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Editorial

Alongside a number of other events, the publication of this fifth issue of The Redland Papers marks the celebration of 50 years of teacher education at the place that is nowadays the Redland Campus of the University of the West of England, Bristol. The seven articles, several of which were specially commissioned, provide insights through an examination of historical material or by reference to historical themes. Some refer directly or indirectly to the lessons we may take from different periods, issues or individuals within the provision of teacher education as it has developed since the first students arrived at Redland in 1947. The final paper uses the broad history of models of teacher education to contextualise a new and forward-looking model of partnership.

In prospect it might seem that such a collection would necessarily become inward-looking and parochial. However, the papers collected here cannot be described as either. The local detail they give is always contextualised and/or interpreted via wider matters such as political and organisational change at sectoral, regional and national levels.

In the first article, Judith Stewart examines the development of teaching resource libraries at Redland since the mid-1960s and the way that several phases of development are linked to wider change in the world of teacher education, such as the introduction of the National Curriculum and recent shifts to more school-based training.

The second paper, by Martin Forrest, tells the story of Robert St John Reade and the struggles which led, finally, to the construction of "the Reade" student accommodation. Here we see a clear indication of the inescapably political nature of educational provision, and amongst many other insights, a glimpse of the power of the Robbins report in the way it appears to have given direction and leverage to a particular view amidst fierce local argument.

Next, a paper by Bill Evans takes a novel approach to exploring something of the preparation and appointment of teachers in the earliest days of the Gloucester and Bristol Diocesan Training School, later to become St Matthias College. In an intriguing account which makes detailed use of historical records, Evans follows the fortunes of Julia Long, the first student to "graduate" from the College at the end of 1853.

The fourth contribution to this issue, by David Crook, takes the form of an account of the origins of Redland College in the context of the post-war emergency training scheme. The scheme itself is outlined and some attention given to its reception in contemporary published accounts. Crook goes on to assess the impact of the scheme on teacher professionalism, arguing that the existence of two contradictory routes presented difficulties for the raising of the status of the teaching profession. He also argues that, as one of 21 "emergency" institutions which went on to become permanent sites of teacher training, Redland might provide an ideal case study of the scheme's legacy.

In the fifth article, Jennifer Bone offers an account of the merger of Redland and St Matthias colleges with Bristol Polytechnic in 1976 and the establishment of a Bachelor of Education course which, as well as being successful in its own right, provided a secure foundation for a series of later revisions. Although the article underplays the author's own considerable contribution to the developments, it points clearly to a number of organisational and cultural factors (such as the professionalism of staff and their willingness put differences aside to work together for specific goals) which between them enabled a successful outcome.

A joint paper by Gillian Blunden and Martin Forrest forms the sixth contribution. This documents the development of Access routes into the Faculty of Education initial teacher education programmes since the mid-1980s. Some quite fundamental changes in the way this work is arranged are discussed in relation to such matters as shifts in the funding methodology. However, the authors argue that the developments can be understood as consonant with the abiding aims of an equal opportunities policy.

The final paper in this collection looks forward. Its joint authorship reflects its main concerns. Kate Ashcroft, John Davies and Richard Riddell trace the changing "orthodoxies" of teacher education and the recent political context within which these have changed. They argue that a partnership at the level of a university faculty and a local authority, underpinned by particular shared commitments and a strategic approach to staff and whole-school development, offers a powerful tool in the enhancement of professionalism and the raising of achievement.

It is the editorial group's intention that this issue of The Redland Papers should be read as a contribution to the celebrations of 50 years of teacher education at Redland. It is worth taking a moment to consider the way in which we all like to "bracket off" such periods of time and what purposes this may serve. Does it provide us with a kind of socially permitted opportunity for nostalgia, or a reassurance (perhaps taking comfort in the degree to which some things have changed, or others stayed the same)? For some it means a painful re-visiting of matters they thought were safely in the past. Surely, any of these are important functions and should not be underestimated in terms of their importance in all our lives: they are some the ways in which we know who we are.

Of course, historians (and those of us who borrow some of their methods) constantly put markers around different periods in order to make sense of social change. Debate about whether a period is continuous or discontinuous is a regular epistemological problem across many disciplines. The articles in this collection help us to begin making sense of the past 50 years, though clearly a lot more work would be required to arrive at a comprehensive account of teacher education over that time. For now, the only claim we might wish to attach to the period 1947 to 1997 is that it has been a period of great change, especially in teacher education. Much of this change has been felt (and of course contributed to) at Redland, and it always connects in interesting ways with the lives of individuals.

But whatever its utility for such understanding, the bracketing off of a period of history is also an invitation to look forwards, to take stock of where one is and where one is heading. This is as true of our "50 years" theme as it is of the current celebrations of the 500 years since John Cabot sailed from Bristol to Newfoundland in his Matthew. What kinds of reflections ensue? One might begin a long list by taking some of the bigger themes of the articles in this collection. When we look back at the many political aspects of change in education it draws our attention to the cautious optimism accompanying the election of a new government and the implications this will have for the educational world. Whilst the parallels are limited, reading about the impact of the Robbins report reminds us that in higher education the Dearing review is awaited with great interest and some misgivings. Again, the struggles and settlements of past mergers have some resonance with the contemporary situation in further and higher education, where various institutional mergers are under discussion up and down the country. This list could go on.

For those working in (or in conjunction with) the current programmes at Redland, looking forward includes thinking about the possibility that Redland may not for much longer remain as the site of UWE's Faculty of Education. Maintaining high quality in the changing climate of teacher education and higher education may mean moving to a new home elsewhere in Bristol. Whilst we celebrate a successful - if at times turbulent - 50 years at Redland we should remember that it is primarily a celebration of people and their ideas. Buildings are an important but secondary consideration in this context, since they are the physical manifestation of people and their ideas! A move of site may be the best way to ensure that the Faculty continues going onwards and upwards.

It is my hope that the papers in this collection will inspire all kinds of "taking stock" by people who are perhaps only distantly, or recently, associated with the education of teachers as well as by those who have been at the centre of it for a longer time.

The Development of Teaching Resource Libraries for Teacher Education at Redland

JUDITH STEWART, Subject Librarian, Faculty of Education, University of the West of England, Bristol

Abstract

The Redland Campus Library of the University of the West of England has extensive collections of children's books and audio visual materials to support the work of student teachers in school. The development and evolution of these collections is described, and placed in the context of the educational climate of the period from the mid 1960s to the present.

Library provision for teacher education has long been recognised as having an extra dimension to that for other higher education courses. The Library is not only involved in the education of students to degree level and beyond, but also in enabling student teachers to develop their practical teaching skills in the classroom.

The value of providing professional materials was discussed in the Hadow Report of 1928. The report emphasised the importance of books in schools, and therefore the value of training teachers to evaluate and choose books both for the classroom and for the school library. The Report suggested that

"the colleges could form their own collections of school books of different types which might be arranged as a separate section of the college library" (Great Britain, Board of Education, 1928)

and noted that this was already the situation in several colleges. The report also noted the need for students to have the time and facilities for examining the books. A survey conducted by Robinson and Smith in 1938, reported that some colleges had books and illustrations for teaching practice use kept separately from the main library. The authors saw these as "an essential part of a training college's equipment". The importance of the "Teaching practice library" was later emphasised by W.H. Shercliff:

"Librarians in Colleges of Education believe that one of the aims of teacher training is to provide prospective teachers, by the end of their course, with experience, confidence and skill in the use of the tools of learning" (Shercliff 1966, p 60)

From the same period, among the functions cited in the 1967 Guidelines from the ATCDE/LA (Association of teachers in Colleges and Departments of Education/Library Association) it is the aim:

"To help students become familiar with modern children's books, a representative collection of textbooks and audio visual materials, and to suggest to them the potentialities of school libraries"

The changes and developments in teaching and learning methods in the 1960s influenced the development of professional materials collections in College of Education Libraries. It became common to find a range of audio visual materials alongside the collections of children's books that students used in school and college. The concept of the resource centre became increasingly familiar.

Bleasdale (1984 pp 156-7) notes that Librarians in Colleges of Education had the opportunity to be fully involved in the movement from the teacher as a provider of knowledge to the teacher as manager of a learning situation. This movement influenced the role and function of the professional Librarian within the college, with an increasing emphasis on information skills and the practical skills needed to use new materials in the classroom.

The growth of the Children's Library and the Audiovisual Collection at Redland not only reflect the patterns described in the literature: to a large extent in the 1960s and 1970s the Library was at the forefront of innovation and developments in this field.

The role of the Tutor Librarian was crucial in this development, providing a direct link between the management of the Library and the academic curriculum of the college. The post was vital in persuading the College that the Library had a central role to play in its academic life; and Redland was particularly fortunate to have Jenny Parmenter in this role. Mrs Parmenter came to Redland in 1966 having been a teacher in a South Bristol comprehensive school. She was, and still is, a person with great energy, huge determination, and a commitment to teacher education and libraries that has inspired many who have worked with her and been taught by her. Jenny worked with June Price, who was the College Librarian from 1964, to develop the services and facilities that made 'learning resources' come alive for generations of students. Obviously the development of the professional collections at Redland has been a team effort by all those who have worked here over the last thirty years, but the vision, and the drive to make it happen against considerable opposition, came from these two remarkable people.

Jenny Parmenter was aware that students and beginning teachers had appreciated the growing emphasis on individual study and discovery methods, but were often ignorant of the wide range of learning resources needed to support this mode of work. She brought to the Library the belief that "The library had to become far more of a communication centre than a book distribution point, encouraging students to turn to a range of resources in different media for information and experience" (Parmenter 1971).

The ensuing arguments for the space, staff and money to develop collections of children's literature and audio visual materials were pursued alongside the beginnings of the physical collections. Jenny rarely waited to be granted permission before starting what she believed to be the right thing to do.

The development of the Children's Library

The Children's Library began as a collection of 100 books in 1966, and by the end of the following year had its own space (now the Senior Common Room and the Partnership Office), and a stock of 2000 volumes. By the end of 1969 it was recognised as "The Children's Library" and was developing its own character as a different collection and service to the main academic library. A full time Assistant Librarian with responsibility for the Children's Library was not created until 1977, when a Library Assistant post was also created to give extra support. Before this, the children's collection had been one responsibility among several others for one of the two Assistant Librarians. These staff not only dealt with the day to day administration of the Library, the book selection and technical processes, they also provided a valuable enquiry service to students based an a sound knowledge of children's literature and the issues that surround it.

The aims of the Children's Library, established in its early days, reflect the philosophy of the literature:

· To enable students to become thoroughly acquainted with the wide range of books, fiction and non-fiction, available to children and young people. 

· To provide materials for students to use on teaching practice. 

· To provide a sound basis for the consideration of the organisation of a library service in schools.

In working to achieve these aims, the library became more a professional workshop than a bookstore. It was a busy, productive, often noisy place, where students worked collaboratively on projects for school or college. Throughout the 1970s the Library operated a self-issue system, whereby students signed a card in each book, and left the card in a box to be filed later by Library staff. This meant that it was not necessary to have Library staff present in the Children's Library at all times. Students had the responsibility of borrowing only their allocation of six books while in college, and twenty for Teaching Practice. Some, of course found this more difficult than others, as demonstrated on one memorable occasion when a student was found to have 83 books.

The policy for developing the Children's Library collection was to buy one or two copies of a very wide range of novels, and picture books. Selection reflected the issues and debates of the time. For instance in the 1960s and 70s it was policy not to stock titles by Enid Blyton, her American equivalent Laura Lee Hope, the formula school stories or adventures based on horse riding. In more recent years we have avoided series of books related to TV programmes, and children can discover that Cinderella went to the ball long before Walt Disney made it happen. The aim has always been to extend both students' and pupils' experience of children's literature.

Selection and relegation policies were obviously affected by the debates about race, gender and stereotyping in children's literature. Staff had to deal with the dilemma of censorship, and whether we were serving the students' best interests by excluding some material from the collection. After long debate, it was decided only to withdraw resources if they portrayed blatant stereotypes, but to have a means of identifying material that should only be used with children with care, and usually after consultation with a tutor. This was achieved by means of a label on the book declaring "It has been suggested by a reader that this book is controversial because ............ Take advice before using it in school". Students were encouraged to identify books or stories that they felt portrayed unacceptable attitudes, and to discuss these with the Children's Librarian. In this way management of the collection reflected the Faculty and Departmental policies which have encompassed such issues as equal opportunities and language.

The development of the Audio visual collection

The Audio visual Library started life as a box of donated and free pictorial material in 1967. Students would come to a makeshift issue desk positioned across a Library office door, and ask for materials for their topics. This created a good deal of traffic and noise in what was then the main A Floor corridor, and so by 1969, the AV collection also had its own space in Studio 2, above the Children's Library. At the time it was not seen as ideal for this collection to be physically separate from the main Library, as it detracted from the concept of audio-visual materials as alternative but equally valid sources of information, and reinforced the view that audio visual provision was a "frill" rather than an integral part of the Library service.

Until 1977, the AV collection was only open in the afternoons, although students had access to the card subject index at any time. The aims of the Audio visual Library were:

· To provide a varied collection of audio visual material that will enable students to be aware of and to evaluate available materials. 

· To have readily available materials on a wide range of subjects for students to take into school on Teaching Practice. 

· To reflect the situation and curricula in schools, and also to lead in this field so that students have something new to take into schools. 

· To provide materials that show the possibilities of self-made material on a low budget, and reveal a flexibility of approach. 

· To provide materials for work at the students' own level so that they see the relevance of less traditional information sources in their own study.

The audio visual collection also developed its own distinct atmosphere, becoming a lively workshop as students investigated a range of materials and learnt how to use filmstrip projectors, slide carousels, episcopes, and the (then) latest technology: video tape recorders. Heavy use was made of the collection for Teaching Practice and also in the preparation of displays and schemes of work.

As with children's literature all students took courses in the selection, evaluation and use of audio visual materials, sessions that were mostly taught by the Tutor Librarian. The assistant Librarian with responsibility for the AV Library was supported by a part time technician who maintained and supervised the use of the growing collection of hardware, and also tutored workshops on the use of equipment.

The Curriculum collection

Alongside resources that could be borrowed for work in school, the Library has developed a collection of reading schemes, maths schemes, and curriculum materials for students to examine and evaluate as part of their work in college. Starting with Janet and John and Fletcher maths (more properly known as Mathematics for Schools), the collection has reflected the evolution of the school curriculum through the years. Key developments such as the Schools Council materials, and experiments such as the Initial Teaching Alphabet have been represented. In the 1980s a collection of business games and simulations was developed for the Business Studies students. The National Curriculum had a major impact on publishing in this area, and a wide range of new materials have been added to the collection covering not only the traditional subject areas, but also cross curricular themes and areas such as Personal and Social Education. The Curriculum Collection is heavily used by students as a source of ideas and topics in their preparation for school experience. As with the other teaching collections, library staff work closely with academic staff to ensure the collection stays up to date.

The 1980s brought a period of rapid and far reaching change for the library at Redland and the context and culture in which it operated. There were developments in the culture of Higher Education, in Teacher Education, in technology, and in the economic climate, all of which impacted on the Library service.

The most obvious change for the Faculty of Education was its expansion to include the Department of Nursing Health and Applied Social Studies to become the Faculty of Education and Community studies. For the Library this meant a radical extension of subject coverage in both provision of materials and enquiry work. With no extra staffing there was a long period when the energy and effort available for the library service to teacher education was inevitably diluted. The importance of the role of the professional materials collections was viewed with great scepticism by some academic colleagues; they were no longer of central relevance to all of the work of the Faculty.

In 1984 further far reaching changes affected the Library service, in particular the Professional materials collections. First there was a physical reorganisation of the Library as part of a general reorganisation of accommodation on campus. This brought the Children's Library and the AV collection within the main Library area, with a considerable loss of space for the more creative side of their work, the displays and group work. Access to Professional materials was now through the main Library, and users and staff perceived them as being tucked away, a low priority, and as a result the collections lost their essential character. This situation was exacerbated by changes in staffing and funding that happened during the same year.

From September 1984 the staffing structure of Redland Library was brought into line with the other Polytechnic site libraries. The post of Tutor Librarian for the faculty was abolished, and the Librarian formerly responsible for the day to day administration of the Library and for subject enquiry work, assumed the dual role of Site librarian and Subject Librarian for Education. The role of the Tutor Librarian in Education libraries has been recognised as being unique (Bleasdale 1984, pp 155-6), and the loss of this post meant that the library no longer had its direct link into the initial teacher training curriculum. Significantly, a revision of the BEd degree being phased in at this time did not offer the courses on learning resources and school libraries that had been previously been taught and supported by the Library. The change in the culture of teacher education that was epitomised by these developments has been described by Naish (1990, pp 28-29).

The education library service did not fare well under new methods of allocating funds, and with less money to spend, it was decided that the professional materials collections should take second priority to academic books and journals. Consequently, the students found collections with ageing and out of date stock that was not developing to reflect the curricula changes in school or college, and the staff found it increasingly difficult to promote collections that they knew to be unsatisfactory.

The period up until 1989 was one of enormous academic expansion in the Faculty. New courses were introduced in both departments and in Education there was an expanding programme of in-service courses for teachers. These made a wide range of demands on the Library service which had few extra resources. An integrated Library computer system was introduced in 1988 which, though ultimately a development that greatly improved the service, was for a time a source of increased workloads, and higher stress levels. The effects of automation on Library staff and users have been very well documented. Various writers, for example: Luquire (1983), Hunt (1986), Prince & Burton, (1988), Palmini (1994), have noted the concerns of staff about de-skilling and job satisfaction, and the fear and mistrust of computer technology shared by library staff and users. New working practices were introduced, and had to be assimilated. Library users and staff had to become familiar with new regulations as well as the opportunities offered by computerisation.

Following institutional incorporation in 1988 the Polytechnic committed itself to wide ranging improvements in the Library. At the most basic level, materials funds improved, and we were able to look at refocusing and rejuvenating collections of professional material that had become dated, unwieldy and inaccessible. The Library service for Education also benefited from the Faculty returning to being totally focused on educating teachers, so that the added dimension of the service was again valued and supported.

Following the introduction of the National Curriculum, the focus of the materials in the Audio Visual collection, and the information books in the Children's Library, had to change to reflect a greater level of prescription in the school curriculum. Students and teachers were no longer free to negotiate topics between them. We found that instead of students choosing from a wide range of topics, many of them were asked to cover the same topics, for example invasions, the Victorians, electricity or nutrition. Duplication policies had to be revised, and it was a challenge to find a wide range of materials on the curriculum topics. The increased budget enabled the Audio visual Librarian to embark on an extensive programme of relegating older and irrelevant material (Morse, 1988). The range of media held was also streamlined in response to changing classroom practice, and students' and children's preferences. The film loops and large sets of OHTs had disappeared some years before. Now the filmstrips and, to some extent, slides succumbed to the power of the video. Similarly, multimedia kits comprising slide tape presentations were also replaced by videos. Simple picture material continued to have a place in the collection, through thematic folders of "home made" sets of pictures from magazines, and through an extensive poster or chart collection.

Updating the stock was not enough, however, and we embarked on a project to revitalise the AV collection. We were able to refurbish the AV rooms with bright and attractive new shelving, tables and chairs, and brought AV materials back into the mainstream of library materials by adding them to the computer catalogue. This was a project we had waited a long time to undertake, and we were able to achieve it through an Employment Training placement. As a result, the audio visual library became once again a lively, busy and well used collection, providing a range of resources to extend the teaching and learning experience of student teachers and their pupils. Through work with academic colleagues, and user education focused on the collection, it has again become integrated into the work of the faculty.

Similar projects have been undertaken in the Children's Library and with the Curriculum materials. Extensive relegation of outdated material has taken place, and five years of a healthy budget have enabled staff to rebuild a fine collection of children's fiction and information books. In the past the Children's Library has often been considered as a resource aimed mainly at primary students. As the PGCE Secondary programme has developed so has the range of secondary material to include resources in history, geography, science and modern languages. An expanding collection of fiction for teenagers is an important resource for all secondary students, and is of particular value to those training to teach English.

Developments in information technology have been reflected in the media held in the Teaching collections. BBC Microcomputers and software were introduced during the 1980s, and more recently the range was extended to include Nimbus and Archimedes software. As discussed elsewhere, (Emery, Pemberton and Stewart, 1996) issues of copyright and security have discouraged the extensive development of software in collections of teaching materials, especially as it has not been possible to lend software for use in schools. Video discs were represented by the BBC's Domesday project, which provided a unique electronic encyclopaedic snapshot of Britain in the early 1980s.

The nature of the professional collections continues to evolve. A collection of multimedia CD-ROMs is currently being developed. Some of these reflect the topics of the National Curriculum, others provide cross curricular databases of picture material or multimedia encyclopaedia. It has been many years since a medium has been seen to grip the imagination of children and adults alike, and to provide easily accessible attractive and relevant information. Students still need guidance in using the technology in the first instance, and CD ROM materials are critically evaluated in the same way as books and other media, but they are a very exciting development in teaching materials.

The facility of lending many items of material for the duration of periods of School Experience has always been central to the success of the Professional collections at Redland. This service has evolved with computerisation, and with the introduction of more school based training. Currently students may borrow up to 40 items (books and audio visual materials) from the Library for the duration of their placements, however long.

There is a growing, though as yet undocumented, debate among Education Librarians concerning the continuing relevance of "teaching collections". Some hold the view that schools should provide teaching materials for the students they support on the school based part of their training. Others may question spending scarce University funds on picture books and posters when other priorities are legion. However, with the current emphasis on transferable skills at all levels of education, children are learning to use information and resources from an early age.

"Before pupils can become independent users of information they need to learn which resources to choose, how to find and select information, and how to make the best use of it" (Robertson, 1992)

Beginning teachers need to have experienced a wide range of learning resources during their professional education in order to develop their own skills before guiding children in their development. At Redland we have a saying that the "end of the chain is with the child" - an aphorism that originated with Jenny Parmenter, and is as true for 1997 as for 1967.
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In Memoriam - Robert St John Reade

MARTIN FORREST, Faculty of Education, University of the West of England, Bristol

Abstract

The late Alderman Robert St John Reade was a doughty political campaigner. This short paper will briefly refer to some of the causes of public concern, with which Reade became associated during his lifetime and for which he campaigned with great vigour. The main focus will be upon the last political battle which Reade fought on behalf of the teacher trainees of Redland College, the final resolution of which did not take place until after his death. This was the successful campaign to increase dramatically the availability of residential student accommodation at Redland, a matter which a whole generation of students in higher education, at the former Redland College of Education, at Bristol Polytechnic and latterly at the University of the West of England should now have cause to celebrate.

Introduction

Present-day students who temporarily make their home at the St John Reade Hostel all too often appear to know little of the eponymous figure whose name was so fittingly bestowed on their hostel (Redland Minutes 10/2/66). Yet in the middle decades of this century, the name of St John Reade was synonymous with Bristol Labour politics and in particular, with the pioneering of comprehensive education in the City and County of Bristol. When he died in 1965, Reade had given long public service to the Bristol community, having served as city councillor and later Alderman, for an almost continuous period of 28 years (Bristol City Council Diaries 1937-1965).

Robert Francis St John Reade was a socialist through conviction, having seen at first hand the poverty which existed in the London slum parish where his father was a vicar and where he himself had been born (Winterbottom 1990). Reade developed the passionate belief that the class barriers in British society could be removed through the development of universal comprehensive education and he was instrumental in ensuring that Bristol City Council was an early exponent of a comprehensive schooling policy.

Reade himself had received a privileged education at Radley College and subsequently at Magdalen College, Oxford. After graduating, he embarked on a teaching career and from 1921 was employed as a modern languages teacher on the staff of Clifton College, Bristol (Clifton College Register 1947). In 1927, Reade entered the hustings for the first time in the Bristol Municipal elections as Labour candidate for Clifton South Ward, then a hopeless cause for Labour. Reade campaigned unsuccessfully in a succession of City Council wards through to 1933 (Beaven). It was only when another member of the College staff chose to stand as a candidate for the Citizen (anti-Labour) Party, that the College authorities sought to put an end to their employees standing as local government candidates. Reade was dismissed from his post in a manner which today would provide clear grounds for a claim for unfair dismissal. A recent account of the affair by Winterbottom (1990), is based in part upon Reade's lengthy and increasingly acrimonious correspondence with the Headmaster.

Dismissal from his post at Clifton College did not affect Reade's determination to participate in local politics. If anything, his experiences at Clifton reinforced his determination to make his mark on the local government scene by winning a seat on the City Council. In 1936 he re-entered the fray and won his first seat in Horfield. Thenceforward, Reade was to serve continually on the City Council, first as elected representative for Hillfields Ward and from the early 1950s, as Alderman.

The Clifton College magazine commenting on Reade's departure offers the sole cryptic comment:

'We have this term to say good-bye to Mr R.F. St J.Reade, who has been a Master since 1921. We shall miss his patient and interesting teaching, and we shall miss him too upon the river, where he has given us much valuable help'. (The Cliftonian March 1934 p.194).

The choice of the word `interesting' suggests that Reade's political views may have featured in his lessons and that his pupils found the experience stimulating.

St John Reade, the politician

Examples of political causes that illustrate Reade's contribution to public and political life, include the issue of prohibitions placed by some employers upon parliamentary and local government candidates, of which he himself had been a victim, and which he raised on two separate occasions at Labour Party Conferences.

Reade's contribution to the development of comprehensive schooling is of both local and national significance and that contribution is worthy of more extensive treatment in a separate article. Although Reade is best remembered in Bristol for his seeking to secure equality of opportunity through comprehensive education for all school pupils irrespective of social class, it is less well known that he also played an important part in the national debate about comprehensive education. However, the fiftieth anniversary of teacher training at Redland, makes it more appropriate to focus here on his campaign to extend residential accommodation for the students at the former Redland College, an institution which he had served as a governor from its earliest days.

Student accommodation

The whole matter of student accommodation must be seen against the national expansion of teacher training in the post-war period. Redland Training College owed its origin to the Labour Government's post-war expansion of teacher training and had been set up as one of a number of emergency colleges. The original college had been designed to accommodate 150 students, with 50 in addition attending as day students. Accommodation was provided in a number of old houses converted to hostel accommodation at the Redland site. Some of these were demolished to make way for the new main college building on Redland Hill in the early 1960s whilst others are still in use today, though as teaching accommodation. After the immediate emergency was over, the Bristol Education Authority continued to run the College as a Local Authority Teacher Training College, expanding their provision in line with national needs. As the College had expanded, the shortage of appropriate accommodation had become more and more acute. A comprehensive plan in 1961 outlining students' accommodation estimated that by September 1962, there would be 450 students attending the college. It was expected that the majority of students (300) would by then be in lodgings while 60 would be based at home (Redland Minutes 1/12/61). According to these figures, it appears that a mere 90 students (or 20%) would be in hostel accommodation. Two years later, the meagre percentage of residential accommodation at Redland was contrasted unfavourably with the level of accommodation provided by other teacher training colleges which was said to be in excess of 60% (Western Daily Press 4/7/64). Whatever the existing accommodation needs might be in the early 1960s, the publication of Lord Robbins' report in 1963 called for a massive expansion of higher education, with the student body rising nationally from 216,000 in 1962/3 to 390,000 in 1973/4 with a further expansion to 560,000 by 1980/1 (Robbins 1963). One major area designated for future expansion would be teacher training colleges and the development of degree courses for intending teachers.

In January 1963, the Governors in their anxiety to expand student accommodation, decided that they would seek to acquire a property known as Ivor House in Durdham Park, close to the main College buildings. The owners had originally applied in 1961 for planning permission to build multi-story flats but their application had been turned down by the Planning and Public Works Committee. The Governors' quest was rendered even more urgent by the announcement on 5th February of a national plan to expand teacher training in response to the Robbins Report (Bristol City Council Minutes 14/7/64). A meeting took place with the owners' representatives on 22nd March at which the City Valuer as well the District Valuer were present, as also were officers of the Education Committee and the Principal of the College (Redland Minutes 10/4/63). The owners, whilst they were said to appreciate the accommodation difficulties faced by the College, had already formulated alternative plans for the site and had submitted plans for developing the site as a hotel (Redland Minutes 20/5/63). In May, the Labour Party had regained control of the City Council and Reade became Vice Chairman of the Education Committee. It is not surprising to find that the Labour-controlled Planning and Public Works Committee refused the hotel application and gave the go ahead for hostel development. However, the owners for their part had refused to take this decision lying down and had submitted an appeal to the Ministry of Housing and Local Government (Redland Minutes 7/10/63). A planning enquiry was held on 4th February 1964 and by mid-summer the Conservative Minister in Whitehall (Sir Keith Joseph) had announced his decision to uphold the property owners' appeal. This decision was reported to the Further Education Committee and the Chief Education Officer was asked to raise again with the owners the possibility of a long-term lease (Bristol Further Education Committee 16/6/64).

Reade and other members of the Governing body, however, were not prepared to leave matters to the mercy of the site's owners. Arrangements were made to hold a special meeting of the Governors at the City Council's premises on 25th June to consider a more radical response to the Minister's letter (Redland Minutes 25/6/64). This meeting took place on the same day as the next scheduled meeting of the Education Committee which was expected to receive a report from the Further Education Committee held ten days earlier. Faced with the Housing Ministry's refusal, the Governors of the College showed that they were more determined than ever to press ahead with their plans and were resolved to use compulsion if necessary to ensure a successful outcome. It is clear from what subsequently transpired that Reade, along with the Chairman of Governors, was the driving force behind this move:

"..the governors reaffirm the absolute necessity for hostel accommodation to be provided on the Ivor House site and ask the Education Committee to take every possible step to secure this, even to the extent of making a Compulsory Purchase Order." (Redland Minutes 25/6/64).

The resolution was piloted through the Redland College Governing body by their Chairman Rev Rupert Davies, who was an added member representing the Bristol Nonconformist Churches on the Education Committee. There was only one dissenting voice, that of a Citizen Party councillor who represented the Redland area and who also served on the City's Planning Committee.

On the same day at the meeting of the Education Committee, fortified by his fellow governors' decision, Davies proposed an amendment to the minute which had previously been agreed at the Further Education Committee calling for discussions with the owners of Ivor House regarding the possibility of a long term lease. Instead of the original proposal, the recommendation of the Redland College Governing Body was inserted and agreed by 22 votes to 9. The Chief Education Officer was authorised to prepare the necessary report to go to full council on 14th July. It would appear from the voting figures that Davies' proposal was thus endorsed along party lines with the Labour members supporting the move and with the opposition Citizen Party representatives voting against (Bristol Education Committee Minutes 25/6/64).

However, the decision of the Education Committee to use compulsory purchase powers, did not meet with universal approval among the majority party on the City Council. At the Labour Group of councillors which met on the Friday of that week, a majority decision was made (no doubt after a heated and somewhat acrimonious debate) to oppose the issue of a compulsory purchase order and the Chairman of the Education Committee, Vyvyan Jones, was instructed to call an extraordinary meeting of the Education Committee with a view to reversing its earlier decision to go for the compulsory purchase of Ivor House.

The Chairman and fellow members of his party on the Education Committee who had gone along with the initial decision were now faced with the embarrassment of having to go back, in public, upon their decision. Such a reversal would require suspension of standing orders to enable the matter to be reopened within a sixth month period and to allow the matter to be discussed at short notice. However, the controlling Labour Group had made their majority decision and Vyvyan Jones, despite the embarrassment, would be required to reconvene his committee.

The strength of feeling within the Labour Group which led to this urgent move to curtail the Education Committee's enthusiasm for compulsorily purchasing the site of Ivor House may, on the face of it, have seemed strange to the general Bristol public. The City Council had in recent years been making extensive use of compulsory purchase powers in relation to the clearance of what was regarded by the Council as substandard nineteenth century housing. Even at this time, the acquisition of properties through the use of Compulsory Purchase Orders was continuing apace in the inner city, where elaborate plans were being implemented for a combined housing and road development. The leadership of both the Planning and Public Works Committee and of the Council as a whole had a major commitment to their central redevelopment plans. However, there had already been mounting popular opposition to the use of compulsory purchase powers a few years earlier when two experienced inner city Labour Councillors (one of whom was completing his year of office as Lord Mayor) had lost their supposedly safe seats to candidates from the Easton Home Defence Association. This ad hoc group were opposed to the radical manner in which the Council was redeveloping their community, purchasing through compulsion their modest but hard won homes and offering relatively paltry sums of money in compensation. The second of these defeats had coincided with the Labour Party losing control of the City Council. With these traumatic electoral shocks still very much in mind, it would seem that the Council's leadership did not take kindly to the extension of compulsory purchase powers to projects which were not central to its major development plans for the city centre. The Chairman of the Planning and Public Works Committee, Councillor Wally Jenkins, who was also Leader of the Council had already accepted the decision of the Minister that the building of a hotel on the Ivor House site would go ahead and had announced this in full committee on 24th June, the day before the Education Committee had made its original decision.

An extraordinary meeting of the full Education Committee was duly convened on 3rd July at which a resolution to rescind the decision of 25th June was moved. To judge by the press reports of the meeting, the debate about whether or not to reverse the original decision took place amid scenes of high drama. Reade chose to remain consistent by refusing to accept the reversal of a decision already made and chose to defy his party by speaking and voting against his colleagues.

So strongly did Reade feel on this occasion that it is reported he challenged his colleagues to throw him out of the room or, if they wished, even out of the Party (Western Daily Press 4/7/64). The Labour motion to reverse the original decision was lost by 13 votes to 12 when Reade was joined in the vote by one other rebel Labour councillor, two added members and by seven Citizen Party candidates. The Citizen councillors as their leader claimed in his conversation with the press were not themselves in favour of compulsory purchase orders. They had, after all, voted against the original proposal to acquire Ivor house in this way (Bristol Evening Post 25/6/64). On this occasion the Citizen group's decision to vote in favour of the original decision was allegedly motivated by their objection to Labour's political manoeuvring. (Western Daily Press 4/7/64). The fact was that the Citizens were able to seize a golden opportunity for embarrassing the ruling party.

The full proposal for the acquisition of Ivor House together with the adjacent property of Wallcroft House having now been passed by the Education Committee went before the full City Council which was scheduled to meet on 14th July. The Compulsory Purchase Order was prefaced by a lengthy explanation of the circumstances in which the Education committee now found themselves. The Robbins Report, members were told recommended that a college of less than 750 should be regarded as exceptional and that the present college of just under 500 could expect a rise in numbers of 50% over the next few years. The logistical argument was complemented by a strong plea to bring the college into line with other teacher training colleges in the country. Hostel accommodation it was argued should be provided for all students who do not live at home, since communal living was seen as part of the educative process.

The details of this proposal as a solution to the student accommodation shortage were starkly revealed in the published council agenda papers. At the council meeting, it was left to the Labour leader to move the deletion of that element in the agenda item which referred to the acquisition of Ivor House by compulsory purchase and to insert an alternative proposal involving further negotiation with the owners. The matter would be referred to a special committee, thus removing it from the exclusive preserve of the Education committee and ensuring that the leader and members of the Council who were concerned with planning matters were central to any agreement which was reached. These changes as proposed by the Leader were carried with 75 members voting in favour and 8 Labour members (including Reade) voting against. A further 9 Labour members abstained from voting. The proposal not to go ahead with compulsory purchase of the Ivor House site was thus carried by the combined forces of both political parties but with a small but not insignificant number of Labour members defying their party whip.

The Labour leader's substitution, namely to refer the urgent matter of student accommodation to a special committee was a carefully honed alternative solution designed to appeal to most members of the Labour Group and one which would reassure the majority who were not members of the Education Committee that their Party was at least attempting to seek some solution to the manifest difficulties which faced the College. Those who dissented including Reade himself would undoubtedly have regarded this move as a diversionary tactic and one which was not going to resolve the immediate problems faced by the college authorities.

In contrast with the high profile excitement and drama of the Education Committee and full Council meetings, matters now went very quiet as far as student accommodation was concerned. At their November meeting, Rev Rupert Davies was replaced as Chairman of the Governing Body by Reade. Under Reade's leadership, governors both on this occasion and at succeeding meetings repeated their concerns over lack of information as to what had happened to the Education Committee's urgent pleas for accommodation (Redland Minutes 3/11/64; 11/2/65; 21/5/65). Even if Ivor House was no longer a serious possibility for the location of student accommodation, the whole project appeared to have sunk without trace. The culmination of these protestations was a request to the Education Committee to receive a deputation from the Governors. The special City Council Committee charged with the task of resolving the accommodation impasse, finally reported to the Further Education Committee 16 months after it had been set up. It had held eight meetings and unsurprisingly announced that it had been unable to make progress on the acquisition of Ivor House (Further Education committee Minutes 16/11/65). Reade himself had died on 15th August 1965 and did not live to hear the official announcement of the proposed solution. It is possible that he may have had some unofficial information of what was in the offing.

The special committee proposed as an alternative, to use a site adjoining Redland Green, formerly occupied by the Bishop's Palace but which was owned by the Education Committee. The site had originally been purchased and earmarked for a rebuilding of Colston's Girls School which until the previous year had enjoyed `aided' status and was in part maintained by the Local Education Authority. Following the 1964 proposals to extend comprehensive education to the remainder of the City of Bristol the school had elected to become independent. The site would permit the construction of a hostel to accommodate 150 students. In February, the Governing Body was informed that approval had been given to the project by the Department of Education and Science and that a first instalment of hostel accommodation with 75 places would be included in the 1966/7 building programme. Thereupon, it was agreed that the new hostel should be named after the late Robert St John Reade in recognition of his service to the college and his outstanding contribution to the education service of the city (Redland Minutes 10/2/66).

Conclusion

Robert St John Reade, whose eyesight was failing badly and who by 1965 was a widower, took his own life on 15th August 1965 at the age of 76. According to one of his former Labour Party colleagues on the Council, he felt that he had achieved a great deal (Sacof 1986). Whether or not the alternative proposals for residential accommodation at Redland had been communicated to him before his death is uncertain. The anguished pleas of the Redland College governors for information only three months earlier and their request to send a deputation suggests that up to that point at least, Reade had been kept in the dark regarding any progress made. It seems ironic that the eventual site of `the Reade' Hostel, as it is now affectionately known, should have been released as an indirect consequence of the City's plans for comprehensive schooling with which Reade was so closely associated during much of his active political life.
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Love and Education in the Time of Cholera: St Matts' first student's first destination

WILLIAM EVANS, formerly University Secretary and Solicitor, University of the West of England, Bristol

Abstract

One of the predecessors of the present University of the West of England and of its Faculty of Education was the College of St Matthias, Fishponds, which commenced operations in 1853 as the Gloucester and Bristol Diocesan Training School for women teachers in elementary schools. This note traces what happened to its first student after she completed her training.

As the family tree on the back of a University of the West of England award ceremony programme shows, one of the predecessors of the present University and of its Faculty of Education was the College of St Matthias, which commenced operations at Fishponds in 1853.

St Matthias was founded as a Church of England training school for elementary school teachers. The dioceses of Oxford and of Gloucester and Bristol agreed that Oxford would provide a training school for men, and Gloucester and Bristol one for women, each to be open to students from both dioceses.

Until 1853 there was no diocesan training school for women in the Gloucester and Bristol diocese; apart from the National Society's Diocesan Schools in Nelson Street, Bristol, which taught and trained in the strict monitorial method advocated by Dr Bell, the nearest training places were at Brighton and Llandaff, the latter non-residential. Oxford diocese however had two small training schools: one for men at Summertown, now a suburb of north Oxford; and one for women founded in 1840 in 3 Prospect Terrace, Reading (now 241 Oxford Road, converted into flats opposite the Jet petrol station). In 1845 the women's establishment moved to Kidlington, a village a few miles north of Oxford (Horn, 1979, p xix).

The committee appointed to build the Gloucester and Bristol training school chose a site at Fishponds. The Oxford establishment was built at Culham (later, Culham College of Education but now the premises of The European School), whereupon the Summertown school was closed and the men students moved to Culham. Once St Matthias was nearly built, the 5 women students at Kidlington transferred to Fishponds.

The first student when the training school opened on 10 September 1853 was Julia Pruce Long. Her surname in the St Matthias Admissions Register is obscured by over-writing, but she can be identified because the register says where she came from, and what her father's occupation was. Julia's date of birth was first entered in the Admissions Register as 15 September 1837. It was later inked over as 1838. If that was correct (as is suggested by the 1841 census enumerator's report which says she was then 3: the 1851 census says she was then 12, which cannot be right), then when she came to St Matts she was not quite 15 years old.

The eldest of at least 7 children, Julia was the daughter of James Long, the schoolmaster of the National Society's elementary school in Stanford Road, Faringdon, now in Oxfordshire but then in Berkshire. The family lived in Stanford Road, and were near neighbours of John Haines, who was clerk to the local workhouse Board of Guardians. Julia had attended Miss Priscilla Clarke's private school in London Street, Faringdon. Miss Clarke, with another teacher and two servants, ran a fairly upmarket establishment boarding a dozen children between the ages of 5 and 14. Most of the boarders came from Faringdon itself or from neighbouring counties, but one came from as far away as Yorkshire. Miss Clarke also took in local day pupils, of whom Julia Long was one. Julia joined the Kidlington training school in October 1852, and moved to Fishponds to complete her training.

Julia stayed only 3 months at St Matthias: the Admissions Register says she left on 4 December 1853, returned to Faringdon, and became mistress of the workhouse school.

Under orders made by the Poor Law Board under section 15 of the Poor Law Amendment Act 1834, elementary education had to be provided on the premises for children of inmates. Model rules issued in 1835 demanded that workhouse children receive at least 3 hours a day instruction in reading, writing and religion, "and such other instructions shall be imparted to them as are calculated to train them into habits of usefulness, industry and virtue." More detailed guidance issued in 1837 stressed the aim of training the children for work. "It is therefore recommended that any improved methods of teaching, by which the time of learning is abridged, should be adopted; and that after a competent knowledge of reading, writing and arithmetic has been imparted to the children, and so soon as they are capable of going into service, exertions should be made to gain them independent employment." In 1847 the Poor Law Board increased the teaching requirement to 4 hours a day.

Faringdon Union workhouse was large. Judging from the Board of Guardians' minutes, it was efficiently run with firmness but, in the light of values commonly held at that time, not without compassion towards the vulnerable and those in ill-health, whether inmates or employees. Unreliable supplies, Bristol merchants and cholera were but a few of their problems. The workhouse, which had been built about 1805, had two separate schools, one for boys under a schoolmaster, the other for girls under a schoolmistress. From 1846 the salaries of teachers were centrally funded, and they were assessed by one of 5 inspectors of Poor Law schools, forerunners of HMIs, who reported to the Committee of the Privy Council on Education, the forerunner of the DfEE.

Faringdon Guardians' approach to teaching quality and standards was by the direct route. On 23 August 1853 they read HMI Ruddock's adverse report on the boys' school. Having thought about it for a week, they sacked the schoolmaster. Subsequently they told their clerk to include in any reference "that he leaves in consequence of notice from the Board, his management and mode of teaching not being satisfactory," and they later made Mr Haines correct a report to the Poor Law Board that the schoolmaster had resigned.

On 4 October 1853 the Board considered applications from 5 men, including one Benjamin Kirke, aged 21, a butcher's son from Gainsborough who had trained at Kneller Hall, the west London training school for workhouse schoolmasters. He was invited for interview the following week, when the other shortlisted candidate withdrew on the day. Benjamin Kirke was unanimously appointed, at a salary of £30 a year.

Meanwhile Faringdon Guardians had run into trouble with their schoolmistress appointments. In 1851 they had appointed a Miss Mobbs on 6 months trial, and later confirmed her employment at £20 a year. Early in 1853 Miss Mobbs began to visit a sick relative. In January she had a day's leave, a week in March, and another period in April, by which time her relative was seriously ill. She took more leave in September. On 25 October 1853 she resigned, regretting that her commitments did not allow her to give any notice.

The Guardians decided to advertise the post in the National Society's Monthly Paper, and twice in The Times and the Oxford Journal, and told the workhouse master "to make the best provision he can for the girls' school" pending an appointment.

On 8 November 1853 the Guardians considered applications from a Miss Charlotte Gillard (26) from Yorkshire, and an older woman from Guildford. The Guardians decided to appoint Miss Gillard, and asked her to come on trial as soon as she could. She arrived the following week.

Miss Gillard insisted on attending church twice a day on Sundays, which meant that she was not there to help supervise the children's dinner. On 6 December 1853 the Guardians told the workhouse master to try to come to some arrangement with her. On 13 December the master reported that he had been unable to do so. The Board sent her a formal resolution that they could not dispense with her attendance at dinner on Sundays. The Chairman told her it was her duty to attend to the Board's directions, and asked her why she had not complied with the Board's instructions. Miss Gillard wrote asking to be allowed to go to church. On 20 December the Board repeated their previous order: after all, it was nearly Christmas. The following week she resigned.

On 27 December 1853 the Board, which was chaired by the Revd John Francis Cleaver, who will also have been involved in the management of the National Society school at Faringdon, decided to advertise the vacancy in the Reading Mercury, the Oxford Journal and, for the first time, the Bristol Mercury, a Liberal paper. The advert appeared on 31 December.

FARRINGTON UNION

Wanted, a SCHOOLMISTRESS for the workhouse, at Farrington. She must be fully competent to instruct the Girls in Reading, Writing and Arithmetic, and the principles of the Christian Religion; to superintend their industrial and moral training, and to perform the other duties prescribed by the orders of the Poor-Law Board, and the regulations of the Guardians Board, and separate Apartments in the House will be provided. Salary £20 per annum, with such income (if any) as may be allowed by the Committee of Council on Education.

The last sentence refers to grant in aid of teacher's salary paid from 1849 according to whether the teacher was efficient, competent, probationary or permitted.

On 10 January 1854 the Board considered applications from a Mrs Johnson (50) from Harwell, a Miss Colegrove (20) from Stoke Newington, a Miss Dee (25) from Chipping Sodbury, and "Miss Julia Pruce Long of Faringdon, now in her 17th year." Clearly Julia was still having trouble with her birth date: she was only 15 years 3 months. The Board decided unanimously to shortlist only Miss Long, and asked her to attend the following week, when they appointed her. Her salary was confirmed at £20 a year, "with rations equal to the master of the workhouse." Perhaps they thought she was a bit small for her age.

Julia started work on 24 January 1854. Her salary was a third less than Benjamin Kirke's; at the same time Faringdon British School was paying its schoolmaster £60 a year.

Both Julia Long and Benjamin Kirke underwent assessment. On 23 May 1854 the chaplain reported positively to the Board on both the schools. On 11 July 1854 HMI Ruddock inspected, and "reported very favourably on the Girls' school and that an amendment had taken place in the Boys' school."

Something else may have been afoot. The Guardians' minutes of 12 September 1854 record that they directed the master of the workhouse "that the Schoolmaster and Schoolmistress must tell the Porter the `cause of leaving' when they go out." Other romances, if that is what it was, have been recorded in poetry, song, drama or the novel: few get minuted.

Following the HMI inspection in July 1855, Benjamin Kirke's salary was increased to £50 a year. By November 1855 he was applying for jobs elsewhere. On 7 October 1856 he tendered his resignation on appointment to another school. In their testimonial the Board said that "Mr Kirke's general character and conduct during the whole time that he has been schoolmaster of this Union have been unexceptionably good."

The minutes do not record where he went, but he took up the post of schoolmaster in the next-but-one parish of Coleshill, where the radical reformer the Earl of Radnor (Huch, 1977) had established a non-sectarian elementary school (Horn, 1978). "My principal object is to teach the sons of the agricultural labourers of the place reading, writing, plain arithmetic, and bible history and Xtian doctrine. If to this is added the higher reaches of arithmetic, mensuration etc with geography and popular history, it would be so much the better." In his letter of application Kirke told Radnor that he wanted to move simply to better his condition, but privately that the workhouse was damaging his health. Radnor had sacked the previous schoolmaster:

"As the school, I am sorry to say, does not go on quite to my disposition, I should be glad to hear from you that you wish to leave it. Pray mention when you would wish to go. Yours, Radnor."

From correspondence it is apparent that numbers had fallen from 70 to below 10, and that contrary to Radnor's wish that no religion be taught there the schoolmaster had let the local parson in to teach the catechism. Radnor made extensive enquiries about Kirke, visited the workhouse school without notice, and interviewed Kirke privately before appointing him from November 1856. In July 1857 Benjamin Kirke was inspected with approval by Matthew Arnold, whose day job was as HMI under the Privy Council.

Meanwhile, Julia Long was further improving the girls' school. She got the Guardians to pay for books and even building improvements, had her pay increased in 1857 to £23 12s a year, and in June 1858 she successfully asked for a counterpane and a carpet.

But on 20 July 1858 she wrote to the Guardians, with consistent numerical accuracy:

"... begging to give notice it is my intention to resign my situation on this day month August 17th, and I take this opportunity of returning to you my sincere thanks for your uniform kindness to me since my appointment."

The clerk was directed to write to express the Board's regret at the prospect of losing her services. Later they were to record in her certificate of qualification that during her whole time as schoolmistress she had "given entire satisfaction."

What had prompted her resignation? On 19 August 1858 at Faringdon Julia married Benjamin Kirke.

The marriage register overstates her age as 20.
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Redland College Mark One, 1947-49 and the Legacy of the Emergency Training Scheme

DAVID CROOK, History & Philosophy Group, University of London Institute of Education
Abstract

This paper describes the origins of Redland College in the context of the post-war emergency training scheme. The scheme itself is outlined and there is some examination of its reception in contemporary published accounts. The author goes on to assess the impact of the scheme on teacher professionalism, arguing that the existence of two contradictory routes presented difficulties for the raising of the status of the teaching profession. He also argues that, as one of 21 `emergency' institutions which became permanent sites of teacher training, Redland might provide an ideal case study of the scheme's legacy.

Introduction

The precise date which marks the fiftieth anniversary of Redland College's foundation is open to question. According to the Ministry of Education, the College opened on 24 February 1947 (Ministry of Education 1950a, pp 150-51), but the official opening was almost two months later on 16 April, an occasion marked by the publication of an eight-page booklet (Bristol Education Committee 1947, cited in Berry 1973, p 52). Housed in a former private school and four houses in Clifton, Redland College was founded to provide intensive one-year training courses for teachers. The emergency training scheme was a Treasury-funded initiative, which targeted recruits from the armed forces, civil defence and other areas of civilian war work. 42 such colleges, established in makeshift premises which ranged from a castle and several country mansions to former industrial hostels and hutted hospitals, were already operating by February 1947 and, during the following eleven months, a further 12 opened. The first cohort of Redland students was all-male, comprising 139 day and 125 residential students, but between June 1948 and July 1949, when Redland became a permanent two-year college under the control of Bristol LEA, there was a mixed sex intake (Ministry of Education 1950a, pp 150-51).

The history of Redland College remains to be written. The present writer has no first-hand knowledge of historical materials in the custody of the University of the West of England, but the response of Bristol Polytechnic to a 1978 survey of college archives indicated that `there may be material relating to...[Redland] college, eg Academic Board minutes, college magazines, prospectuses, photographs, unsorted and unindexed' (History of Education Society 1978, p 6). If some future scholar embarks upon a history of the University and its predecessor institutions, it must be hoped that the account will do justice to what might be termed Redland College Mark One, its two-and-a-half year existence as an emergency training college.

In seeking to prepare the ground for further research, the remainder of this paper is divided into four parts. First, a brief account of the origins and operation of the emergency training scheme is offered, followed by a review of relevant literature. The third section discusses some contemporary criticisms of the scheme and, finally, conclusions are drawn in respect of Redland College's original purpose, teacher quality and teacher professionalism.

The emergency training scheme for teachers, 1945-51

The first Redland students enrolled just months before the school-leaving age was raised from 14 to 15. The extension of compulsory schooling, together with the duty placed upon local education authorities to offer universal and free secondary education, were both key features of the 1944 `Butler' Education Act. Neither of these promises could have been implemented, however, without the urgent recruitment of thousands of additional teachers to work in the new schools and to replace the many staff who had postponed their retirements.

The formulation of long-term recommendations for teacher supply, recruitment and training formed part of the brief assigned, during the spring of 1942, to an enquiry chaired by Sir Arnold McNair, Vice-Chancellor of Liverpool University. As the Board of Education's wartime plans for `educational reconstruction' began to take shape, however, the necessity of a short-term scheme for emergency recruitment became widely acknowledged. During the latter part of 1943 and the early months of the following year, the Board's officials worked on proposals for emergency teacher recruitment from the armed forces. From the beginning, it was decided that an applicant's personality should weigh heavier than his or her possession of a School Certificate.

Three emergency colleges opened during the spring of 1945 but, during subsequent months, major difficulties were experienced in requisitioning, altering and decorating suitable premises. At the end of the year, by which time the recruitment drive had been bolstered by a public information film and pamphlet (Ministry of Education 1945), only six colleges were open and the delay between interview and entry to the course was typically nine months, a situation which was to worsen before it improved. Some of those accepted for training took alternative civilian jobs, while some of the experienced teachers appointed to staff the centres resigned. 18 colleges were open by the end of June 1946, but progress had fallen far behind schedule. In the House of Commons, Ellen Wilkinson, Labour's Minister of Education, who found herself `overwhelmed with abuse from all sides' (Dent 1954, p.7), conceded that the delays had been `perfectly heartbreaking' (Hansard, 28 June 1946).

Those who applied for the emergency training scheme were interviewed by local panels which, consistent with the Board's thinking, were prepared to overlook applicants' lack of paper qualifications if they could demonstrate that they were `solid characters' (Kyte 1951, p 147). When the successful candidates arrived at the college to which they had been allocated, special treatment was neither sought nor granted. Like Redland College Mark One, Wimpole Park Training College in Cambridgeshire opened as a male-only emergency college in 1947, though both institutions later admitted women. One of Wimpole Park's first students, Frank Richards, has recalled:

We were nearly all ex-servicemen of varying arms of service, occupation and rank - not that the latter made the slightest difference. Majors, corporals, naval ratings, sub-lieutenants, pilot officers and aircraftsman quickly merged into a common denominator in dormitory and lecture room. Our battle honours ranged through Dunkirk, the Atlantic, Alamein, Burma and the Normandy beachheads; but few ever mentioned them. There was no point. There was no audience to impress. (Richards 1980)

Should Redland's early history ever be written, first-hand accounts by those who trained, or worked, at the College might usefully supplement the `official' records which may have been preserved. Time would be of the essence, however. Surviving students of Redland College Mark One are currently in their mid-seventies or even older.

After completing a 48-week course, normally over a period of 13 months, most emergency-trained teachers proceeded to posts in primary or secondary modern schools, with many, apparently, specialising `on the arts and crafts side' (Dent 1954, p 9). Some emergency teachers pursued successful careers, sometimes progressing to headships, but others hit a glass ceiling which, even now, can touch a raw nerve. Despite ending his teaching career as a head of subject in a comprehensive school, Frank Richards (1980) alluded to difficulties in shrugging off the `utility teacher' tag, an experience confirmed by some of Addison's interviewees and also by the late Edward Blishen, a former student of Isleden Emergency College (Addison 1985, p 154; Blishen 1980, p 111).

Published accounts of the emergency training scheme

The emergency training scheme has been surprisingly little-explored by historians, especially in view of the fact that the most substantial contemporary evaluations by Lewis (ed., 1946), Martin (1949) and the Ministry of Education (1950a) have a strongly propagandist slant. The accounts of two American observers (Hill 1948 and 1951; Kyte 1951) are of greater interest, not least because, unlike their British counterparts, these writers acknowledge that the scheme prompted accusations of professional dilution. At the conclusion of a study which included interviews, questionnaire analysis and visits to half of the temporary colleges operating in 1948, Hill concluded that the strengths of emergency students lay `in such qualities as maturity and common sense, personality and leadership, sense of responsibility, sense of vocation, initiative and drive, and patience and perseverance'. He found shortcomings too, however:

Their weaknesses were in subject-matter knowledge, prospects for professional promotion, oral and written expression, teaching skill, and classroom discipline. In other words, they were strong on inherent qualities and weak in those in which they could acquire greater strength with time, patience, and guidance. (Hill 1951, p 216)

Most of the relevant secondary literature is disappointing. Peter Gosden's magisterial Education and the Second World War (1976, pp 124-7) is of limited value, necessarily focusing upon the origins, rather than the operation of the emergency training scheme. Chapters devoted to the initiative by Dent (1977, pp 121-8) and Browne (1979, pp 47-60) offer no new evidence or interpretations, while Brooks (1991, p 177) and Hennessy (1992, p 160) are inclined to be uncritical. The most realistic appraisal of the scheme may be found in Paul Addison's Now the War Is Over, written to accompany a BBC television series (1985, pp 153-4). Addison remains equivocal, however, on the matter of whether the emergency scheme fortified or diluted the teaching profession. Instead, he includes a witty, but ultimately evasive, response from a former civil servant:

They [the emergency trained teachers] brought to the classroom a wealth of experience denied to colleagues whose whole lives had been spent in the educational system... The ETS opened the profession to a mixed bag of unacademic types - diamonds in the rough, and graduates of the University of Life. The effect on the schools must have been bracing. Toby Weaver observes: `You ask whether it diluted the profession. I remember somebody asking that, and the answer was, "Yes - a jolly good thing to dilute water with whisky." (Addison 1985, p 154)

Had the emergency training scheme not been introduced, there can be little doubt that the raising of the school-leaving age to 15 and `secondary education for all' would both have been greatly delayed. Few contemporaries were prepared to criticise an `heroic' initiative which captured the public imagination beyond all expectations. The general reluctance of historians to confront the twin issues of dilution and professionalism is less excusable, however.

The dual training policy and the challenge to teacher professionalism

The recommendations of a committee appointed to formulate proposals for emergency training were set out in the Board of Education's Circular 16/52, which became public on 15 May 1944 (Board of Education 1944a). This document was optimistic that, within one year, `a satisfactory percentage' of emergency recruits would be ready to start teaching jobs, but there were doubts about whether `teachers trained in this way have a sufficient background of general education and culture to enable them to educate their pupils in the broadest and fullest sense of the word "educate."' The committee expressed the further concern that:

...these candidates shall not be regarded by their professional brethren and by their future employers as an inferior kind of teacher. We want them to be eligible for promotion to Headships and other positions of responsibility, in spite of their concentrated training, and in some instances their lack of academic certificates. We consider, therefore, that the Board shall require each candidate who receives provisional recognition as a teacher at the end of a year's full-time training, to follow for the next two years a course of part-time study related to his previous attainments, his aptitudes and the opportunities open to him. (Board of Education 1944a, para 21, p 8)

Coming just ten days after publication of the McNair Report (Board of Education 1944b), the timing of Circular 16/52 may be regarded as unfortunate. The emergency committee's conclusion that, if the right candidates were selected, cheap and satisfactory training could be given in a 48-week programme, based in local authority-run centres, stood in stark contrast to the McNair Committee's view that two-year college courses were insufficiently long and that these institutions should be more closely associated with the universities.

Although the emergency and long-term policies were presented as being quite separate, the reality was never this simple and, during the period 1945-51, the co-existence of quite contradictory modes of training presented difficulties for those who were most anxious to raise the occupational status of teaching. Indeed, it was the prospect of emergency arrangements eclipsing interest in the McNair Report which prompted Isobel Haswell, President of the NUT, to hope, in April 1945, that the scheme would be `of very limited duration', so that three- and four-year training courses would become the established route into the profession (Education, 6 April 1945, p 484).

The most persistent opponents of the dual policy were MPs for university constituencies, led by Sir Ernest Graham-Little (Independent, University of London). Between 1944 and his death in 1950, Graham-Little, a doctor by training, consistently maintained that the requirements for emergency-trained teachers to complete a two-year - as opposed to the normal one-year - probationary period, and also to undertake further part-time study, were inadequate professional safeguards. He also contended that emergency-trained teachers should not be paid at the same `Burnham' salary rates as graduates. How could `semi-trained teachers' possibly be the equals of `certificated teachers who have had two to four years' training and have passed searching tests of competence?', he asked R A Butler in December 1944 (Hansard, 5 December 1944). Another university member, Professor Gruffyd (Liberal, University of Wales) complained to Ellen Wilkinson, Labour's Minister of Education from July 1945, that `a vast horde of ill-equipped and ill-trained persons will be dumped among the properly trained teachers' (Hansard, 1 July 1946).

Both Graham-Little and Gruffyd were maverick figures, but they were not alone in expressing the view that the emergency scheme undermined professional standards. In January 1946, no less a figure than Sir Cyril Norwood, the distinguished former headmaster of Harrow School and chairman of the wartime committee on the secondary school curriculum and examinations warned that `the quality of the teaching profession is going down' (Norwood 1946) and, during July of the following year, when the emergency scheme was at its height, The Times published a series of letters and articles concerning difficulties in persuading graduates to enter teaching. Ultimately, it may have been this latter concern which persuaded most vice-chancellors to support the more radical of the two models for university participation in teacher training, as set out in the McNair Report.

Conclusions

In 1947, there was no suggestion that Redland College would evolve into a permanent teacher training institution, nor that it would become drawn into the orbit of higher education. The fact that, fifty years on, initial teacher training remains a core activity on the Redland campus of the University of the West of England is worthy of celebration. When surveying such recent developments as school-centred initial teacher training, the abortive `Mum's Army' initiative and the Teacher Training Agency's utilitarian competence frameworks, each of which contains resonances from the late 1940s, it might also be useful to reflect upon Redland's original raison d'être.

According to Peter Hennessy, students from the emergency training colleges contributed to the `marvellous enrichment' of the teaching profession during the post-war years (1992, p 160). But to what extent does this conclusion owe more to sentiment than accuracy? The emergency training scheme involved a severe dilution of the teaching force and proclaimed that, unlike any other profession, the personality of a teacher was more important than his or her qualifications.

Although the scheme came to an end in 1951, it should be remembered that teaching remained a career option for persons with no School Certificate pass in English Language long after the professional bodies representing such occupational groups as engineers, architects and pharmacists had made it an entry requirement (Ministry of Education 1950b). According to one commentator, we are `still paying the price today' for the `anyone-can-teach' sloppiness of the 1960s, when it was possible to enter colleges of education without `O' level passes in Mathematics or English (Elkin 1996). Given that Redland College was one of the 21 emergency institutions to become a permanent training college, it might provide an ideal case study to investigate the real legacy of the emergency training scheme.
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Institutional Merger as the prelude to Bachelor of Education planning: The Bristol Experience

JENNIFER BONE, Pro Vice-Chancellor, University of the West of England, Bristol

Abstract

The article explores the interrelationship of the merger of the Colleges of Redland and St Matthias with Bristol Polytechnic in 1976, the planning of the new Faculty and the development of the new CNAA Bachelor of Education degree.

Aspects considered include: negotiation between Avon's Colleges; the relationship with the University of Bristol; the Polytechnic's position; the political context locally and nationally; and the interrelationship of the structure of the Polytechnic's new Faculty of Education and the degree proposal itself. Specific factors which enhanced the prospect of successful planning are suggested.

Introduction

The first submission to the Council for National Awards by Bristol Polytechnic, for the validation of a BEd degree, set out the background succinctly:

On March 6 1975, after extensive discussions with and between the colleges, the Council passed the following resolution:

· that Redland College shall merge with the Bristol Polytechnic to achieve the transfer to the teacher education function to Bristol Polytechnic. 

· that the Governors of the College of St Matthias be invited to determine whether the College of St Matthias shall merge with Redland College and Bristol Polytechnic. 

· that the staff required by the Polytechnic for this purpose be recruited from the existing staff of Redland College and, if the Governors of St Matthias decide upon merger, of the College of St Matthias, and that in that event, as far as practicable, the County Council undertake financial responsibility for the remaining staff of the College of St Matthias on the same conditions as for the staff of Redland College from the date of the merger of the College of St Matthias. 

· that these proposals be submitted to the DES in accordance with the requirements of DES Circular 7/73 and the Governors of St Matthias be invited formally to associate themselves with this submission." l
The upheaval in teacher education, stemming from the James Report (DES, 1972a) and the subsequent government White Paper `A Framework for Expansion' (DES, 1972b) is well documented. The `Bristol' experience had much in common with the wider scene, but also its distinctive features. The records show the ebb and flow of optimism and disappointment; the presumed room for manoeuvre; the political imperatives; the range of interacting factors; the underlying tensions and the resilience and commitment of staff in meeting their professional obligations.

Several strands of activity ran alongside each other:

1. The Colleges' negotiations with each other on future institutional arrangements, taking account of both the cut back in initial teacher training and the possibility of diversification. 

2. The Colleges' relationship with the University of Bristol in the light of the James Report and the subsequent White Paper. 

3. The attitude and ambitions of Bristol Polytechnic. 

4. The political context, within the local authority of Avon and the DES, and the position of St Matthias as a voluntary college.

When the die was cast and it was clear that the future of teacher education in Bristol lay with the Polytechnic, the swift development of the degree proposal itself had to go hand in hand with the process of planning the new Faculty of Education. To complete both tasks in time for a September 1976 start was a race against time. The context of change was many layered.

Consultation among Avon Colleges

The publication in 1972 of the James Report made clear to the Colleges of Education, that whatever the Government's subsequent decisions, substantial change was inevitable. The subsequent White Paper pointing to the decline in numbers in teacher education, but indicating a growth in higher education over all, suggested the prospects for diversification (DES, 1973). From a college perspective it was hard to know whether to read the White Paper as a threat or a promise, but everything was to be gained by pro-active planning.

Redland and St Matthias embarked on the search for their future, each having as their first target the retention of College autonomy and identity. The arrival of DES Circular 7/73, however, signalling the invitation to local education authorities to supply proposals for the development of higher education by November 1973, suggested the wisdom of consultation among the four Colleges of Education in Bath and Bristol; a combined institution might have been a worthwhile prospect. In the event the two Bath Colleges went their own way leaving the Bristol Colleges to explore the possibilities of a `federal' relationship, an ambiguous term, which concealed the difficulties of combining a local authority organisation with one in the voluntary sector. The decision of the St Matthias Governing Body to set a timetable for decision making, which extended beyond the November deadline, added to the uncertainty. In the circumstances, the Academic Board of Redland recommended `that Redland College should continue as a self-standing institution, concentrating on initial and inservice, but developing also new courses as envisaged in the White Paper and the Circular'.2 As the projected numbers of students continued to move inexorably downwards, the College shifted its position and looked to a merger with the Polytechnic.

The Colleges and the University of Bristol

The University of Bristol had kept a tight rein on the delivery of the 1965 BEd degree. The oversight and sense of ownership of the award extended far beyond the School of Education. By the time the James Report appeared on the horizon it was well embedded and College staff at least, could have been forgiven for assuming that it would not easily be withdrawn or dislodged.

The University's deliberations, first on James and subsequently on the 1973 White Paper, however, increasingly took on an unpromising appearance. Although Senate had taken, by a narrow margin, a decision in principle to award a diploma of higher education,3 in subsequent months, a more reticent approach emerged. Senate declined to explore the arrangements for validating a Dip HE ahead of the outcomes of national discussions on the nature and status of the award. A Committee was directed to elicit the views of departments and its report made depressing reading for the Colleges. By thirty seven votes to forty one, the Senate resolution that the University undertake to validate the BEd (Hons), the BEd (ordinary) and the regional Dip HE awards `in those colleges of Education which are approved from time to time for the purpose' was lost.4
The consternation in the Colleges was considerable. The time pressures were now acute, since the new three-year award was scheduled for introduction in initial teacher education nationally from 1975. In a climate of uncertainty about their institutional future, the Bristol Colleges pressed on with the University's School of Education in the development of what was described as a `professional degree' rather than of joint honours character. The strains were beginning to tell; the two Colleges each provided variants on the theme, which reflected their respective preferences on institutional futures. A second difficulty was that a `professional degree' wholly owned by the School of Education, was unwelcome to many of the staff of the Colleges who had cherished their status as recognised teachers in their academic subject and the historic tensions between subject studies and education studies were apparent. The new professional BEd degree was finally approved by Senate in March 1975. Had the political outcome been different, it might have had a future; in the event it was never implemented.

The Polytechnic's position

The potential implications for the Polytechnic of the teacher training outcome in Bristol were considerable, but as late as July 1974 the institution had no formal position since, as the Acting Director wrote that month `there is no official reason why we should be discussing it at the present time'.5 Bristol LEA had responded to Circular 7/73 without consulting the Polytechnic, proposing that Redland and St Matthias should each remain an independent college. In the meantime, Bristol as a local authority had been superseded by Avon.

Seven months after the Bristol response, the expected letter from Hugh Harding of the DES arrived in the office of Avon's Chief Education Officer. The Department saw considerable advantages in the amalgamation of the two Bristol Colleges and in principle preferred that they should be incorporated into the Polytechnic `on the grounds of flexibility of teacher supply, avoidance of duplication in the liberal arts and science field, to strengthen the supply of teachers of science, technology and commercial subjects, and to promote the training of teachers for further education'.6 A subsequent letter in October urged speedy progress `.... we are anxious that the new 3 year BEd courses should be available somewhere in Bristol from 1976 onwards and there is not much time to lose if this aim is to be achieved'.7
In the light of this clear hint, the Polytechnic established a working party. It recommended, and the Governing Body and the Academic Board accepted, that the Authority be advised:

1. that it is the view of the Polytechnic that the suggested merger of the Redland and St Matthias Colleges of Education with the Polytechnic is, on both educational and practical grounds, in the best interests of the Polytechnic and of higher education in the region generally; and 

2. that discussions aimed at clarifying the implications of such a merger be pursued without delay.8
The upshot was that discussions with Redland proceeded swiftly and smoothly with six working groups established to consider academic planning, academic structure, academic staffing, administration, educational services and amenity services.

The Political Context

The initial letter from Hugh Harding had suggested that the Authority think in terms of 7000 higher education places (Bath and Bristol) excluding teacher education `and perhaps 8500 in all'.6 It also appeared to favour the location of teacher training on the St Matthias site and referred to the prospect of the Redland site being used for 16-19 year old education. This letter caused some concern at Redland; in his subsequent communication Harding was obliged to re-assert an even handed position and expressed the hope that any negotiations between Redland and the Polytechnic should not be held up by the complications of a St Matthias negotiation. `We would hope that at an early stage it will be possible for a joint academic committee of the Polytechnic and Redland to be set up to prepare course proposals for submission to the CNAA'.7
The months between July 1974 and February 1975 were difficult for the institutional relationship of the two Colleges. Redland pursued the link with the Polytechnic with increasing urgency; as two institutions within the same Authority the merger was relatively straight forward. For its part the Governing body of St Matthias considered that the College's voluntary status permitted and indeed obliged them to consider other possibilities. In November they put forward to the Authority proposals for a new voluntary college through the amalgamation of Redland and St Matthias. Subsequent further adjustment downwards of the estimated student numbers resulted in a revised version of the proposal in February 1975 `for the voluntary college to continue on the St Matthias site but with provision for substantial Local Authority participation and equal opportunity for the staff of Redland College'.9
The clear conflicts in policy objectives excluded any possibility of tri-partite curriculum planning for some months, and although Polytechnic - Redland discussions continued, it was the political imperative which dominated. From a St Matthias viewpoint the initial response from the Authority was more encouraging than might have been anticipated. On 26 February Avon's Education Committee voted in favour of the St Matthias proposal. The vote at the County Council on 6 March was now crucial.

A period of intense lobbying was inevitable. The Director of the ATO and Professor of Education at Bristol University, wrote of `the very strong academic and professional reasons for establishing a single, free-standing college', and the value of the maintenance of the link with the University.10 The Director Designate of the Polytechnic countered with a statement of the educational benefits of his institution assuming the teacher training function.11 Formally speaking, the Authority's responsibility extended only to Redland; the Chief Education Officer's briefing paper provided a reminder of the context in which the whole issue had been handled. `It is notionally possible for a proposal to be made which does not involve the Voluntary College, but this has not been the spirit of the discussions to date, and it is assumed (as the Department of Education and Science assumes) that the Education Committee will not only wish to invite the college to participate in the proposal they adopt but also to accept the resultant responsibility for the future employment of as many of the academic staff of St Matthias as is practicable'.12 The resolution passed by the County Council on 6 March adopted this view; a visit by St Matthias Governors to the DES a week later offered no hope of any other prospect. In April, its Governing Body formally accepted the Authority's proposals and within a month the whole complex of negotiations to implement tri-partite merger was in train.

The formation of the Faculty and the validation of the degree

The pressure on planning for a 1976 start was now acute. On 8 July 1975 a CNAA visiting party paid a preliminary visit. Embryonic was perhaps the best characterisation of the documentation which they received. It recorded that no formal reply to the Local Authority's resolution had yet been received from the DES. The new Faculty's location was still a matter for dispute, so that the morning of the visit was held at Redland and the afternoon at St Matthias. Faculty structure had not been finalised and the designation of senior postholders still lay in the future.

Unsurprisingly, the CNAA party found themselves unable to recommend a full visitation. But the dangers of delay were evident and in less than six months energetic leadership pulled the process round. A visit to CNAA in December secured a full visit in the following Spring. The location of the Faculty was to be at Redland. Also in December, the Heads of Department were appointed, along with a Coordinator of In-Service Education as a faculty-based post. Unlike the Polytechnic's other faculties, the Chairmanship of which rotated between heads of department, the Faculty was to have a substantive post of Chairman.

The Faculty's two departments of Education Studies and Professional Studies coincided with two of the three sectors of the proposed degree. The creation of the Department of Professional Studies signalled a new status for the directly professional element and responsiveness to the current trends in initial teacher education. Staff of the Colleges' subject departments joined the related Polytechnic department or, where none was available, crowded into the Department of Professional Studies; some chose Professional studies as their preferred future.

Clarification of the contextual issues threw the remaining planning issues into sharper focus. Wisely, the Polytechnic decided that a neutral Chair for the Planning Team from within its own ranks would move the business on. Beneath the smoothly articulated final construction of the degree proposal lay a number of battles. Both the Planning Committee records and the recollections of individual staff illustrate the vigour and genuineness of the curriculum debate engendered among colleagues throughout the planning process itself. Once the merger die was cast, the collective will to ensure an effective degree asserted itself very fast. The full validation took place on 27 and 28 April 1976. The final proposal embodied over one hundred and fifty units of study and ran to several hundred pages. This time the outcome almost exceeded expectations. Instead of the two years sought, approval was given for five, subject to the further submission of satisfactory papers on some items.

As the contemporary anecdotal evidence suggested, and as subsequent written accounts confirmed, the Bristol experience of merger, stressful as it inevitably was, was less painful for staff than many experienced elsewhere. In retrospect it is perhaps easier to see the organisational factors which brought success out of an unpromising start in a remarkably short time.

First, staff experience of the University of Bristol BEd proved valuable in two respects, namely in the practice of joint teaching in an honours context over a number of years and in the extensive, if ultimately abortive, consultation on a revised professional degree. Secondly, the continuing will of the Local Education Authority to incorporate St Matthias, whose Governing Body played a reticent hand, meant that the new Faculty drew on the strengths of two institutions and avoided the potential catastrophe of wholesale redundancy for St Matthias staff. Thirdly, the initial contacts between the representatives of Redland and the Polytechnic during the early months of 1975 cleared useful ground and effectively disposed of the false trail of the Polytechnic's Dip HE. It determined the fundamentals of the new degree's structure and without it, it is difficult to see that a 1976 start date could have been met.

Such organisational factors were augmented by other important features. Qualitatively, the readiness of College staff to put recent and sometimes stark differences to one side, in the interests of achieving the new degree, was vital. The joint planning team and its three sector boards developed their own momentum, alongside the planning of the new Faculty itself. The willingness of staff at all levels, including those who sensed a limited role for themselves in the longer term, to work over the odds was doubtless not unique to Bristol, but it was an impressive display of professionalism.

Finally, the disposition towards good will shown by senior personnel significantly influenced the climate. No doubt the combined weight of political and resource factors would have rolled the process in the direction of the outcome obtained. But, the attitude of key leaders did much to mitigate the risk of a long-standing climate of bitterness and to foster an acceptable working environment for staff upon which the quality of experience for the new student intake was so dependent.

Inevitably the outcome was more rewarding for some than others, but the 1976 BEd proved its durability. With the addition of the Honours year, it ran for six years with a final entry in 1982. It provided a sure anchor as the Faculty weathered the vagaries of government policy on teacher education while numbers declined still further, and while it diversified into new course development and subsequently found its research feet. Above all, the degree proved an effective and successful means of educating future teachers; had it not, the whole endeavour would have been pointless.
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Abstract

This article, written in collaboration by two of the former Faculty of Education, UWE, Access Co-ordinators, documents the development of Access routes into the Faculty's teacher education programmes from the mid-1980s onwards. It attempts to outline the main aims and objectives that underpin such developments and goes on to discuss the strengths and weaknesses of such an approach in relation to its stated aims. The authors conclude by arguing that the Faculty's commitments to widening opportunities to enter the teaching profession remain unshaken. However, these must be seen against a background of changing government teacher education policy and funding methodologies.

Introduction

The presence of a large number of mature students who have entered their degree programme through an `Access' route is by now very familiar to all who are associated with teacher education. Since July 1991, the Faculty of Education at the University of the West of England (and previously Bristol Polytechnic) has witnessed many successful completions by students who originally entered the four year teaching degree via an Access course. The vast majority have achieved good honours degrees and three have distinguished themselves with first class honours. This article will seek to trace the origins of the Access movement in relation to teacher training programmes in Bristol, to discuss some key issues which have arisen in the course of that development and to reflect on the current situation. Particular emphasis will be placed upon the earliest developments which took place between the Faculty and one of the local colleges of further education, Filton Technical College (now Filton College) in the mid-1980s and which has resulted in a significant number of non-traditional entrants to higher education including a number of students of Afro-Caribbean ethnic origin joining the teaching profession.

The policy of admitting mature students has long been a feature of teacher education. Two examples of this are the pattern of recruitment into short emergency training programmes following World War II, and the major initiatives of the Wilson Government in the late 1960s to expand the pool of certificated teachers. From the mid-1970s however, with the advent of all-graduate teacher training, admissions officers tended to exercise caution. The number of exceptional entrants to the new CNAA validated BEd degree at Bristol Polytechnic, for instance, which began in 1976, was little more than a trickle. Very occasionally a student might be allowed to enter the course with five passes at GCE Ordinary Level, but the normal expectation was that entrants to the new teaching degree would have a minimum entry qualification of 2 passes at Advanced level.

By the late 1970s there was a growing recognition nationally that the some sections of British society were under-represented in the teaching profession. One particular section of society was minority ethnic groups, although a modest number of students were being recruited as individuals into teaching through standard entry routes. In particular, there were calls for the DES to consider ways and means of increasing the number of teachers of West Indian origin in maintained schools (Great Britain 1977). In 1978, the DES then under the leadership of the then Secretary of State, Shirley Williams, sent a letter to seven Local Education Authorities inviting them to prepare special Access courses designed to prepare mature students, particularly but not exclusively from ethnic minority communities, who lacked the normal entry requirements to enter training for teaching and other `caring' professions (Swann 1985).

After a trial period of four years, an evaluation study based on courses in the seven pilot areas gave positive support to the concept of Access courses and demonstrated that a significant increase in ethnic minority participation was being achieved (Millins 1984). By 1984, official bodies besides the DES including the Council for National Accreditation of Awards (CNAA) and the newly established Council for Accreditation of Teacher Education (CATE), (DES 1984), were recognising the importance of seeking to combat under-representation in the teaching profession. A year later Lord Swann's Committee went on record as stating:

"We regard the under-representation of ethnic minorities in the teaching profession as a matter of great concern which calls for urgent attention. We believe that ethnic minority teachers (and would-be teachers) have been and are still subject to racial prejudice and discrimination, both in gaining employment and in advancing their careers." (Swann 1985, p.613)

Access to teacher education in Bristol

Access developments were relatively slow to take root in the South West, the earliest initiative being taken at Filton Technical College, in 1984-5 where a pilot non-advanced FE Access `foundation course' attracted an initial grant of £10,000 from Avon County Council which was seen as helping to support the students on the course (Forrest 1991). This course which was particularly aimed at ethnic minority students was designed to equip mature students with the necessary skills to allow them to aim for entry into higher education. The foundation course subsequently provided a preparatory year for the college's first Access to Higher Education Course which had as its main outlet CQSW Social Work courses at both the University of Bristol and the Bristol Polytechnic.

The first Access course with direct links to the four year BEd (Honours) course in the Polytechnic's Education Faculty was seen as a practical expression of the Faculty's equal opportunities policy. One of the key intentions was to enable students from ethnic minority groups who made up 5% of the population of the Greater Bristol area to become teachers and it aimed to enable those who completed the course to enter Higher Education with comparable prospects of success to students who enter by more traditional routes.

The establishment of the Filton Access Course followed discussions (during the Academic Year 1985-6) between the Head of the Polytechnic's Faculty of Education, the Avon Further Education Development Office and the BEd Course Director. By this time there was already some experience within the LEA of establishing an Access course at Soundwell Technical College in addition to the pioneering work undertaken at Filton. A joint planning group consisting of staffs at the two institutions was established during 1984-5. Some 75 expressions of interest in the course were received following local publicity and the first intake of students was recruited in time for September 1985. All students were jointly interviewed, with a member of the Faculty of Education being involved at this early stage to help assess suitability for teaching. The expectation was that all students, once admitted to the Access course, who fulfilled the course requirements would have an automatic right to enter the BEd degree. The course was designed to enable all students to reach the equivalent of grade C at GCE Ordinary level in both English Language and Mathematics. There were opportunities for all students to undertake a placement in local schools according to the students' expected choice of age range (the expectation was that most would opt for primary teaching). Any student whose school experience was deemed to be unsatisfactory, for whatever reasons, and yet who passed all other course requirements was to be recommended for other courses in higher education which did not lead to Qualified Teacher Status. The course was designed within the `21 hour rule' to enable unemployed students to obtain Social Security funding whilst at the same time equipping themselves with further education. Other components of the course included Social Studies and Study skills. All students were given regular opportunities for making serial visits to the Polytechnic Faculty of Education where they `sat in' on Year 1 BEd classes in the subject specialisms they hoped to study the following year.

From the outset there was a concern to ensure that all students who were eventually admitted to the 4 year teaching degree conformed with the requirement of DES Circular 3/84, that they had suitable personal qualities and appropriate experience of adult and working life, that they had the necessary intellectual capacity to complete a degree course successfully and had acquired the necessary competence in mathematics and English. (Since 1978, all intending teachers have been required to have achieved a Grade C in GCE/GCSE or equivalent in both subjects.) Students underwent continuous assessment in each area of the course. This process included a final joint Faculty/College review meeting which provided opportunities for relevant specialist staff to sample students' work (especially in mathematics and English Language) and from 1987-88 an external moderator was appointed, whose function was to underwrite the quality of work undertaken by Access students pending the establishment of an external validating agency.

By the time the first Access course linked to the BEd was under way at Filton Technical college, other developments began to spring to life. Specialist initiatives based on central (National Advisory Board) funding enabled two new Access courses to be implemented, a second at Filton and the other at the City of Bath College aimed at recruiting specialist secondary Design and Technology students. The Filton course was aimed at a similar clientele to the existing course, whilst the Bath course was intended to recruit female students into a sphere of activity which had frequently been seen as a male preserve. Both courses were well publicised and recruited well in the first year. The teaching was mainly centred in the FE colleges but students attended the Faculty on one day a week for specialist Design inputs.

Other early initiatives in the South West included a part-time Access programme developed at South Bristol College. This ran during 1985-6 on the basis of one day per week and was soon extended to two days of study.

In succeeding years other Access developments were brought into being with neighbouring colleges of further education. In all cases these courses were not specifically geared to teaching but there was the expectation that students intending to aim for the BEd degree would be interviewed jointly by FE College and Faculty staff with this eventuality in mind. Such arrangements were established with Weston-super-Mare College, Bridgwater, Brunel, Norton Radstock and Trowbridge College. In fact all students at Trowbridge unsurprisingly chose to attend Bath College of Higher Education for reasons of geographical convenience.

With the number of Access courses linked to the BEd degree course in place by 1988-9, the Polytechnic soon found that a percentage of potential students entering the course was coming very close to and likely to exceed one quarter of its total first year intake. This was a situation which was replicated elsewhere in the country and one which prompted the Secretary of State, Kenneth Baker, to instruct CATE that the 25% entry limit to non-standard students as stipulated in Circular 3184 need not be rigidly applied. Institutions would, however, need to satisfy themselves as to the necessary quality of their students and to monitor individual progress (CATE 1988).

Some of the implications of the extremely rapid expansion of participation in higher education by mature entrants have been discussed in a recent study by Scott (1993). One implication, for example, which exercised the Faculty's staff, was in regard to the consequence for teaching and learning styles in the context of a changing clientele.

There were a number of other important issues which emerged during the early years of operating a system of access to teacher education and which will be briefly considered here. Firstly, there was the question of financial pressure on students who were committing themselves, in effect, to a five year programme of full-time study. Secondly, there was the need for colleges of further education to be as responsive as the teacher education departments themselves to the changing demands of central government and its associated agencies. (A major concern particularly since the late 1980s has been the requirement that students - even those who intend to teach early years children - should be equipped with knowledge of specialist subject). Thirdly, there was the aspiration of staff in both institutions to collaborate more closely with each other in order to ensure as smooth a transition as possible for their students as they passed from further to higher education. Such an aspiration was not always easy to realise in practice owing to resource constraints. Fourthly, there was the problem of how best to ensure that priority was given to those client groups for whom Access courses were primarily intended. Fifthly, there was the provision of local authority grant funding for students on Access courses which was always discretionary, but which eventually was axed completely owing to financial pressures exerted by central government and thus made it increasingly difficult to maintain Access courses as a practical expression of equal opportunities for all.

At Filton, strenuous endeavours were maintained to keep recruitment to those disadvantaged educationally. An alternative preparation for teaching route for those already partly qualified was set up. These included students whose childhood circumstances had led to educational disadvantage (including individuals who had experienced disruption in their schooling and those who had been brought up in those inner city localities which were recognised to be areas of high social stress).

Analysis of issues

Given the nature of the clientele, financial and domestic circumstances impacted severely on all aspects of recruitment, retention and progression on both the Access and BEd courses (Eliot & Hyland, 1988). Even for students within the 21 hour rule or for others now receiving grant funding for Access from Avon County Council from 1986-7, experience showed that many found it a struggle to cope financially. Their difficulties were compounded by the addition of domestic as well as academic pressures. Thus the most disadvantaged were probably those who were forced to drop out either during the Access Year or at some stage during the subsequent four years.

The strong steer from CATE for students to have subject knowledge strength added to the Faculty's long-term commitment to Subject Specialisms as central to the BEd, placed pressure on the FE Colleges to increase their subject specialism inputs. It was henceforth felt to be insufficient for Access students merely to sit in on classes at the Polytechnic one day per week. Colleges would now be expected to provide specialist tuition in a range of subject areas as a preparation for higher education. Special funding had enabled the Design and Technology Course to staff up a specialist input in the Faculty on one day per week from 1987-8. From 1988-9, students interested in other subject areas would initially be able to keep their options open while sampling those subjects they felt most attracted towards, but for most of the Access year would be expected to concentrate on one subject specialism. Limited support was provide at the Faculty to help students in Mathematics and Science where the task of building subject knowledge from a low starting point was felt to be greatest, but the number of students was very small and tuition proportionately costly.

Another issue which emerged over time was the tension between perceived need for close liaison and co-operation in delivery of the Access programme and funding and administrative difficulties in realising these aims. The special circumstances of the Design and Technology courses enabled a close liaison between the delivery of the different course elements. There had been a similar aspiration in setting up the earlier Filton Access to the BEd course. There had been cooperation between Filton and Polytechnic colleagues at every level: course design and validation, recruitment, interviewing, teaching, joint review of school experience, moderation of students' course work and induction into the workings of the Polytechnic. However, this cooperation depended largely in the early stages on the goodwill of Polytechnic staff for whom there was little provision made in terms of timetabled hours and other resources. When the issue was confronted in the face of growing pressures on both institutions, however desirable the close co-operation had hitherto been felt to be, the brute realities of the separate funding mechanisms for the two respective institutions dictated that joint activity should be kept to a minimum rather than strengthened.

A further major tension which soon began to emerge following the establishment of Access courses into the Polytechnic's teaching degree was the apparent conflict between two contrasting client groups. On the one hand there was the educationally disadvantaged client group for which both the Polytechnic and Filton College had originally intended their Access programme. On the other hand there was a growing body of mature students, who already possessed some of the entry requirements but who were keen to improve their qualifications in order to gain access to teaching degree programmes, via the normal entry route. The latter group might well include students who already possessed one `A' level and/or who had passed GCE Ordinary Level English Language but who saw the Access provision of GCE Mathematics through continuous assessment as a welcome alternative to a full GCE examination. Large numbers of students had to be rerouted at Filton and elsewhere away from the Access courses towards other more appropriate traditional courses. It was rightly felt among those concerned with Access provision in the former County of Avon area, that students who already undertaken Advanced level study could not sit comfortably alongside those students who possessed little or no academic qualifications of any kind. This however, was by no means the case in other areas of the country, particularly in the late 1980s as Institutions, driven by economic motives, sought to compensate for a fall in the birth rate and the accompanying drop in numbers of students seeking to enter higher education.

James (1996) reflects upon the way in which the 1987 White Paper (DES 1987) trod a careful path between the economic arguments in favour of opening up higher education at a time when the 18-19 population was shrinking and the arguments in favour of extending higher education to more diverse sections of the community.

James comments:

"...... many educationalists with egalitarian agendas felt their calls were beginning to be heeded by central government, even if many of them also thought that demographic changes were ultimately responsible for the new liberalism". (James, 1996 p 21)

At Bristol Polytechnic, the central purpose remained as it always had been to regard Access courses as a practical arm of the Education Faculty's equal opportunities policy.

Grant funding was a crucial element in the provision of Access courses. Avon County council established a policy of supporting students both in terms of tuition fees and in terms of maintenance grants for those students, but these grants were always discretionary and they eventually became victims of the financial squeeze exerted by central government on local authorities.

"Open Access"

By the early 1990s the Faculty had well established links with Access courses in a number of local further education colleges and students were being accepted into all specialist subject programmes in the primary 4 year courses: Art, Biology, Design and Technology, English, Geography, History and Mathematics. In addition to opportunities for students being prepared as Secondary Design and Technology specialists, students were also occasionally accepted to study secondary Business Education and Mathematics. Essentially, once an applicant had been accepted onto the college Access course after interview with both the College & Faculty Access Co-ordinators, provided that the Access year was completed successfully, there was a guarantee of a place in the Faculty of Education for that student in whatever subject the student chose without further interview or other selection procedure. Each college continued to have a target group of students that it was expected by its validation document to recruit from to the Access programmes: non-traditional higher educational applicants especially single parents; women returners; working class people; unemployed people; people from minority ethnic groups etc. During the Access year spent in the further education college, the students would be invited to visit the Faculty and, in the case of Design & Technology, continued to attend subject specialist classes each week in addition to the specialist subject work at college. Faculty tutors visited the colleges for progression/review meetings with the students; occasional taught sessions and programme management group meetings as well as the end of year moderation/progression meeting. All the colleges and the University in due course became members of the Western Counties Access Partnership, which validated the Access courses and progression arrangements, and all the college Access courses were validated so as to provide GCSE Grade C equivalence in both English and Mathematics, as required by the Department of Education and Science for intending teachers. At the height of this programme there were between 50 and 60 students following the Access to Primary Teaching courses in the feeder colleges and a further 20 or so taking the Access to Secondary Design and Technology options.

Challenges to Access Opportunities

It became apparent, however, during 1992-93 that this policy of guaranteeing places to all who had secured entry to the Access programmes could no longer continue. With an annual first year intake target of around 140 and the increasing severity of financial penalties for under or over recruitment, the Faculty of Education could no longer afford to tie up around a half of its primary places with the Access arrangements. The "conversion rate" of Access entry to Faculty entry was as low as 10% in some subjects from some colleges. One consequence was that good quality applicants recruited via the normal mechanisms of PCAS/UCAS were being rejected through lack of space in the Spring Term before the BEd course commenced in the autumn, only for the Faculty to find itself with unfilled places in those subjects in the autumn as Access students fell away. The University was then faced with the necessity of trying to make good the shortfall through the clearing process. Other problems were caused by the "bunching" of Access students into one or other subject, leaving the Faculty with some subjects being filled almost entirely by Access entrants with the loss of a widened student experience for those students. Other problems arose from late changes to specialist subject announced by some students, thus further destabilising the Faculty's admissions procedures. Issues of equality of opportunity in respect of conventionally qualified student applicants chasing the few remaining places in a competitive manner and the preferential arrangements made for Access students were also raised. Furthermore, by 1993-94 it became apparent that central government was committed to a marked reduction in primary training places across the higher education sector, to be implemented by the newly established Teacher Training Agency via the 1993 Education White Paper and then 1994 Education Act. In addition, the Faculty decided to close down three of its 4-year award routes, (primary D & T, secondary Business Education and Maths) in 1994, leaving some Access students needing to be offered appropriate alternatives.

A second set of challenges to the Access work of the Faculty came from the increasingly tight resource envelope within which the Faculty was contracted to work. No charge was made to the colleges in respect of the Faculty Access Co-ordinator's time spent on interviews, review meetings, visits to the colleges, moderation meetings etc, nor in respect of the classes in the Faculty which the Access students were invited to join, or the administrative and liaison costs associated with the scheme and the Faculty library facilities made available to the students on the Access programmes in the colleges. The full cost of all these activities fell upon the Faculty at a time of considerable financial difficulties.

Rationalisation and Consolidation

The commitment to the Access work in the Faculty of Education during 1993-94 with entry to the teacher education programmes in September 1994 consequently came under considerable pressure. At the same time, a seconded black teacher, funded by the HEFCE special initiative, joined the Faculty for one year in order to refine the recruitment strategies (including those of the Access schemes) in order to achieve a higher proportion of entrants from minority ethnic groups into teaching (Coulton, 1995). In March 1994 a conference was organised by the Faculty between senior managers of the University and senior managers of the colleges to discuss and attempt to resolve the issues.

The outcomes of the conference were clear and far reaching:

1. the Faculty would close entry to the Secondary D & T 4 year programme from September 1995. This had the effect of closing the one remaining specialist feeder course at one of the colleges (the other had been previously closed by its own college due to recruitment problems) since diversification of outcomes was not able to be achieved by the college; 

2. an agreement that the primary 4 year undergraduate programme would take no more than 20% of its intake from the Access route and that feeder colleges would be given a quota of places based on past successful progression rates into the University; 

3. an agreement that there would no longer be any "guaranteed" Faculty place for any named Access student. Access students would attend for selection interview at the Faculty during the Spring term of the Access year. College references would count a great deal in identifying which applicants would be selected for the "quota" places; 

4. the Faculty would continue to invite Access students to visit the Faculty but that this would be restricted to two or three focused visits per annum, aimed at helping the students prepare for successful transfer to the Faculty.

These agreements were not arrived at easily since for many of the key players these outcomes represented a going back on the old policy of widening opportunities to hitherto disadvantaged groups. However, the rationalisation was based on the actual outcomes of previous practices and, as it became clear that no well motivated and potentially good applicant was ever turned away, there was a gradual acceptance of the altered position.

Conclusions

Since 1995-96 the Faculty's Access work has become more focused and able to identify potential good quality non-traditional applicants without jeopardising the opportunities for higher education places offered to conventionally qualified entrants. This has worked to the benefit of the Access entrants themselves, who are able to make more realistic choices about the higher education options open to them and for which they would be suited, later in their Access year than previously. It has also assisted the Faculty to be more accurate in meeting its recruitment targets set by the TTA and more cost effective in the management and administration of its Access work.

The aim of the scheme has never varied: to open up opportunities for suitable non-traditional entrants to the teaching profession, both for the benefit of the recruits themselves as well as the children in their charge. This article has documented the ways in which one Faculty of Education has attempted to do this.
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Abstract
The paper explores the development of teacher education from individualised practice and intuitive knowledge, through the development of a professional model based on theory and emerging ideas of reflective practice. It explores the development of a shared professional understanding between practising teachers and higher education institutions, and a partnership between UWE Faculty of Education and Bristol City Council which has at its roots a strategic approach to staff and school development. The partnership is argued to be a powerful tool in the enhancement of the professionalism of teachers and education-related staff and the quality of education in city schools.

Changing orthodoxies within the professional development of teachers

The Faculty of Education of the University of the West of England, Bristol, is based on a campus at Redland that was first used in 1947 for emergency training of teachers following the Second World War. This training was introduced at a time when the national model which has been described by Hargreaves (1996) as `pre-professional' was about to come to an end. Pre-professional training was largely based on the notion that student teachers needed to know certain uncontroversial routines and techniques, based on common sense notions of how children learned. Underpinning this training was the idea that the best way of learning to teach was by some sort of apprenticeship - learning by imitation, by observing `model lessons' and by developing routines and `scripted' lessons that could be tried out by the trainee in schools with children.

As training institutions started to aspire to status as higher education institutions, and in particular as their programmes were increasingly `validated' by universities as Certificates of Education and later as Bachelors of Education, it became necessary to defend teacher training in terms that university validators could understand. At Redland, this process began in 1949 when the two year certificate was introduced and the college became a full member of the University of Bristol Institute and was largely completed in 1968 when the University of Bristol validated an optional fourth year, to create a BEd. The university influence led to a period of change for teacher training curricula that enabled `education' to define itself as a `subject' - that is, a system of knowledge based on one or more disciplines. This change signalled an `autonomous professional age' (Hargreaves, 1996), where the aspiration was to create an all-graduate profession consisting of `knowledgeable' individuals equipped to make professional decisions. The disciplines that came to underpin education were those of the emerging social sciences - particularly psychology and sociology, together with philosophy, history and (to a lesser extent) comparative studies. This discipline-base reflected the dominant discipline bodies of the time. Had the autonomous professional age emerged at a later date, the dominant discipline-base for teacher education might have included cultural and management studies.

The emergence of a discipline-base for education enabled research into teaching and learning to gain recognition by conforming to traditional criteria for academic research. Educationalists in training institutions were seen as `experts' in their subjects, rather than as experts in teaching. Professional development was largely seen as something `provided' by experts within institutions (usually in the form of `courses') for the individual professional, rather than (say) as something jointly conceived and developed on behalf of schools (Wilkins, 1996).

The discipline-base for education may have encouraged the development of a critique of `common-sense' ideas about teaching and learning. The search for evidence about their effects challenged many taken-for-granted educational practices in schools and enabled a body of theory to develop, that could inform practice in schools and finally inform and challenge practice in training institutions. This `disciplined' thinking and research in higher education institutions about the difficulties that teachers and students were finding in `applying theory', may have enabled the development of practice through action research, the notions of theory emerging from the analysis of practice and, most recently, the development of the Reflective Practitioner model. Each of these developments had in common a respect for the `craft knowledge' of the teacher and a recognition that this knowledge could be developed and shared through a process of systematic and cyclical analysis of the full complexity of classrooms, schools and practice. This analysis may have led to real advances in our understanding of the whole context of child, student and teacher learning and development and a more collegiate model of professional development. Schools have become genuine partners in the process of developing and delivering training for teachers.

These developments have been overlaid by a series of political decisions that seem reactive to a context that was no longer relevant. For instance, politicians sought to eliminate `theory' from teacher preparation programmes, in the mistaken view that such theory is still based on a sterile and decontextualised study of the disciplines of education (see, for instance, Lawlor, 1990). Other decisions have been derived from a misunderstanding of the source of some of the ideas within teacher education programmes: for instance, attacks on the emphasis on the effects of class, gender and ethnicity within teacher training programmes, as based on an ideologically blinkered outlook, rather than on evidence of the lived experience of children and teachers (Hill, 1991). There has been increased regulation, especially aimed at making the initial teacher training curriculum more school- and subject-centred.

The movement of the teacher training agenda away from an understanding of theory could have signalled the end of what Hargreaves terms the `collegiate professional age' of teaching. There seemed to be a move towards a new `post-professional age', with teacher training curricula increasingly prescribed by central government, rather than by the profession, and standards of training increasingly restricted to skill acquisition acquired on the job (Wilkins, 1996). In this model, teaching is viewed as a simple and unproblematic matter (this is possible if one rejects theory - theory exists to ask the difficult questions and to require evidenced answers); there is no need for experts of any kind (subject or process), since practice can be developed and assessed purely through the process of doing; and there is no required knowledge about teaching (such knowledge is `theory').

There are a number of indicators that schools and teachers will not allow such a depressing picture for teacher education to prevail. Teachers and schools will not give up their hard won partnerships with higher education institutions, which they have seen as enriching practice within their schools and classrooms. The respect for evidence that has been developed within the teaching profession is not easily extinguished (Menter and Whitehead, 1995). Finally, HMI (who, after all, are largely drawn from the ranks of successful teachers), teachers and other educationalists have noted difficulties within largely school-based courses (see for instance, HMI 1991, OFSTED 1993, 1995 and 1997). These difficulties may include the lack of contact with subject and process specialists and the dangers of an inward looking, self referring system.

Many teachers and schools value the partnerships that have developed between higher education institutions and schools and are interested in seeing how they will unfold (Menter and Whitehead, 1995). If these developments are not to be a series of `one offs', where practice is evolved but not shared beyond the immediate context, there needs to be some systematisation. In the rest of this paper, we argue that this systematisation is best achieved by the development of a strategic relationship between local authorities and particular higher education institutions. We evidence this assertion from our own experience.

Partnership between a new local authority and a new university: a new way of working

In the Autumn of 1995, a new Dean of Education at the University of the West of England, Bristol, and a Director of Education designate for the new Bristol City Council (a recently created unitary authority) decided to develop a more systematic and focused staff and school development strategy within the new Local Authority and to build on the agreed approach of the new Bristol Education Committee in its first development plan, `Achievement in Bristol'. This was intended, amongst other things, to include a commitment to develop a targeted approach to the improvement of children's learning and a consistent framework within this context for the accreditation of all staff learning. The joint strategy would also build on the local model of the highly successful partnership in practice that the Faculty of Education at the University of the West of England had developed with Brislington School in South Bristol. This partnership was led by John Dwyfor Davies at the University and Diane Fidler at the School.

The developing agenda within Bristol City Council

One of the first priorities of the newly created Bristol City Council was to decide what should be its principal objectives and priorities. After extensive consultation over six months, involving over 120 headteachers, governors, trade unions and a variety of other groups, the Bristol Education Committee endorsed `Achievement in Bristol' which included an agreed set of aims for the City's education service for the early years of the next century and 120 targets for the first two years of the new Authority.

The joint development of these aspirations has reflected the Authority's desire to create a positive climate in which to encourage the exercise of leadership at all levels of the service. It is trying to establish the commitment of teachers, support staff, schools and the Authority to the kind of principles of reflective practice also espoused by the Faculty of Education.

Such principles include an explicit commitment to particular educational values, especially to the expansion of opportunity and achievement of children in schools, a willingness to look at the long term consequences of action and an openness to partnership with the stakeholders in the education process (see Ashcroft and Foreman-Peck, 1995 for more detail on the principles underlying such practice). The University also has a specific commitment to the local community and the regional expansion of opportunity within its mission statement. The commitment to these ideas, and their congruence with those being developed by the new Authority made the Faculty of Education a natural partner.

The Faculty of Education had experience of developing the kind of multi-level partnerships within continuing professional development in which the new Authority was interested. In particular, it had developed a flexible professional development programme, with many entry and exit routes, systems for the accreditation of prior learning and experiential learning and the possibility of the development of tailor-made routes through the programme to suit individual or institutional priorities. This meant that the structures were available for the faculty of develop a systematic and strategic relationship, as opposed to a `supermarket relationship' with the new Authority.

The Authority was able to recognise the elements of partnership in which it was interested in a joint project that the University had developed with Brislington School. This professional development programme won the 1995 South West Employers award in the National Training Award scheme. For some time the University had been moving away from a model we are categorising as the `supermarket model' the characteristic features of which are:

· a university and/or LEA decide internally on their strengths, interests or policy thrusts; 

· a university and/or LEA lay out what they can do for schools and what they consider schools need; 

· a university and/or LEA undertake some ad hoc and relatively unsystematic market research to determine what there will be `takers' for; 

· a university/LEA provides a series of discrete and sometimes unrelated courses and school-based activities; 

· schools are left to determine what their own priorities might be and see `what is available' to support them.

The University's work in partnership with schools had enabled it to identify various problems with the model from the school's point of view:

· courses tend to be generalist and are not designed to address issues of specific interest in the school or the region; 

· their attraction to participants is to do with their credit-bearing nature and the lack of professional development alternatives, rather than in their intrinsic value; 

· teachers attending such programmes often find them interesting but are unable to apply their learning within their particular schools; 

· they do not always contribute to a coherent staff development plan within a school; 

· support for individual and school initiatives is dependent upon what happened to be offered by the various training agencies; 

· an ad hoc approach to forward planning leads schools to retain a proportion of their staff development budget against the possibility of opportunities for individuals arising late in the financial year; 

· such opportunities often arise at times inconvenient to the school, causing individuals anxiety and additional work; 

· the responsibility of disseminating knowledge from such professional development is often left to individuals and is sometimes unsystematic and ineffective; 

· it is often impractical to implement learning from such programmes across a school or department, and so the long- and medium-term return for a school on its investment in professional development may be negligible.

The University, in partnership with schools, developed an alternative model of professional development, designed to respond effectively to the identified areas of need highlighted in schools' development plans and reflecting and supporting the ethos of a school. Inclusivity was an important principle. Research on school effectiveness such as that undertaken by Reynolds (1996) implies that achievement can best be raised through coherent and successful whole-school practices. Therefore, it was felt that all those directly or indirectly involved in raising the achievement of pupils in schools, including teaching, technical and support staff, should have access to appropriate and (wherever possible) shared, professional development.

Partnership in Practice

The development of a partnership between schools and Institutions of Higher Education heralded by the 1988 Education Act has gone a long way to create a vehicle through which the above aims can be realised. The Faculty sought to develop a partnership with schools that linked Initial Teacher Training (ITT) and Continuing Professional Development (CPD). In so doing, schools could benefit from receiving its ITT students, not only in terms of the financial offer attached to each student placed at a school, but also in terms of accessing its Modular Programme for Professional Development. Where necessary, the Faculty could facilitate a needs analysis in order to identify the most appropriate set of units of study or Modules, to support the Institutional Development Programme. Alternatively, Modules could be developed, rooted in the needs and ethos of the school. These Modules would then be submitted for validation within the Modular Programme.

Within such a structure, it is possible for the person or persons identified from within a school to deliver a programme, to be themselves registered on a programme and to gain credit for work undertaken in this way. This could be credited either through the accreditation of prior experiential learning (APEL) route or through independent study.

Traditionally, it has been difficult to provide a programme of professional development which can address the needs of specific members of the school team. Support staff, for example, have frequently been omitted from such programmes, at the expense of ensuring a coherent approach to meeting the needs of pupils (see, for instance, Clayton, 1990). The programme was developed to overcome such difficulties, whilst at the same time, awarding a University qualification for successful participation.

It has been rewarding to note the enthusiasm that programmes generate when they are operated as a vehicle for whole-school development, with teachers and others engaging in work relating to key areas of responsibility in their daily responsibilities. A significant outcome is the high level of professional discourse and theorising about practice. These professional discussions are no longer the province of the small handful of staff who would traditionally have attended courses of this kind in their own time. Thus, the model seems to develop Hargreaves' (1996) notion of the collegiate professional, but adds the rigour that generating and testing theory bring.

Building on the success of this kind of programme, further discussions have ensued around the development of personal professional portfolios throughout schools. Irrespective of whether a particular teacher is registered for an award, or whether they are newly qualified or experienced, they can make an on-going record of the learning accrued through the INSET and other learning opportunities. This information is accumulated in a portfolio, on which they may draw for personal and/or professional reasons at a later date, whilst encouraging closer reflection on current practice following the INSET opportunities.

Such developments can result in a cultural shift within the school away from an exclusive focus on pupils' learning towards that of the `continuing learner'. The school can become a learning institution in the fullest sense of the term - providing educational opportunities for its pupils and its staff.

