environment, no matter how much learning Library Assistants undergo they will not be able to aspire to the grades afforded by qualified status, unless they complete a LIS course (post- or undergraduate) which provides the underpinning theoretical knowledge a university education seeks to offer. The Library Association went to considerable effort some years ago to establish LIS as an all graduate profession and would be reluctant to relinquish this (Johnson, 1994, p 30) despite Wright's demand (1993, p 3) that universities should consider increasing their involvement with professional bodies in the development of higher level NVQs.

Smith (1995, p 12), on the other hand, takes the view that NVQs have been designed to render existing professional qualifications obsolete, along with the professional body awarding them. He points to the large discrepancies between level 5 building designers and architects at the point of registration, making the case that the latter are far better qualified. However, the tone of his argument suggests insecurity as well as overt concern for his profession.

Conclusion

Taking into account the issues raised above, higher level NVQs for the library profession can be seen positively in the light of the following:

· They would encourage experienced Library Assistants to achieve qualified status and to be able to contribute their valuable expertise at a higher level. This would lead to greater fulfilment, and better motivation and staff relations within the workplace. Consequent higher productivity would improve the service to users (Dakers, 1993, p 20). 

· A degree in any subject might be used as evidence of a person's ability to learn, amass knowledge, demonstrate intellectual skills, grasp new concepts and respond creatively and effectively to situations (Elkin, 1994, p 32). Many Library Assistants already have a degree and find their lack of professional status frustrating and unnecessary. The underpinning knowledge afforded by a postgraduate qualification in LIS could, in my view, quite easily be provided by NVQs in the workplace which is where the most practical and useful knowledge is learned. 

· NVQs leading to librarianship status would ensure a work-based training that would satisfy employers better than many of the LIS courses run at library schools and that often seem removed from the realities of the workplace. 

· NVQs would also facilitate continuing professional development within the workplace to a set of national standards that would prove easier to translate between one diverse workplace and another, eg a local branch of the public library or an information centre in an aerospace company. It might even aid transfer to other sectors of employment. 

· Higher level NVQs might also be used to gain professional status. Recently, the Library Association altered its regulations for the achievement of Chartership by including the offer of a route that requires the production of a portfolio of documentary evidence. As Dakers (1995, p 34) points out, this mechanism is hospitable to NVQ methodology. Certainly, both this and the traditional professional development report provide evidence both of competencies in the achievement of certain tasks and of the ability to critically reflect upon them and the organisation.

Librarianship, in common with other vocational areas, must use higher level NVQs as an opportunity to benefit of all library staff and library services. What is important is that staff are well trained and encouraged to keep abreast of new developments within the profession. NVQs can add to a university education to make graduates of any discipline fit for the purpose of providing library services in whatever type of widely diverse organisation they choose to find employment as LIS workers.
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The Changing Faculties of Education

GILLIAN BLUNDEN, Faculty of Education, University of the West of England, Bristol

Abstract

University Faculties of Education are facing huge challenges in the 1990s. The causes of these are sketched out in this article. They include the implementation of DfE circular 9/92 and 14/93, the changes in the funding for teacher education and the setting up of the Teacher Training Agency.

What, however, has been the effect of these changes on the Faculties of Education? How have they affected the faculties' relationships with the wider university structure? How have teacher education curricula changed? In what ways have the relationship with schools been recast? And, specifically, what has been the response of Faculty staff to the challenges confronting them in their working lives?

This article attempts to do two things. It begins by examining the wide range of research issues involved in investigating this politically and market sensitive research topic. Secondly, drawing on some preliminary research findings of a case study of university staff, it tries to formulate some answers to the questions posed and reach some tentative conclusions.

Introduction

"The tragedy of British teacher education in the 19..s will require the perspective of history for a full recognition of its social and cultural impact. It continues to be played out in the daily lives of many, who, with their careers having been plundered to support expansion, are not cast aside or, worse still, exploited to support a dubious diversification" (Lynch, 1979 p5).

This passage does not refer to the 1990s but to the 1970s when teacher education was caught between the twin tensions of academic and professional education and teacher training with the introduction of the BEd degree. However, it might equally be applied to the 1990s, when teacher education is again confronting a massive process of upheaval. Indeed, for some of the older teacher educators who experienced the earlier changes the eras might seem remarkably similar.

This article attempts to do two things. It documents the major changes in government policy as regards the training of teachers in England and Wales during the late 1980s and 1990s. It then draws upon data taken from a preliminary piece of research conducted within a Faculty of Education that begins to document academic staff responses to their working environment in the light of the most recent of those changes.

However, firstly the article will consider some of the methodological and ethical issues in conducting a piece of research that looks at the effects of government policies on teacher training on academic staffing in the 1990s. Then I will turn to the substantive material which I have just outlined. These methodological and ethical issues inform and underpin the discussion of the paper's two main foci.

Methodological and Research Issues

The first methodological issue is one of access to the data. Teacher education is very much under public scrutiny at the moment as the government and other agencies in society focus their attention on standards in schools and related to that, standards of teacher training. Faculties of Education in British Universities have increasingly found themselves having to justify their existence to university Vice-Chancellors and Governing Bodies as their financial position becomes less and less secure. Indeed the recently formed Teacher Training Agency has just undertaken a major consultation exercise in respect of its proposed review of the funding and student allocations in initial teacher education. The perceived wisdom is that academic staff must act as ambassadors of their Faculties, and that critical analysis of the government's policies and their impact on academic staff is a dangerous and possibly counter-productive activity, seen at best as a whine and at worst as evidence of the infiltration of the country's teacher education establishments by a generation of aging hippies, incompetent at virtually everything especially the training of school teachers.

However, what is a university if it does not provide an academic home for those who can be informed critics of society? If the fear of possible adverse consequences from external forces constrains a rigorous intellectual engagement with the issues, what has happened to academic freedom? Indeed, if there is no cutting intellectual edge to the debate within and outside a university then it is unlikely to serve society and its members effectively. Nevertheless, it remains the case that within the current political and financial climate that surrounds teacher education in the late twentieth century the possible consequences for people's livelihood within an increasingly insecure employment position of the revelations of any major shortcomings in government policy is a huge responsibility for the investigator to bear.

Yet I am conducting a small-scale research project that attempts to examine the impact of the government policies on teacher training and research during the 1990s on the academic staff and staffing structures in Faculties of Education in the Higher Education Institutions in England and Wales. Lecturers within one Faculty of Education have actively co-operated with the initial piece of small-scale research that will be reported later in this article.

A subsequent piece of collaborative research into work loads and stress amongst staff in that same Faculty is being undertaken at the moment. This draws on work as to definitions of stress, and associated analyses of the existing published material (Earley, 1994; Fisher, 1994). This current article draws together some of the findings from the initial, small scale activity that was planned as a `mapping exercise' for the second stage of the project, the workload and stress survey.

The second set of methodological issues to which I briefly wish to draw attention are those that relate to an investigator researching within a context which is a familiar one. Hockey (1993) has identified a number of difficulties in such a research project, as well as a range of advantages. The disadvantages of becoming `too familiar' with the research environment needs constant triangulation and referencing to turn it to good account.

"Social entities such as cultures and organisations are themselves differentiated internally by various groupings of subcultures. This means that the `insider' status individuals bring to a research scenario may well be only partial" (Hockey, 1993, p203).

The identity that I hold alongside that of teacher-educator/researcher is of a lecturer who is active in The National Association of Teachers in Further and Higher Education (Natfhe), the recognised trade union for academic staff in the study university. My perceived status within the research institution is likely to have encouraged the co-operation of some respondents in the early stages of this research venture.

These, then, are some thoughts on the methodological issues that arise when designing a research project of this nature and which will need constant checking, external triangulation and referencing and possibly mediation in order to effect a successful outcome. I now consider the major factors that have led to change on the Faculties of Education in the late 1990s.

The Changing Faculties of Education and the External Context

The changes in the pattern of teacher education during the 1980s and 1990s from the setting up of The Council for the Accreditation of Teacher Education (CATE) to the implementation of Circulars 14/92 and 9/93 have been well documented (Judge et al 1994, McCulloch and Fidler 1994, Menter and Whitehead 1995).

During the 1980s, the Government set up CATE with powers to regulate training provision. In 1992, the Government commenced a series of major policy initiatives with significant implications for all those in Higher Education Institutions (HEIs) and schools involved in the initial training of teachers.

Circulars DFE 9/92/Welsh Office 35/92 and DFE 14/93.Welsh Office 62/93, detailed new requirements for the initial training of secondary and primary teachers respectively, and introduced pilot arrangements for wholly school-centred initial teacher training schemes (SCITT schemes) which, after the passage of the legislation, were restricted to graduates. Under these, individual or clusters of schools would take full responsibility for trainee teachers and receive funding directly.

Diversity of training routes for primary teachers was encouraged by the circulars and the Government's commitment to a licensed teacher scheme renewed. The minimum amount of time to be spent in school by all student teachers was increased and higher education institutions were required to develop `partnership' arrangements with schools, whereby teachers in those schools would be expected to accept new and greater responsibilities for training.

The 1994 Education Act established the Teacher Training Agency (TTA), with responsibility for accrediting and funding all initial teacher training (ITT) courses in England. In Wales, funding continued to be directed to institutions via the Higher Education Funding Council for Wales.

In the 1990s one of the major impacts of these changes is to organise the pre-service training of school teachers into a partnership form between schools and Faculties of Education. Some of the resources allocated by the recently established Teacher Training Agency to the initial training of school teachers will be transferred from the Faculties of Education to the schools providing training in partnership. Indeed, this has already been implemented in respect of secondary training and schools receive around about £1,000 for each training place offered. Full primary training partnership arrangements are being introduced in September 1996. In essence then for those Higher Education Institutions that do not `top slice' this income earmarked for the school placements in partnership, an Education department or Faculty merely acts as an administrative conduit of such funds. Aspects of the work of supervising and assessing the students when on school placement formerly undertaken by HE staff become the responsibility of school-based mentors, whose training was funded by HEFCE for a transitional period but not thereafter, despite a considerable turnover reported by HEIs in school-based mentors specifically and partnership arrangements in general. The Universities Council for The Education of Teachers (UCET) has reported considerable difficulties in HEIs securing sufficient school-placements for the numbers of teachers-in-training. There is also an increasing recognition of the fact that some HE providers are giving serious consideration to pulling out of initial teacher training altogether, with the consequent loss of training opportunities for potential secondary school teachers, especially in shortage subjects such as maths, science, and modern foreign languages. Research by Menter and Whitehead (1995) challenges any assumption that primary schools are likely to wish to be involved in the training of school teachers even to the same extent as the secondary schools have become. Nor have school centred initial teacher training schemes (SCITTS), one of the governments "flag ship" policies, made good the shortfall in any real sense, accounting as they did for approximately 500 of the teachers trained in 1994/95 and with a somewhat less than enthusiastic quality rating by Ofsted. Further changes in the funding methodology for initial teacher education are anticipated after the consultation exercise currently being undertaken throughout the sector and following the publication of the Coopers and Lybrand (1995) Report.

Whilst the effects of these policy changes on the patterns of training curricula, modes of assessment, threshold competences of newly qualified teachers and higher education budgets is beginning to be analysed by a number of writers (see for example Biott and Nias 1992, Elliot 1993, Hoyle and John 1995, Reid, Constable and Griffiths 1994), the implications for those academic staff working in faculties of education have hardly begun to be addressed.

At an institutional level Menter and Whitehead (1995) identified a variety of responses from the Higher Education Institutions to the transfer of training resources to schools: 42% of HEIs were reducing the number of part-time staff, 45% were reducing the number of full-time staff, 66% were diversifying activities, 40% were seeking to increase numbers and 19% were looking for cross-subsidy within their institutions. The teacher educators employed in these HEIs have variously been described as `shell-shocked' (Judge et al 1994, p 238) and `alive, well and researching and monitoring its current situation' (Reid et at 1994, p 10).

The major focus of this research project is to give `voice' to these teacher educators and to document their responses, compliance with and resistance to, the changes imposed upon them. I shall now turn to the second part of this article which brings together some very preliminary responses to the current situation from one Faculty of Education. Fisher (1994) has made an important contribution to the discussion of aspects of the restructuring of the academic labour process. The research is intended to locate the issues within a critical analysis of the wider academic debate around intellectual `deskilling', and to identify which kinds of changing patterns of academic work in the Faculties of Education can contribute to a more effective delivery of teacher eduction programmes in the twenty first century. It will be argued that unless the concerns and experiences of serving academics are `heard' by the policy makers, then any attempts at `reforming' teacher training in England and Wales are unlikely to be successful.

The Preliminary Research Study

By the summer of 1995, there had been a year of cutbacks in core academic staffing in the study Faculty of Education, brought about mainly through the transfer of funds from the University to partner schools and an anticipated fall in the allocation of primary teacher training places from the HEFCE and later TTA. It was also clear that there would be a continuing loss of staff until 1997. In all, the University anticipated that the core academic staffing in the Faculty would be cut by a third between 1994 and 1997.

In June 1995 a sub-committee of the case study faculty's board of studies suggested that a better picture of the impact of these changes on staff workload and stress levels should be obtained and a small group of staff embarked on a collaborative project, initially to audit the impact of these changes. The first outcome was a request to colleagues that they should offer the research group advice on the categories that should be used in the design of any questionnaire produced to undertake such a survey. All Faculty staff, academic, administrative, technical and library were asked to contribute to this trawling for appropriate categories into which their work could be slotted. This section of the paper concentrates on the responses of the academic staff only.

The request was for the identification of categories into which the staff could place their work activities. There was a thirty per cent response rate. What was most significant about these responses was that they were not merely lists of categories but in many cases outpourings, sometimes running to four sides of A4, of the workloads staff were currently carrying. People had seized an opportunity, possibly the first they felt they had received, to comment on their changing working environment.

Several themes recurred. The first set relate to changing working conditions as a result of the delivery in `partnership' of the ITT secondary programmes. The vast amount of travelling that respondents undertook to dispersed school placements which was not credited as `work' or allowed for in contracted hours at all was a key issue. "During the period 27.4.95 to 12.6.95 I travelled nearly 1,000 miles for the university at an average of 40 mph - that's 25 hours for which I receive no time allowance and it also involves stress and risk and being taxed on the (mileage) allowances is very irritating". The placements have become more dispersed since the introduction of the full partnership arrangements for secondary training under circular 9/92 as some schools have withdrawn from working with the university in respect of teaching placements as they do not wish the increased responsibilities that the new arrangements bring. However, one respondent added after commenting on the time involved in travel "when you are in the car, nobody telephones or knocks on the door and we do go through some lovely bits of the country". A new role for the university staff is that of training the school based mentors. "Again, there is no allowance for time training (school) staff who MISS the University-based staff development days. All depends on good will!" Thus the notion that the transfer of funds to schools would lessen faculty-based staff work loads appears to be premature.

A second series of concerns related to aspects of measured output of university staff. Much professional updating and professionally relevant activities was expected of HE staff, preferably leading to publications that would score in a (then forthcoming) research assessment exercise. "Staff who go into school on a voluntary basis to work with children/students in order to keep themselves up to date and/or try things out, collect data relevant to publication, are not credited with hours. Yet it is expected that school-focused publications will be informed by current practice... What about school governance? A number of colleagues are governors. The faculty used to encourage this and it informs our teaching but it is becoming increasingly impossible to serve through time constraints". A further change brought about by the research assessment exercise was the closer focus of funding onto fewer staff in the faculty than previously, leaving them feeling very responsible about having to `deliver' published works, with others feeling that `their potential is undermined and their work undervalued'. Nonetheless, for one member of staff "research and writing is a real roller coaster. Lots of fascinating professional activity that really buoys you up and the extreme frustration and disappointment when you can't find the time to prepare for publishing, or a project is held up and can't go ahead". Another wrote "I'd love to spend a day a week in school with children - engage in small scale research".

School teacher colleagues expected HE staff to offer a lead in professional development and university staff attempted to diversify their expertise in a responsible manner, "this involves massive research to develop lesson plans in areas staff are unfamiliar with". Another respondent wrote "we could now identify how much (or little) time we now spend doing what. It would be shocking, of course. I spend no time (almost) preparing lectures or workshops - I mark assignments very fast because the amount of time left from essential tasks (administration, eating, sleeping, meetings, writing, attending own teaching sessions) is very little. This is normal and therefore not stressful. I do work a very long day (quantifiable) - this is annoying and probably infringes my rights".

Conclusion

Academic staff in the study faculty were keen and eager to take part in this work "Thanks for doing this". "Sorry this is so unorganised - done in a hurry". "It makes me feel ill just writing all this". These higher education lecturers are at the cutting edge of the government's policies on changing teacher training programmes and the modes of their delivery in the late twentieth century. The Faculty I studied had earned the highest possible grades in recent inspections by HMI/Ofsted for both its primary and secondary training programmes and a grade correspondingly high in the 1992 research assessment exercise.

With fewer tutors and less money, seminar group sizes had increased from around 15/16 to 26 or even 36 or so. This had consequences for staff's assessment load and their ability to give early feedback to students and implications for the modes of delivery of their courses. Many of the respondents voiced their fears on the possible impact on the quality rating of the Faculty in the future. These financial constraints also affected the ability of the Faculty to invite people such as `Access' students from the local FE colleges into the classes in order to experience what HE is like, since there is often physically no space for any visitors. This may have serious implications for the Faculty's ability to recruit non-traditional entrants to teaching which the TTA itself is keen to encourage.

These then, are some of the voices from a Faculty of Education in a new university in the late twentieth century. For some of them "work can be work, but not a load. I don't carry it". For others, what is happening is destructive. "I find myself lacking enthusiasm, energy or time to pursue my hobbies (it could be my age). I have relinquished my position as a committee member in two social activities due to lack of time and energy. I `snap' at the kids for little or no reason - I don't spend much time with them and they will be grown up before I know it. Work to be done on the house is not done - why should I be spending time on a building when my job may `fold' and I could have to move again soon. The effect on this is to make my partner unhappy to say the least".

There are parallels here with many other professional occupational groups currently undergoing `downsizing' or `restructuring'. Insecurity of employment, coupled with increased work loads has arguably become a way of life for the middle classes and middle class teacher educators are no exception. However, "the initial training of teachers is a matter of profound significance to the quality of educational provision for pupils in schools" (Menter and Whitehead 1995). To ignore the warning bells from those who train those teachers who are recognised to be quality providers would be to behave with a stupidity and arrogance that would beggar belief.
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BOOK REVIEW - On the Margins: the educational experience of 'problem' pupils

Mel Lloyd Smith and John Dwyfor Davies (Eds)

Trentham Books (1995) ISBN: 1 85856 049 7 £13.95 188 pages

I am a parent governor in my daughters' school. It has forcibly hit me that I have an entirely different impression of some teachers from the one my daughters have, to the extent that I've wondered whether the moody, regularly late, inconsistent teacher whom they describe is really the same person as the super-efficient, pleasant person I know ('You can't mean Ms X with the short red hair and glasses'). I've been forced to the conclusion that the more important and useful impression is the one the children have received and that the evidence on which they base their impressions is more valid than the evidence on which I base mine.

This is also the view taken by the editors of this important collection: that the child's view is crucial in developing our understanding of schooling - and particularly for children who have been designated `problems'. Not only has the child's view been ignored in research in special educational needs, it has been systematically excluded. The argument seems to have been that if children were insufficiently rational to contribute to important matters like policy and school organisation, this was doubly true for children with special educational needs. There has always been a particularly good excuse for excluding the voice of children with special educational needs from such discussion, whether they had learning difficulties, physical disabilities or behaviour `problems'.

Fortunately things are now changing and in this book are some excellent examples of attempts to hear the child's voice. Philip Garner writes a fascinating report of new research in which he has listened to the accounts of `disruptive' pupils in the US and England. He draws some intriguing comparisons between the different methods of coping with such behaviour in the two countries and develops an interesting typology of teacher-attributes valued by pupils: teachers have to be charismatic (`I think Mrs Eden is best; she's nice and she's got a sense of humour') and disciplinarians (`Teachers like Bengo are crap because they've got no discipline'). Unfortunately for mere mortals, the ideal teacher seems to combine the attributes of Mother Theresa and Vlad the Impaler.

In her excellent chapter on the views of children about a special unit in a comprehensive school, Anne Sinclair Taylor shows that some teachers do, however, manage the seemingly impossible. As one girl put it, `Here you have jokes and everything. Teacher shouts a lot, nice when he want to be, but he can be a pain. Once I got beaten up by a mainschool 3rd year in a queue for tuck shop. Come to unit crying and explain it to teacher. He sort him out. People I love more are ... all unit teachers'.

There are some other very useful chapters in which the child's view is heard about the experiences of identification and `treatment' for behaviour difficulties, including a timely contribution on perceptions of secure accommodation.

Robert Burgess concludes with some valuable advice on some of the difficult issues in ethnographic research, especially as they relate to children who are experiencing difficulty of any kind. Particularly where children have learning and/or behaviour difficulties, there may be questions of how best to obtain consent, whether to be overt or covert, and how to gain access. These issues, as well as an outline of strategies and methods, are covered. The particularly thorny question of `whose side are you on?' when listening primarily to the child's view is also discussed.

This book skilfully weaves together two themes: that on the contribution of the child's voice and that on `problem behaviour'. Its great achievement is that it will help debate to move forward in such a way that the crucial contributions of children are included in discussion about both policy and practice. The many exciting contributions here show that there is scope for a substantial ethnography of the experience of those in the centre of special needs provisions - that is, the children themselves. It is some time since such work was completed in respect of older alienated young people (for example the brilliant `A Glasgow Gang Observed', now more than 30 years old).

Gary Thomas
BOOK REVIEW - Modernising the Classics: a study in curriculum development 

Martin Forrest

University of Exeter Press (1996) ISBN: 0 85989 486 X £22.50 (hbk)

"Latin .... needs teachers who believe in the ablative absolute. It needs men and women who have conviction about the gerund." (Anon. letter, TES 24/10/58). For those who have no memory of life before "Cambridge Latin", it is easy to overlook the transformation of the teaching of Classics in the last few decades and the significant adjustment in attitude and approach which so many teachers, with greater or lesser success, were required to make. Some may still regret that transformation, but there is no denying that it has taken place and Martin Forrest, using material from his PhD and drawing on his long association with the CSCP, attempts to trace its origins and then provide an historical account of the early years of the project and its influence. Thorough research and extensive reference to archival sources have resulted in a clear and interesting account of how the teaching of Latin has changed and why.

Within the stated limitations of the book, with no account of the CSCP beyond 1970, Forrest provides many insights into the workings of the project, although there is little on the rationale behind the course nor a thorough critique of its method, perhaps reflecting Forrest's paralinguistic role on the project team. The tensions within the project are mentioned, with reference to the less than central role of the linguistic consultant and the frustrations of the need to concentrate on development rather than research, but the causes are not always made clear and the reader is left wondering what linguistic alternatives were rejected in producing the now familiar course. Particularly surprising, given the subsequent influence of the CSCP, is the speed with which the course was put together and the constant problem of subordinating everything else to deadlines.

It is in sections on "Classical Studies" that the account really comes to life, with a more personal view of the project. Especially interesting too is the detailed historical account of the early years of the debate over the future of Classics. The influence of the CSCP is made clear and the speed and extent of change is astonishing, especially given the documented resistance of a number of highly influential figures within Classics. This study should be interesting reading for all those involved in Classics and particularly for those who taught through the change.

Tim Wheeler
This review first appeared in JACT REVIEW, the Journal of the Association for Latin Teaching and the Joint Association of Classical Teachers, No: 20, Summer 1996. It is reproduced with kind permission of the Executive Secretary of JACT.
