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Editorial

Welcome to this sixth Issue of The Redland Papers. It presents five articles with a wide range of concerns from authors whose interests and locations are quite diverse. Teachers working in many different settings will find something here of interest.

The first paper is by Gaynor Attwood, Nick Clough and Josephine Eliot, three teacher educators engaged in collaborative projects in Eastern European countries. They attempt to reflect in systematic ways on their experiences, drawing out some of the reasons they became involved and some of the reasons the work is rewarding. The second paper, by William Evans, looks in considerable detail at aspects of the history of teacher education in Bristol and assesses critically the claim that a particular establishment is an institutional ancestor of the University of the West of England, Bristol. Following this, a paper by David James and Janet Brewer reports part of some ongoing research into the development of key skills in vocational and academic provision for 16-19 year olds. They focus on the meanings of such skills for practitioners and argue that it is vital that these meanings are taken into account if the new comprehensive key skills qualification (scheduled for September 1999) is to be successful.

The fourth paper in this collection, by Elizabeth Newman, gives an account of an innovation in a teacher education programme which increased the use of resource-based learning and group-based directed activity. She presents some of the main findings of the evaluation, ending with a discussion of five "emerging issues" which teachers as well as teacher educators are likely to find of some interest. The fifth and final paper is by Oskars Zids, who is Dean of the Faculty of Education and Psychology at the University of Latvia. Zids presents a discussion of three periods of teacher education in Latvia, illustrating how this reflects social and political change, particularly at the level of the State.

If there is one theme that connects all five of these contributions, it is around the notion of values and the way that the expression of values is realised or thwarted in different sets of circumstances. Whilst it is not their main point, material the authors of the first paper present suggests that to some extent, opportunities to engage with educational developments in Eastern Europe allowed them to work in accordance with principles they hold dear, whereas system-wide reforms at home had an ideological dimension which denied this level of congruence. The other side of this coin is to be found at the end of the article by Zids, where he mentions the "pivotal" role of co-operation with Baltic and European neighbours in the development of teacher education during the "period of awakening". In the piece by Evans we glimpse whole sets of very powerful values which underpinned the movements to establish schools and the training of teachers in the middle decades of the 19th Century, sometimes in spite of their prospects for success.

In a more immediate sense, values were at issue for the teacher educators and student teachers involved in the innovation described by Newman's paper. She writes of the importance for would-be teachers of learning about group processes whilst preparing for a profession which is increasingly characterised by team work. She also highlights an issue for all teachers, namely that how ever it is that the curriculum is described and presented, it is those parts which are assessed that go to make up the "real" curriculum in the eyes of most learners in formal learning contexts. Assessment is the indicator of what is really valued by the teacher and the systems behind, or beyond, the teacher. However, we might be worried by the fact that greater and greater portions of what is to be assessed are prescribed by Government and quasi-governmental agencies, putting the teacher's traditional professionalism on a weakened footing.

Team-work is often described these days as one of a range of key skills. Centralised key skills assessment for the 16-19 age range will be a clear indication that certain key skills are valued across all pathways, at least at the level of the system. However, despite considerable agreement about how best to develop key skills, different teachers or trainers in different sites will interpret the key skills differently, according to what they value (or are able to value) in their work (see the notion of "compass" in the article by James and Brewer). This, it can be argued, jeopardises some of the greater claims made about the benefits we can expect from comprehensive key skills assessment.

I hope that all readers will find something which interests them in this collection. I know that in every case authors would be pleased to receive any comments from colleagues in all sectors of education, and I would be very happy to pass on any communications of this nature.

David James

Pan-European collaboration: some reflections on TEMPUS(1)-Funded programmes - GAYNOR ATTWOOD, NICK CLOUGH, JOSEPHINE ELIOT, Faculty of Education, University of the West of England, Bristol

Abstract

The paper focuses on the nature of pan European collaboration and draws on our experience of work at the Faculty of Education, University of the West of England, Bristol with a variety of East and Central European partners.

We explore how the ideological framework of our Faculty in the UK predisposed us to become involved in the opportunities that arose as a result of the changes in Eastern Europe in 1989 and subsequently. We include a critical review of our participation in current and planned TEMPUS activities.

We offer some reflections on the emergence of an international policy within our Faculty of Education and outline its key terms of reference. We aim to map a principled approach to international co-operation and development.

The final part of the paper identifies and addresses the main issues and concerns that have arisen as a result of our international activities and which we believe may be common to many others. These issues and concerns are reflected against our current policy and are used to amend and refine our thinking on the purpose and nature of trans European collaboration.

The European dimension in the Faculty of Education

Our Faculty of Education has been involved in a wide range of European funded projects. The key experiences which inform our discussion in this paper have been in TEMPUS projects. We have collaborated on a programme promoting independent learning in Hungary and are currently involved in an ongoing programme related to teacher training in Latvia. The latter has included the development of a programme about citizenship education. We are also in the second year of a three year project to introduce multi-media technology into two Higher Education Institutions (HEIs) in Latvia. We have assessed the feasibility and prepared bids for two further projects. One of these is in Hungary to develop opportunities for the retraining of teachers through the medium of environmental education supported by new communicative information technologies. The second project, now underway, supports the restructuring of teaching education in Albania.

It is no accident that the Faculty of Education at the University of the West of England (UWE) has involved itself in this work. In one sense it has been inevitable. Staff members have taken great interest in the development of educational policy in Eastern/Central Europe since the 'awakening' in 1989. One reason for this has been a deeply felt concern about the rapid development of educational policy in the UK during the same period. One rather cynical comment by a staff member after early contact with Hungarian colleagues seem to point at contradictory forces at work in Europe.

'When we are together (teachers from the UK and from Hungary) it is as if we are on two different trains passing each other in the night. We are being changed and they are changing themselves'.

This remark was intended as a reflection on responses to new freedoms which find expression in the economic as well as the social sphere. Some educationalists seemed to be rushing towards this freedom and others were trying to hasten away, at least from some aspects of the new market liberalism. The remark was also a comment on the process of change. It is probably truer to say that we are all involved in a constant process of change and the degree to which we become and agents of this change ourselves is in part up to us. Witness the achievements of people to initiate changes in Eastern Europe and of course in the last 20 years in Spain and Portugal. A central concern in TEMPUS programmes is the process of change and the participation of all concerned in that process. The changes are occurring within a new context in which the effects of liberalism are far more widely felt.

Our own participation has been based on shared and clearly signalled commitments within the Faculty of Education as expressed in our policy documents of the time. These include commitments to: developing strategies to increase social justice through educational processes; promoting democratic processes through education; promoting reflective pedagogy and non-absolutist approaches to teaching; and acknowledging the value of research to all of these processes.

These commitments had developed from our own personal experiences of life in the UK and also through our professional experience in a range of educational settings including schools and HEIs. In 1989 these same commitments were being stimulated in the face of new education legislation. This legislation involved an increasing market orientation within education policy, the introduction of new controls on the curriculum in schools and teacher training institutions and the introduction of new bureaucratic frameworks to record standards in education.

The legislation was justified in terms of principles which have been the subject of so much discussion in Europe over the centuries and are quite acceptable within liberal democratic frameworks. They include principles to do with rights, responsibilities and freedoms. The legislation was designed to ensure a clear statement of entitlement for all children to a curriculum that can be monitored and assessed. Aspects of this legislation could be seen to develop a system in which educators were accountable to the clients (parents), in which there would be choice and diversity and which would establish standards of delivery and achievement that would strengthen Britain's place in a competitive global (European) market.

However, discussion of these changes at the Faculty reflected widespread doubts within the profession about the appropriateness of the use of the language of the market place in educational settings and of the redefining of professionalism in relation to a narrowing set of competences. At the same time it can be argued that the changes have brought significant benefits - for example the strengthening of partnerships between HEIs and schools through the processes of initial teacher training and also the strengthening of coherence within the whole education system.

The development of an International Policy document

In the face of such significant and rapid changes the Faculty developed a commitment to foster mutuality and promote reflective pedagogy in its various educational partnerships. In this way we have tried to encourage critical awareness across and within the whole system. This principle finds expression in our recently developed international policy document:

The Faculty will seek to ensure that all arrangements entered into in international projects will be consistent with its policies in support of equal opportunities. Every project should include the objective of promoting self reliance within partner institution and nation. ... Collaborative processes should be designed to assist in the process of questioning taken for granted educational assumptions in both the UK and international contexts. It is assumed that the international dimension is a strength which can best be realised through dialogue within the partner country as well as between that country and the UK. ...The Faculty will seek to model reflective processes in its own work of teaching and learning. Colleagues within the UK and abroad will be encouraged to consider the appropriateness of reflective approaches in any joint project. ... The Faculty believes an international connection can yield rich insights into UK and other international practice. It therefore has a responsibility to disseminate the outcomes of projects.

We have been fortunate that a broadening and internationalising of professional perspectives has been possible in the recent period. A multiplicity of international mobilities (ie opportunities to travel), conferences, seminars, exchanges and research programmes has helped to clarify the professional agenda and discuss and share a concern for the rights and responsibilities of teachers and learners across national borders.

This development of a Faculty international policy has been informed by a wide range of experiences and opportunities presented through a number of projects and can be seen in the reflections of our work in Latvia.

Reflection on the content of two programmes in Latvia

The development of the use of multi-media technology in two HEIs in Latvia has raised many issues about the impact of resources and new technologies on educational processes. The funding of this TEMPUS project not only provides funds for mobilities for staff and students but also capital expenditure to establish multi-media workrooms. This has resulted in the Latvian staff and students being involved in the latest technology without having to experience the less capable range of technology as in the UK. Observations suggest for both staff and students the introduction of new technology can be easier without any 'baggage'. While the initial focus of the project was identifying needs of developing a new IT curriculum in the HEIs, in practice, the main development has been in terms of the necessary changes in teaching and learning strategies. The main areas of concern have been the development of flexible learning materials, reviewing appropriateness of assessment strategies, the role of the lecturer/tutor in the classroom and supporting students as independent learners.

In the two way learning process between East and West we have appreciated how the Latvian staff have been quick to adapt to the changes they saw as necessary. Issues raised at workshops, conferences and during their visits, to the UK have been assimilated into their practice in Latvia. Two interesting unrelated observations from this project have been the increasing use and dependence on the use of English language and the positive use of video technology. This is due to the use of computer technology and particularly use of the Internet and World Wide Web and the major contribution that video can make at promoting good practice and providing an explanation of different cultural practices. As this project continues, as with all the projects with which we have been involved we expect many other issues to arise and we feel that our current policy helps us to deal with these in a coherent and reflective way.

A second and ongoing programme, to develop citizenship education in teacher education in Latvia, is raising issues about the significance of values in education. The debate has been challenging given the past experience of the population of Latvia during the Soviet period and given the current political and economic relations Latvia has with countries in the former Soviet Union and with the European Union. It has generated much interest among colleagues in the 6 Higher Education Institutions involved. Participants are now preparing 'training the trainers' courses for teachers in 6 traditional subjects (history, environmental education, philosophy, music, art, sports) and 4 themes (minority studies, gender studies, media studies, leisure studies). The establishment of success criteria for these courses is a current concern as documentation is being prepared for validation by a group representing a range of interests. The UWE team have summarised their own view in a recent paper:

We feel that criteria for judging the success of a citizenship education programme in Latvia or indeed any democratic context should include reference to the values of 'freedom and security', 'inclusivity' and 'solidarity' which have their roots in The Declaration of the Rights of Man and of Citizens by the National Assembly of France (1789). (Clough, Tarr and Menter, 1996)

The very essence of the work is for all participants to consider how such human rights perspectives impact within the rapidly changing political, social, economic and education spheres in Latvia. But of course such perspectives are as relevant to teaching and learning about citizenship in the UK, primarily because education for citizenship, and even multicultural education, has disappeared from the latest version of the National Curriculum of England and Wales. Nor are these concerns reflected in the lists of professional competences and standards which appear in Government Circulars' and are used in judgements about the qualified teacher status of beginning teachers. For these reasons discussions and activities on the programme have been of mutual concern and interest.

Reflection on some structural issues in TEMPUS programmes

It can be argued that an important factor in working towards measurable results in any development programme is the cohesion of the activities with the whole system concerned. In this way programmes related to teacher training seek to increase the quality of teaching and learning in the different sites of learning for student teachers, including at the university or college (professional and subject studies courses) and at the school. A main focus is to promote coherence in the experience for the developing professional teacher.

The TEMPUS / PHARE(2) framework aims to ensure cohesion by targeting applications to those priorities identified by the ministries in those countries, priorities which are consistent with the agreed policies of the day.

This strategy is not always successful. At a superficial level the programmes are sufficiently long (4 years) that they outlive a period of influence of a particular given Ministry. There is a need for the programmes themselves to be responsive to changes in orientation in the political sphere resulting from the very democratic processes which TEMPUS / PHARE programmes are trying to support. Tensions arise when such changes are not welcomed by participants involved in the programme.

The management structure within the ministries can also impede cohesion during periods of rapid change. Responsibilities within the Ministry may be divided between ministers each with interests in different sectors of education. Tensions between such departments within the Ministry may become heightened, especially in periods leading up to elections when the direction of policy is less certain.

These factors would of themselves be sufficient to present a challenge to a systemic and coherent approach to the development of teacher training. The framework of TEMPUS can further complicate these challenges. The criteria for the judgement of TEMPUS applications require programmes to be targeted towards the HEIs providing the training. It is intended that the HEIs themselves should be the destinations for funds to support the various aspects of the programme. This tends to exacerbate the distance which already exists between HEIs providing training and other institutions such as schools. At the same time the ministries and municipalities are focusing their energy on the quality of teaching and learning in schools in response to concerns about the quality of experience of their pupils. Maintaining the coherence between activities which spring from these different initiatives - within HEIs and within the schools - is challenging for all concerned.

Two examples serve to illustrate these structural difficulties. Within the multi-media project much as been done with very limited resources but there are structural difficulties in extending the introduction of multi-media technology into schools in Latvia. The project can only provide computers at the HEI level and for good practice to permeate this will need support at Ministry level. There are serious funding implications in this and uneasy questions about the sustainability of such 'infrastructural' development.

Within the citizenship education programme in Latvia the co-ordinators have taken care to include the Ministry, relevant Non-government organisations (eg The Centre for the Advancement of Democracy) and some headteachers in the work wherever possible. The future of the work is now in the balance. The funding from TEMPUS for the HEIs is coming to an end just as the trainers are on the point of commencing work in the municipalities and schools where arguably the work should have begun. There is much still to learn about how children and schools develop understandings about democracy, human rights and social justice in the particular context of the 2nd Republic of Latvia. Such frustrations are of course felt in the context of the UK where the apparent democratisation of the education system (as exemplified in the ideology of accountability and customer satisfaction) has not been mirrored in the curriculum reforms. This is made evident through the apparent lack of interest to promote citizenship education programmes in schools or to support its development through teacher training programmes.

Reflection on issues arising during participation in TEMPUS programmes

It was noted earlier that the Faculty policy includes the statement

'It is assumed that the international dimension is a strength which can best be realised through dialogue within the partner country as well as between that country and the UK'.

In order for dialogue to be productive and realistic mutual understanding has to develop. It is essential to have information about current and past social and political developments. We remember, in the absence of texts in English, the almost complete ignorance we had of the situation in Latvia and Hungary on our first contacts in the early 1990s.

'There is pressing need to enquire into the social, economic, political and cultural spheres which would impact on education'. (Clough N and Menter I, 1995)

The idea of reflective pedagogy, which informs our work as teacher educators, positions us to reflect critically on the experiences and encounters that we have. We recognise as central the development of personal relationships with European colleagues, in which mutual respect, trust and warmth have time to develop. Hence the importance of TEMPUS projects lasting 4 years. One of us spent 2 years working in the Slovak republic and felt that it was not until the second year that she had a clear idea of the workings of the changing system and the trust of her colleagues. (Eliot, 1995) A great deal more was achieved in the second year. It is important in our view that the personnel, where possible, remain constant. Problems arise where, from one visit to the next, new co-ordinators appear and the process of relationship building has to start again.

As an understanding of the economic and social situation develops so does an understanding of the difficulties faced, in their private and public lives, by partners. The visits of colleagues to our institution enables the development of an understanding of the different kinds of constraints that we face. The aim throughout is mutual respect, the sharing of visions rather than supervision. The disservice done by the 'foreign expert who flies in and flies out' with scant awareness of the context is no doubt felt by many.

We see TEMPUS and PHARE programmes as requiring a comparative education perspective and endorse Kandel's view that

'the comparative education approach demands first an appreciation of the intangible, impalpable, spiritual and cultural forces which underlie an educational system: the forces and factors outside'. (Crossley and Broadfoot, 1993)

Another key issue in relation to developing dialogue is 'cross cultural cross wiring'. Given that the language that projects are conducted in is the second language of the majority of partners, communication can be a problem. It is more the nuances and referents of language, the untranslatability of certain concepts, that can cause mutual incomprehension. Here again the trust and respect built up through personal relations and over time is crucial, enabling misunderstandings and different conceptualisations to be examined. Such dialogue is one way of modelling reflective processes and assists us too in the examination of our own assumptions and beliefs. Such issues are discussed more fully in Eliot et al (1996).

Conclusion

The Faculty policy builds on the general rationale for the European dimension in education which was put forward by the Commission in its 1993 Green paper on the European Dimension of Education (COM/93/457 final):

'In the new context afforded by the Single Market, education has as one of its aims the preparation of young people to exercise their responsibilities in a wider social and economic area. It is in this perspective that the development of an European dimension of education must be seen as an important factor in the adjustment of the educational process to the new economic, social and cultural environment'.

This EU policy is consistent with the University's mission statement which promotes equality of opportunity, the development of life-long and flexible learning, the promotion of regional diversity and the concept of 'Europe of the Regions'.

The discussion in this paper has outlined some of the tensions underlying the notion 'a new economic, social and cultural environment'. An underlying intention of TEMPUS funding from the European Union is to bring about economic harmonisation between Western Europe and the countries of Central and Eastern Europe and it is clear that a fast expansion of market economies has begun to bring about a form of societal integration through monetary systems. But as Habermas states

'This system integration competes with another form of integration running through the consciousness of those involved, that is social integration through values, norms and processes reaching understanding. As a consequence the relation between capitalism and democracy is fraught with tension'. (Habermas 1994:28)

Our intention in this paper is to emphasise the need to continue to sharpen our critical awareness of these tensions in a broad international arena and yet to continue to support the promotion of democratic processes through education.

Notes

1 TEMPUS = 'Trans-European Mobility Programme for Students and Staff'

2 PHARE = 'Poland and Hungary Assistance for Renewal of the Economy'
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Bristol Cathedral School and the University of the West of England, Bristol WILLIAM EVANS, formerly University Secretary and Solicitor, University of the West of England, Bristol

Abstract

This paper attempts to test the proposition that Bristol Cathedral School (BCS) is an ancestor institution of the University of the West of England, Bristol (UWE). This proposition has recently had some circulation within UWE, which shares with other new universities (and individuals) an awareness of and interest in ancestry. The conclusion is that whilst there is a connection between the former BCS Middle School and UWE in the sense that the former plays a part in the story, there was never sufficient institutional connection between BCS Middle School and the training school at Fishponds to justify any claim of direct descent.

The call for improved teacher education

From the early years of the nineteenth century, elementary education in schools available to the public was dominated by the monitorial system devised and developed by Andrew Bell and Joseph Lancaster. The schoolmaster, poorly paid and of low social standing, maintained discipline and supervised and taught older pupils, who taught the younger ones mechanically and by rote. 1
During the early decades of the nineteenth century, the Church of England sought to entrench and enhance its role in the provision of elementary education. Its vehicle for that was the National Society [for Promoting the Education of the Poor in the Principles of the Established Church], which grant-aided the foundation of elementary schools teaching by Dr Bell's methods a curriculum laced with Anglican doctrine (Burgess 1958, p.68).

To maintain and increase the supply of teachers trained in Dr Bell's methods, the National Society offered training, usually of only a few weeks duration, at first in selected schools such as the Diocesan Schools in Nelson Street, Bristol (Bristol Diocesan Society 1831 p.21), and later in a Central School in London.

By about 1830, there was widespread dissatisfaction with the monitorial method. At the same time it was realised that little could be done to improve the delivery of education without first improving the quality and competence of teachers. As Bishop Monk put it some years later, "the inadequate qualifications of the masters and mistresses of National Schools precluded all prospect of such an education as might elevate the mind." (Monk 1847, p.11).
The Committee of Inquiry and Correspondence

In May 1838 a group within the National Society formed itself into a Committee of Inquiry and Correspondence (National Society 1838 p.1ff). The group included William Ewart Gladstone, Lord Ashley and Henry Edward Manning. Its terms of reference were

To consider and report upon the present state of the Central School, and the best means of giving increased effect to the operations of the National Society.

The Committee considered a paper circulated by the Bishop of Chichester. This spelt out the assumptions that:

1. the National Society is the most suitable organ for the conduct of popular education; 

2. the instruction of the poor is capable of being improved and extended; and 

3. the addition of a somewhat higher, which may be termed a commercial or middle, education, will be calculated both 1st, to confer the greatest benefits on those classes to which it is specifically applicable and 2nd, to encourage and invigorate the lower system; especially through the means it will afford of adapting the situations of schoolmasters to their merits and experience.

The paper proposed 8 heads of inquiry, including

· in what manner diocesan Boards of Management may be formed; 

· inquiry with the Chapters whether any, and in what manner the Diocesan Training Seminaries, which it is proposed to form, may be connected with the respective cathedrals; 

· methods of constituting and conducting the normal or training seminaries; 

· inquiry preparatory to forming or taking into union [sc with the National Society] middle schools in towns, and into the methods of instruction best adapted to them; 

· the whole question of schoolmasters - employment, examination, licensing by Bishop, contracting, payment, promotion due to merit, pensions.

In June 1838 the Committee recommended in its first report that each diocese should have a board consisting of the principal clergy and laity acting under the authority of the bishop; that a Collegiate Hall, connected with King's College, be founded in London, fed by students from the proposed diocesan training seminaries; and that the diocesan boards should collect money to be applied to the maintenance of the model and training schools of the dioceses.

In its second report the Committee proposed that there be a diocesan seminary or training school in each diocese for training schoolmasters. Pupils should be of all ages, so as to provide teaching practice; it should be placed where possible under the control of the chapter, and any local National school should be subservient to it. Its objects should be "the instruction of persons training for schoolmasters, singing men in cathedrals, and parish clerks."

In a word, the Cathedral School should be a seminary where either under its own roof or in the National schools attached to it, schoolmasters may be trained in every branch of teaching from the lowest elements taught in a National school to the highest branch of education taught in a Middle School, and every inmate of the school should first be a pupil and afterwards a teacher, yet a specified number of pupils might be received, who had no such ultimate views, and attended the school only to obtain that education which might prepare them for their future duties of life, as farmers, tradesmen, or mechanics.

The middle school curriculum would include languages, drawing, modelling, surveying, chemistry, natural history, physics, the science of navigation and commerce. These proposals were substantially approved by the National Society in July 1838, and a circular, backed by the Archbishop of Canterbury, was issued to dioceses in August.

Responses from the country

In most areas the bishop called a meeting of National Society supporters, which adopted one or more of the recommendations and appointed a committee to implement them. Priorities, emphases and methods differed from place to place.

In Lincoln the bishop called a meeting in December 1838 which resulted in the establishment in March 1839 of a Diocesan Board of Education (DBE) (Egerton 1983 p.12). Its third objective was to build a central school; its fourth, to train teachers and place them. The central school was "to provide a commercial and if possible classical education to the children of tenant farmers and tradespeople." Opened in August 1841 in new buildings costing £5500 a mile north of Lincoln, it had places for 200 day pupils and 40 boarders. It was intended to double as a training college for teachers. By 1842 it had 40 boarders and 35 day pupils but no teachers were being trained. It reached 50 boarders and 28 day pupils in 1843. It then declined to 16 boarders and one day pupil in 1853, when the DBE closed it. Over 11 years it had trained 18 student teachers, of whom only 6 took jobs in elementary schools.

In Chester an existing DBE was re-formed in 1839, with its first objective to produce a supply of improved teachers for church schools, secondly to popularise new methods of instruction, and "thirdly to secure for the middle classes, on moderate terms, an education suited to the advanced requirements of the Age" (Higgins 1985 ch.4). A men's teacher training college was established at Chester in temporary accommodation in 1840, and moved to a permanent site in 1843. A women's training school was established at Warrington. Chester College had a commercial and agricultural school to serve as a middle school, but this was not successful, though it was not closed until 1869.

In York a building was opened as a masters' training school in mid-1841 (Braidley 1981 p.29). After fundraising, a new school was built and opened in 1846; the old buildings were occupied as a women's training school until it moved to Ripon in 1862. A Yeoman or Middle School was associated with the teacher training college until 1858.

In Kent, progress was driven by Canon Spry, a member of the Committee of Inquiry and Correspondence. The Canterbury DBE first met in November 1838 (Hawkins 1984 p.37). It carried out a survey of school attendance (using methods publicised earlier in the decade by local statistical societies; two had been conducted in Bristol by Charles Bowles Fripp), which showed great unmet need. The DBE took on all the Committee of Inquiry and Correspondence's recommendations, and set up model schools at Canterbury (1842) and Maidstone (1843). Having decided at its November 1838 meeting to found a training establishment, it confirmed that decision in March 1839, rejected an approach by Chichester diocese about a possible joint venture, and set up a training school for women at Canterbury in 1840. That ran into financial difficulties, and in 1842 the DBE widened its intake to include adult and existing teachers, and offered part-time attendance. By 1847 it had taken 144 pupils, but only 6 of them got jobs in schools. It was closed in 1849, and both training projects were abandoned.

In 1840 the Canterbury DBE resolved to set up a Middle School within a year "for educating the children of those persons who, without desiring the higher classical attainment, may be anxious to qualify them for commercial or mechanical employment." Starting with 12 pupils in 1841, the Middle School grew to 76 in 1843, broke even in 1845, and opened an extension for 40 boarders in 1846. Similar schools were established at Tenterden (1842-1853), Maidstone (1846) and Tunbridge Wells (1843-1846). By 1848 the Canterbury Middle School fell into deficit; in 1853 it was let to the schoolmaster; when he resigned in 1857 the DBE decided not to relet it, and it was closed.

In Somerset, the Bishop of Bath and Wells convened a meeting in his palace in October 1838 to discuss the National Society's circular (Boustead 1984 p.93). As in Bristol, a diocesan education society already existed. The October 1838 meeting resolved to establish a DBE and to collect some statistics, but a meeting the following month decided to form a diocesan association and to invite local schoolmasters to associate themselves with the DBE. A meeting in December 1838 decided that improved teaching was the first objective, and adopted rules which declared its first object to be to provide a training school for masters and mistresses. A DBE was formed in March 1839, and later that year Bath City Commercial School and Failand Agricultural School were received into union with the DBE. A subcommittee appointed to consider the matter of a training school had a mind to use the existing grammar school, but its master would not give up without compensation. In the autumn of 1840 the DBE set up a men's training school with 7 students, and a separate establishment for women, which had 3. Numbers reached only 18 in 1843; both institutions failed and closed in 1844. The students transferred not to Bristol, but to Gloucester and Winchester. Model schools were planned at Paulton and Pitminster, but were soon discontinued through lack of support and lack of funding.

The Bristol response

In Bristol, James Henry Monk, previously Bishop of Gloucester, had in 1836 been appointed bishop of the newly-combined diocese of Gloucester and Bristol. He had to deal with two deans and two chapters.

Monk may have been helped or hindered by the fact that there already existed a diocesan education society which predated the National Society, of which it was in effect the Bristol branch (Bristol Diocesan Society 1831 p.1). It is difficult to assess how Monk set about implementing the National Society's circular, but what happened can be partially reconstructed from various records.

In August 1838 Monk explained the new policy in his Charge to his clergy:

It is designed to attempt the attainment of three objects: (1) To provide a better class of teachers, by improving the education, condition and prospects of schoolmasters. (2) To ascertain and bring into notice, improvements in the management of schools. (3) To offer to the middle classes, on moderate terms, a useful general education, based on the religious principles of the church. (Monk 1838 p.38).

By 1840, "a training school to which is united an institution for the education of Middle or Commercial scholars, in connexion with the Church of England" had been established at Gloucester, and was described a year later as "very successful." (Monk 1841 pp.28-29). The school took commercial boarders and day scholars (for whom French and Latin were options), and boarders training for schoolmasters (some of whom had exhibitions which halved the fees).2 But such an establishment at Bristol was impeded by "local difficulties," which were to do with obtaining a site and the wish of the Dean and Chapter to control appointment of the schoolmaster, a dispute which appears to have been resolved by the Chapter making available a site within the BCS precincts and the DBE conceding control of recruitment. In January 1842 Bristol Cathedral Middle School (BCMS) had been established (Bristol DBE 1844, appendix). There were places for 80 boys: 38 were taken up in the first year, 53 in the second. It was intended to build another school room to the west of the cloisters.

BCMS however did not attract enough middle class pupils or enough trainee teachers. In its 1844 report the Bristol DBE recorded that only 2 of the 3 training exhibitions had been granted, which might imply that there were only 2 students being trained. The DBE complained:

It is difficult to account for the circumstance, that so few applications have hitherto been received for admission into the Training School, except by the supposition that the tradespeople and yeomanry, as well as the humbler classes, are ignorant of the advantages offered to such of their children as show any talent for learning, in the opportunity of being brought up to the profession of a schoolmaster.

The curriculum was broader than that of existing diocesan training schools, but focussed on the teaching of reading and writing, arithmetic, geography and English grammar; extras were algebra (simple equations); Euclid (to Book 3); Latin (Caesar); and the Greek New Testament.

In the Middle School, which is an important part of this establishment, a good English education is afforded together with instruction in the elements of Latin and Greek; particular attention being applied to those points of instruction, which tend to qualify the pupils for those situations in life, which they are most likely to fill in a large commercial city.

In 1844 Bishop Monk appealed to his clergy to publicise the availability of places and the advantages such a school had for its pupils, not least the prospect of a job (Monk 1844, p.7).

Meanwhile it had been suggested that BCMS might be made viable if the successful Gloucester middle school were to be amalgamated with it. In 1844 Monk got the Gloucester DBE to propose to the Bristol DBE that there should be a united scheme of education for the whole diocese, with one training school for masters at Bristol and one for mistresses at Gloucester, each to be open to the whole diocese (Bristol DBE 1844, p.10). Monk then got both boards to agree that the men's training schools should be consolidated at Bristol, which would enable a similar school for women to be established at Gloucester (Monk 1844 p.7). In November 1846 Monk got the by then combined Gloucester and Bristol DBE to consult the Bristol training institution and its Gloucester counterpart about bringing the women's institution into the vicinity of the parochial schools at St James's, Gloucester (Gloucester & Bristol DBE 1846 p.3). The plan seems to have been to develop BCMS as the men's training establishment, and to develop a women's school at Gloucester.

In 1846 the Education Committee of the Privy Council announced grants for teacher training places provided they met standards set by the government, and scholarships to enable elementary school pupils to attend them. In 1847 Monk told his clergy:

The support hitherto given to the Diocesan Boards of Education is far short of what is requisite to elevate the Training Schools at Bristol and at Gloucester to the rank of Normal Schools, entitled to the aid of grant, and qualified to receive Queen's Scholars (Monk 1847 p.27).

BCMS continued, in increasing financial trouble, until 1853, when it closed, leaving the Dean and Chapter of Bristol to pay off its debts (Ogden 1992 p.34-35).
The failure of BCMS

The received view, following Monk, is that BCMS failed because the merchants and tradespeople of Bristol were not interested enough in education for their sons to make the commercial side of the school viable; and that the teacher training side failed because there were not enough students coming forward for admission (Ogden 1992, p.35). What evidence there is however suggests other contributions as well.

The commercial side was already served in Bristol. Bristol College was opened in 1831 as a proprietary college, in a rented house in Park Row (Latimer 1877 p.141). Fees were £21 a year; shareholders had a 16% discount. Among its many successful pupils was Walter Bagehot the financial journalist and constitutional writer, whose father was in Stuckey's Bank; Bagehot's day job was in the London branch. Although Bristol College's constitution allowed its Anglican members to organise religious instruction according to the doctrines of the Church of England, it was substantively a non-denominational foundation with a strong Quaker influence - Joseph Storrs Fry was a founder member - so children from nonconformist families attended, making their own arrangements for religious education. That led to sectarian opposition from Anglican clergy, who promoted a rival school. Bishop Monk, always looking over his shoulder at the threat of Dissent, ever strong in Bristol, lent his support, and in August 1840 Bishop's College was opened in Bellevue, Clifton. In October 1841 it moved to premises in King's Orchard at the top of Park Street, purchased by Monk for £9750 from Whitson's trustees, who had intended to relocate the Red Maids there from Denmark Street (Latimer 1877 p. 202) but were somehow persuaded otherwise. The diocesan literature describes Monk as having endowed Bishop's College, but the money appears to have been a loan. At Christmas 1841, Bristol College closed.

Bishop's College did not succeed either. It was competing in the same market as BCMS, Queen Elizabeth's Hospital was undergoing a revival, and there was not room for all three. By 1851 Bishop's College was making a loss. Monk, having received no interest, asked for his money back. The proprietors decided to leave Monk to exercise his power of sale, which implies that he had taken security for the loan, but he took no action. Bishop's College eventually closed in 1861, when the premises were sold and became the headquarters and drill hall of a volunteer rifle corps (Latimer 1877 p.142).

Enter Soapy Sam

Meanwhile, in the diocese of Oxford, attempts to implement the National Society circular had taken a different course. A public meeting of subscribers of the National Society in February 1839 had resolved on the formation of a DBE; in November 1839 the bishop announced plans to form a training seminary for teachers, and launched an appeal for funds. A meeting in Oxford Town Hall on 21 February 1840 received the DBE's first annual report, which mentioned the advantages of training at the diocesan schools (Hurst 1966 p.50). The men's training school was established in 1840 in a house at Summertown in north Oxford (now Northern House School). It had capacity for 25 students, but only a dozen attended. The women's school had been opened at 3 Prospect Terrace (now 241 Oxford Road) Reading, but moved in 1845 to Kidlington, a village north of Oxford.

When Samuel Wilberforce became Bishop of Oxford in November 1845, his DBE regarded both the Summertown and the Kidlington training schools as inadequate: they were not meeting existing demand, the capabilities of the staff were limited, and they were not thought capable of meeting future requirements (Oxford DBE 1847). Building on the scale required would not be possible without Privy Council grants, for which the leasehold premises at Summertown would not qualify (Oxford DBE 1848).

So in August 1847 Wilberforce persuaded his DBE to appoint a committee to search for a new site in the neighbourhood of Oxford, and at the same time he proposed to Bishop Monk that the two dioceses should unite in a scheme for a training institution for masters in Oxford diocese and for mistresses in Gloucester and Bristol. Once the commercial crisis of 1847 had subsided, negotiations between the two DBEs resulted in 1848 in joint proposals to that effect.

With the evangelicals at Cheltenham having laid the foundation stone of their huge new college (later St Paul's, now Francis Close Hall, part of Cheltenham and Gloucester College of Higher Education) (More 1992), and with Oxford having obtained its site (or so it thought), pressure was on Monk to implement the Gloucester and Bristol end of the deal. In the spring of 1849 he appealed for funds. The result was reported on 7 November 1849 at the Victoria Rooms in Bristol to a meeting of subscribers, which resolved that there was enough money to go ahead; to define the objectives of the project; to appoint a Council to govern the new institution; and to consider information already obtained about a site. That site was at Fishponds, and the Gloucester and Bristol Diocesan Training School for schoolmistresses opened on Saturday 10 September 1853, the first students transferring from Kidlington. The Oxford diocese had already closed its Summertown establishment for men, when St Matthias's brother college was opened at Culham on 1 January 1853.

BCMS and UWE

BCMS closed in 1853, in debt. At a time when tuition at home was still the method of choice for those who could afford it (Musgrove 1959, 1970), and when the affluent were beginning to look to the new or revived public schools for the education of their sons, BCMS's middle or commercial side was the victim of competition engendered by an excess of supply over demand, to which Bishop Monk himself contributed by bankrolling the initially successful competitor to Bristol College. On the teacher training side BCMS was offering a route to a job with low pay and low status (Tropp 1953, 1970), yet it was offering it to the sons of families with commercial nous; and whilst BCMS's curriculum was an improvement on what was offered in the monitorial-oriented schools, the arrangements could not meet the tests the government through the Privy Council set for grant aid. BCMS's teacher training role was finally made redundant by the opening of Culham College as part of an official Anglican initiative which involved the foundation of the training school at Fishponds which later became the College of St Matthias. Both of BCMS's roles had been taken over by other establishments.

So the conclusions are: (1) there was a period when BCS contained a Middle School which trained teachers; (2) BCS Middle School closed in the same year the training school that later became the College of St Matthias opened; (3) that training school was not identical with, nor created out of, BCS Middle School, but was a separate foundation recruiting from and delivering into different markets; (4) one of the events which led to the closure of BCS Middle School was the opening of a men's training college as part of the initiative which also led to the founding of the training school which later became St Matthias; so (5) whilst there is a connection between BCS Middle School and UWE in the sense that the former plays a part in the story of the foundation of the latter, there was never sufficient institutional connection between BCS Middle School and the training school at Fishponds to justify any claim of direct descent.

In so far as BCMS can be said to be the predecessor of any other institution, it is not of UWE, but of Culham College. BCMS closed the same year as the training school at Fishponds opened, but BCMS took only male students, whereas Fishponds was for women. So there is no institutional continuity or descent between BCMS and St Matthias, and hence no institutional continuity or descent between BCMS and UWE. Even less with Bristol Cathedral school itself: although BCMS was within the precincts of the Cathedral School, it does not appear to have been integrated with the Cathedral School, and when BCMS closed, the Cathedral School continued.

There is however a functional connection. Both BCMS and the diocesan training school at Fishponds emerged from an initiative to improve elementary education by improving the training of teachers. The establishment that later became St Matthias was part of a scheme which itself was part of a nation-wide movement which also produced BCMS. But whereas BCMS failed, the girls' training school survived, and eventually succeeded. The University of the West of England, Bristol, and its Faculty of Education, are indebted to both.

Endnotes

1 The literature is extensive; readily understandable comprehensive surveys are in Rich 1933, Hurt 1971, Dent 1977, Aldrich 1982, and Stiles 1995 ch 3

2 Advertisement, Bryant's Gloucester Directory 1841
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Key Skills on the Ground: The Meaning of Development in 16-19 Academic and Vocational Programmes - DAVID JAMES, Faculty of Education, University of the West of England, Bristol with JANET BREWER, Accredited Training Centre, City of Bristol College

Abstract

This article is based on current research into key skills development in the 16-19 curriculum which looks at learner experiences, teaching approaches and learning strategies, and the management of the relationship between key skills and other programme content. Qualitative data were collected in six case-study settings, chosen to represent a range of provision (GCE, GNVQ, NVQ) and declared approach (explicit/implicit development and assessment) to key skills.

This paper presents a brief analysis of staff/trainer accounts of the meaning of key skills and the nature of successful key skills development in the areas of application of number, communication skills and information technology. A number of interim conclusions are drawn and policy implications considered.

Introduction

Following the Dearing Report on 16-19 Qualifications (Dearing, 1996) the previous Government published the first ever White Paper on the education and training of 14-19 year olds, entitled Learning to Compete (DFEE, 1996). One of only four "priorities for action" in the "vision" part of this document states the Government's intention "to improve the effectiveness of learning in preparing all young people for work and lifetime learning, particularly in terms of key skills" (p. 9). This central role for key skills is also to be found in Qualifying for Success, the new Government's consultation paper on 16-19 qualifications (DFEE, 1997). Here, key skills are part of the means to realise a manifesto pledge to "broaden A levels and upgrade vocational qualifications". Key skills are portrayed, not as basic skills, but as "putting basic skills to work in new contexts to support the changes and transitions that are part of everyone's experience" (p. 19). The consultation paper mentions the piloting of a key skills qualification across all routes from September 1997, and confirms the intention to implement this from September 1999 (though this is subject to further confirmation from the Secretary of State). Covering the three key skills of communication, application of number and information technology at five levels, the proposed qualification combines internal and independent assessment. It will be the first ever comprehensive post-compulsory qualification, intended to cover all the significant pathways and combinations of pathways.

In this context, it would seem well worth having an understanding of the conceptions of key skills - and especially, of their successful development - which are current and have currency amongst the practitioners who will be in the front line in the business of interpreting and implementing any new key skills qualification. Can these conceptions offer us any insight into the likelihood that a new qualification across all pathways will "broaden A levels and upgrade vocational qualifications"?

A case study approach

This paper is linked to a study funded by a Small Grant at the Faculty of Education, University of the West of England, Bristol. The study is entitled The Development of Key/Core Skills in the 14-19 Curriculum and has the principal aim of identifying good practice in the development of key skills in academic and vocational programmes, with a particular emphasis on learner experiences; teaching approaches and learning strategies; and the day-to-day management of the relationship between key skills and wider programme content. The study attempts to do this through the generation of detailed accounts, initially in six case-study settings, where the main source of data is in-depth interviewing of teachers/trainers, and students/trainees. The settings have been chosen carefully to provide a cross-section of pathways, qualifications and articulations between key skills and other programme content. However, we are not seeking to provide for generalisation in the classical sense. Nor did we decide to take a ready-made definition of key skills into each setting and measure the magnitude of departures from it. This is partly in recognition of difficulties inherent in privileging one definition in a field that is still characterised by contestation. In this study we are interested in developing an understanding of "meanings held", of practitioner and learner conceptions and the themes which appear to separate and unite these conceptions. What we seek is perhaps more accurately termed representativity rather than generalisation, and it implies a rather different notion of the relationships between cases, data and explanation than is common in a traditional empirical-analytic approach (see Bertaux, 1981; Platt, 1988; Hammersley, 1992).

For ease of comprehension, the six case study settings may be arranged in the following table:

	Vocational
	General Vocational
	Academic

	Town Trainers
(NVQ Level 2)
	River School
(GNVQ with the ASDAN Programme)
	Tower School
(A level)

	City Training
(Modern Apprenticeships)
	Parkside Sixth Form College
(GNVQ)
	Hillside School
(A level with ASDAN Programme)


In each of these settings we interviewed up to three key personnel and up to six students or trainees. Interviews followed a simple checklist and were tape-recorded and transcribed. In this paper we only refer to the interviews with trainers/teachers. Although the research process is not yet complete, two things have already become clear. The first is that there are a number of dimensions along which concepts of key skills seem to vary amongst practitioners. The second is that there is considerable agreement about what constitutes successful key skills development and the conditions within which it may occur. Theses aspects are discussed in the following sections.

Conceptions of key skills

The dimensions we have identified here are compass, pedagogy, contextualisation, and familiarity. Each of these is illustrated briefly below.

Compass

This first dimension is about both the importance accorded to key skills (in relation to other programme content) and the "breadth" of the notion of key skill that appeared to underpin practitioners' descriptions. Key skills are seen by some as narrowly definable, measurable capacities related to employment. For others, this is very much in the background, and key skills are a series of themes or agendas for bringing about and articulating personal development which will be of lasting significance, and which may be seen to be in stark contrast to the development fostered by more established programme content. The first view seemed to be present in the Modern Apprenticeship run at City Training, where a trainer's strategy was to talk with employers to find out what real, work-based problems they had which could form the topic for a project work that would, in turn, meet some of the requirements of the main NVQ whilst also "hitting" several key skills targets. However, she also complained that the reason this strategy was necessary was that key skills did not really reflect employer or employee needs, and that they had been "put together by academics and not by...people who have really been in the workplace, in the majority of offices. It's theory not practice".

A broader notion of the "compass" of key skills came through several of our interviews. The member of staff with responsibility for the pastoral curriculum at Hillside School saw key skills as encompassing some of the most fundamental educational goals, claiming "they are life skills. I think if they [the students] get them right, they [key skills] are probably the most important thing they [students] will ever learn here". A teacher at Parkside Sixth Form College commented on key skills as an indicator of "...how they [students] have changed in character" and on the capacity of key skills to foster independent learning. In comparing GNVQ students to A level students, the key skills co-ordinator at Parkside suggested that GNVQ programmes developed a "general can-do attitude" whereby "you give them a keyboard and they'll hit anything until they have it worked out". Other connected ideas here were that key skills could provide some balance in curricula that were otherwise too arts-or science-focused; and that the process orientation of key skills allowed learners to reflect, even where other parts of the programme discouraged or prevented this (teacher at Hillside). One particularly interesting variation in compass is that key skills are sometimes seen as a collective curricula entity rather than as a series of discrete skills. This is most apparent in the accounts of successful development (see below), but also came across in comparisons with non-subject-based curricula (such as TVEI or the Cross Curricula Themes of the early non-statutory part of the NC).

It also seems to us that compass is a way of drawing attention to a range of experiences of practitioners which, when articulated, bear witness to considerable unease and confusion. A senior member of staff at Parkside was comfortable with describing student development within A level English in terms of skills (such as recognising and comprehending information, synthesis, expression) but very troubled by "generic" key skills, which were "written in a very odd manner", with "meaningless" performance criteria, no certainty that understanding was being measured, and a remoteness from "day to day normal business requirement(s)".

Pedagogy

Linked to the discussion above is the point that for some of the teachers/trainers, the concept "key skills" carried a heavy pedagogical connotation. Here, the conceptualisation of part of the curriculum as key skills went hand in hand with new forms of reflection on teaching and with change in practices. The key skills co-ordinator at Parkside put it as follows:

[The experience of key skills]...also has a huge impact on teaching and learning style because... having to find evidence, it actually means that you cannot only teach in certain ways, because you have to structure learning situations and structure evidence situations, and to enable the students to actually practise these key skills and actually use them, so you can't just chalk and talk. It's not possible. The students have to give presentations, they have to interview people, they have to use number in very applied means. There is no choice. To me I don't see how else you can do a GNVQ"

Along with several other teachers, this teacher also emphasised the necessity for collaborative planning of the curriculum and assignment work for a whole year in advance. Many of her colleagues were unaccustomed to this level of co-operation in the school, and where key skills content was delivered by people outside the team (or by people who didn't attend meetings) it caused great difficulties. Planning was also identified as an area of tension by another member of staff at Parkside, who suggested that some teachers were "unwilling to make it work" in that they did not take enough trouble to plan sufficiently far in advance to be able to reveal and communicate to colleagues the intersections between key skills and the rest of GNVQ programme content. This insufficient "mapping" made it very difficult to ensure that students had sufficient opportunities to develop and be assessed in all components of the key skills.

The strongest pedagogical messages seemed to be about student-centred practices; planning; and the need to work collaboratively. On more than one occasion interviewees spoke of the magnitude of the staff development activity that would be necessary to encourage some of their colleagues to take key skills seriously: often they were talking about whole orientations to teaching, to subject disciplines and so forth.

Contextualisation

By contrast, notions of contextualisation and a related idea - integration - seemed to be quite widely shared. There were a number of direct references to integration in the interviews and their nature suggested to us that even whilst practices differed widely, the term "integration" referred to the same set of ideas for most people. Across all the sites, most teachers/trainers expressed the strong view that although it was always possible (and sometimes necessary) to teach discrete sessions on a particular skill element, that this was on the whole undesirable. Key skills were best developed and assessed in a contextualised and fully integrated fashion, whether they were alongside NVQs, GNVQs or A levels.

This is illustrated by the experiences of the trainer working at City Training, for whom application of number presented the most difficulties. The degree of contextualisation seen as possible depended on the perceived relevance of the key skill to actual jobs. For this trainer, a great deal of the application of number key skill specification lacked relevance, and it was this fact that meant it had to treated separately:

I think if you could take options on range statements, that would be more relevant, because the specific volumes of cylinders, and things you would find more in engineering perhaps...if you are in that situation you would be doing those things every day anyway. When you're not and you never do, what's the point? So many of these items are things you learn at school and never use again until you do the key skills. You do it then, and you never use it again. Let's have key skills that are key: skills that you require, not the key skills that are rare and required by few".

Her own strategy for coping with such material included doing most of the application of number work near the beginning of the programme, at a time when the motivation of the trainees seemed to be at its highest. Once this "hardest part" was done, other key skills and other programme content could follow. "If they started off with the easy bits, [then] eight, nine months down the line they would not want to attempt application of number". It is worth noting that these notions of "hard" and "easy" refer to something other than cognitive complexity: they refer to relevance and opportunity to contextualise.

At Tower School a member of staff teaching mainly A level Geography discussed at some length the desirability of integration and the pitfalls of what we might term pseudo-integration. For example, he said that it would be "rather false" to try to put numeracy in to art or English, apart from the odd occasion. This point was linked to difficulties with "selling" key skills to students:

"I think to take them out of context of the subject, to stick in a you know, a key skills component without it necessarily relating to exactly what was being done [in an A level subject]... I think the students may well vote with their feet and say "this isn't applicable to what I want to do". They are great ones for "how does this fit in?". Most of us would give the students a copy of the syllabus guide to say what's in here... so I think that would be the danger. It's got to be in context, it's got to have a particular purpose behind it, otherwise it will be a disaster".

"Selling" key skills is an issue with staff peers as well. Another teacher at Tower School felt himself to be in the minority in his view of the contextualisation of key skills in the A level curriculum:

'...what tends to happen, is when you talk about teaching key skills at the moment I think that the staff feel that they are things that will have to be added on, rather than necessarily being part of the way that it [the A level curriculum] was delivered. They see it as an addition, I mean we have got used to having things added on in education, without anything being taken away: it would be an automatic reaction really, "when am I supposed to do this?"'.

Familiarity

Although they knew we were interested in talking about key skills and were selected internally as much as by us, the teachers/trainers we interviewed varied in their apparent familiarity with national policy developments in the area of key skills. In some cases this is an "obvious" point, in that those working with GNVQ and ASDAN will have had some time to get used to the way that key skills are interpreted in those programmes. Yet differences in familiarity were also apparent at the level of the organisation as well as individually. Amongst those not directly assessing key skills, variations in the use of concepts around key skills showed us that it is possible for quite experienced and established senior teachers to have no apparent knowledge of key skills as conceived in Dearing, for example. One A level teacher took all our questions about key skills to refer to the skills of study associated with success in the A level subject he taught. In addition, some of our interviewees spoke about the large number of colleagues they had who had no knowledge of developments on the national stage in the area of key skills and who would require considerable support and staff development should an across-the-board qualification be established.

Successful Key Skills Development

We felt that the four dimensions described above indicated some important variations, but that there was sufficient commonality of understanding of the three key skills to proceed to analyse teacher and trainer (and eventually, student/trainee) accounts for what they might tell us about successful key skills development. This relates to one of our original aims (which we acknowledge is problematic) to identify examples of good practice in key skills development. With one exception, all the teachers/trainers we spoke to could readily cite examples of recent key skills development that they regarded as successful. Three examples are given below, followed by an attempt to summarise briefly the common elements.

The first example is taken from the account of successful key skills development offered to us by the key skills co-ordinator at Parkside Sixth Form College. Her description is quoted in full:

I can think of one occasion when it has been particularly successful, but it's difficult to repeat each year, because it is very dependent on co-ordination between other members of staff. That's mainly because the key skills were completely integrated into the vocational unit, and the unit that was concerned was the event, when we organised this huge athletics event [which] involved the students advertising things, sending out instructions to 30 schools, costing things, getting sponsorship, managing sponsorship deals. It involved using a software package to input all the athletic events, all the entries, all the results. They actually had to design certificates, produce them and have them printed. [It was successful because] it actually was a very real use of all the key skills, it was completely integrated. Now, the most successful occasions were when the staff teaching that particular group had...key skills understanding and were also very involved with the particular vocational teaching...When the key skills were kept separate, it was nowhere near as successful.

She went on to point out the huge volume of staff development activity that would be necessary to achieve this level of success in other parts of the school.

The second example comes from City Training, within a Modern Apprenticeship Scheme for Administration. Here the trainer we interviewed wished to find ways of "killing many birds with one stone". Her main strategy was to work with employers to identify real problems in the business or workplace, or which impacted upon the business, in which each trainee was normally based. These "real problems" would then become the framework for an investigation by the trainee, and the trainer would ensure that as many targets as possible were hit in terms of the requirements of the main NVQ and the key skills of application of number, communication and IT (but also problem-solving, personal and other skills). In one case, the problem to be solved was whether a new company car should be bought, leased or hired. In another, a trainee working for an Estate Agent investigated the improvement of the firm's marketing via a study of different age groups, housing tenure and locality.

A third illustration is from the Geography A level teacher at Tower School. Here, a very broad notion of key skills is apparent in his celebration of a particular example. He related the experience of a Geography field trip during which students were encouraged to participate in management training exercises with both physical and mental dimensions, in teams and in a residential setting well away from the school. The sessions involved problem-solving and were facilitated by someone who normally ran such courses for well-known commercial organisations: this fact lent a great deal of credibility to the sessions, in the eyes of the students. In comparison, attempts to do similar exercises on the school premises, led by school personnel, were judged by students' to be less successful. This, he said, demonstrated a need for more people from business and industry to offer a little time and expertise to schools. Similar results could be expected from improvements to the one-week work experience period undertaken by all pupils.

It seemed to us to be significant that in all three of these cases, practitioners are describing key skills development which encompasses more than the three which have been elevated by BTEC, Dearing, and other sources. But even leaving this point aside, we would argue that a clear picture emerges from these and the other practitioners about the conditions for successful key skills development. We may characterise these conditions as high contextualisation and integration, explicit practical relevance to learners' needs, and the use of real-life problems. In addition, themes that were nearly as common include the idea of getting some form of direct employer involvement and the need for careful, collaborative planning of schemes of work to incorporate several opportunities to embody meaningful key skills development.

Application of number was by far the most difficult of the three key skills to realise in terms of the three main criteria shown above. This was especially so in the case of the Modern Apprenticeship programme. This programme might be expected to provide a particularly sympathetic platform in terms of our three criteria, yet the trainer frequently found herself in the business of identifying gaps and having to resort to separate and isolated provision using resources such as a GNVQ textbook. Application of number was also difficult to integrate at Parkside School, where it was taught by Maths specialists. In the view of the key skills co-ordinator, there were tensions between the approaches of the Maths teachers and the more "developmental" notions behind the key skill itself. There was a clash of "cultures of teaching" which was not so apparent in relation to the other key skills.

Successful key skills development was sometimes talked about as a collective curricula entity which included the other key skills (such as problem-solving, working with others). The examples people gave of successful key skills development were often ones that "hit several targets at once", such as group-based projects involving presentation via IT as well as speaking, or planning and executing a real event. Such work was described by one teacher as "real key skills stuff".

Conclusion

In this paper we have shown how our qualitative data suggests that practitioner's conceptions of key skills can be understood as varying according to dimensions we have called compass, pedagogy, contextualisation and familiarity. We have also shown that there are strongly shared notions of the conditions for successful key skills development, summarised by the three criteria of high contextualisation and integration, explicit practical relevance to learners' needs, and the use of real-life problems.

It would seem very likely indeed that a common key skills qualification will come on stream before the end of the century. Qualifying for Success presents three possible ways in which this could be made to happen. The first model is to incorporate key skills in A level and NVQ in a way that emulates GNVQ. However, risks of "distortion" of subjects (in the case of A levels) or occupational requirements (in the case of NVQs) are highlighted. Other potential problems are mentioned as well, such as employers finding the additional requirement a "disincentive" (p.20). The second model outlined is to "provide incentives for individuals to gain key skills". These include linking student support in HE to prior attainment of key skills; arranging for key skills to influence the grading of A levels; or making key skills a mandatory part of a new overarching Certificate. The third model presented is the provision of incentives to providers of 16-19 education and training, via (for example) funding, league tables, and inspection. It remains to be seen which of these - or which combination of these - might be adopted. What is clear is the serious nature of the intention to establish the qualification in a comprehensive manner.

However, two heavy burdens are at present placed on the back of such a development: the first is to help with the broadening of A levels, whilst the second is to help with the upgrading of vocational qualifications. We may agree or disagree with Green's analysis (which suggests that core or key skills are born of the academic/vocational divide and cannot therefore be expected to narrow it) (Green, 1997). But wherever one stands on this question, this early analysis of our case-study data suggests that successful key skills development - and ultimately assessment - depends on practitioners putting real effort into achieving conditions that meet our three criteria (see above). At present it is unlikely that these criteria are met very often. Successful key skills development, then, amounts to far more than the mainly technical (though complex) business of getting the qualification "right". Teachers and trainers will, in large numbers and all at once, find themselves having to make sense of new outcome-specified curricula (i.e. specifications of assessment). In terms of language and epistemology, these will be alien to many A level teachers and overwhelming to many teachers and trainers operating within NVQs. The most likely response will be to demand that "distortion" of other programme content is to be avoided by adding separate key skills provision. This is likely to reduce the opportunities students have for successful key skills development. It will also neatly side-step any genuine broadening of A level and it will be of little use in the "upgrading" of vocational qualifications.
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Grappling with the Group: student responses to a collaborative resource-based approach in Initial Teacher Education - ELIZABETH NEWMAN, Faculty of Education, University of the West of England, Bristol

Abstract

This paper details findings from data collected over two years from consecutive cohorts of Year 2 students on the Modular Programme at University of the West of England (Primary BA/BSc Hons). The students worked collaboratively in self-supported study groups on directed tasks (DfE circular 14/93) based on readings - a form of Resource Based Learning. Collaborative working was seen both as a strategy to explore alternative approaches to teaching and learning in Higher Education and as a device to further the pedagogic development of students in training.

This alternative approach to teaching and learning was largely viewed as a positive experience by the students, however the research highlights the complexity of the activity and the need for careful consideration of induction, course design and the creation of shared meaning amongst tutoring teams.

Introduction

Since the government announced an expansion of Higher Education in 1989, the combination of greater numbers of students, more diversity amongst students, and public expenditure cuts has placed considerable strain on conventional approaches to teaching and learning in Higher Education.

One potential and pragmatic solution to the challenges indicated is the use of Resource-based Learning. This is defined by Parsons and Gibbs as:

The use of mainly printed materials, written collated or signposted by tutors as a substitute for some aspects of teaching and library use. (1994, p.5).

A further benefit to students working with resources, highlighted by a number of writers, is their potential as a vehicle for the introduction of group based work. Thorley and Gregory for example, argue that working in groups not only encourages a "deep" approach to learning but enables students to fulfil the increasing demands of a society which requires them "to be able to collaborate and communicate with those who have specialities different from their own" (1994: preface). There are powerful resonances here for the training of primary teachers. As a part of primary education the theme of collaborative endeavour has a considerable pedagogical and ideological attraction. It runs through notions of reflective pedagogy (Schon, 1983; Pollard and Tann, 1987) and much of the literature on school effectiveness. Ashcroft and Foreman - Peck indicate that collaborative group work can foster some of the qualities associated with reflective teaching:

The business of actively creating meaning in cooperation with others almost invariably leads to some preconceptions being challenged and fostering open mindedness (1994, p.83).

Smith (1990) argues that collaborative group work is central to the effective school:

The effectiveness of a group of teachers in decision making and problem solving depends on how well they can work together. The National Curriculum, whole school development plans and school's responsibility for their own training days will mean that there will be more and more meetings and discussions. Every teacher will be part of some group.

The outcomes and decisions will influence what is taught and how the curriculum is delivered in the classrooms. What happens in groups will affect what happens to pupils (1990, p.17).

There are also links between notions of collaborative endeavour and children's learning. Underpinned by the work of Vygotsky and Bruner the arrangement of children in different groups is a common although not always an effective feature in primary classrooms. The work of Dunne and Bennett (1990) indicates that children are more involved and the quality of their work enhanced when teachers systematically plan for co-operative group work. By talking together children can make their thinking explicit and build up a fund of common knowledge in addition to challenging their existing ideas. Arguably, it is essential that primary teachers in training develop and understanding of such matters at both a theoretical and a practical level.

These are the ideas that underpinned the project reported below.

The Research Methods/Data Collection

Data were collected from consecutive cohorts of Year 2 students on the Modular programme at the University of the West of England, BA/BSc (Hons), in the Spring terms of 1995 and 1996. The data collected related to the first five weeks of a module preceding Block School Experience (BSE). With the 1995 Cohort data was collected from 42 students (from 2 tutor groups, one Early Years one Later years). There was a total of 150 students and 7 tutor groups in the year. A questionnaire with comments was completed, providing quantitative and qualitative data on the use of directed tasks and on group processes.

With the 1996 Cohort data was collected from 117 students from a total of 183 (all 9 tutor groups). In this group students completed a shortened version of the questionnaire and a SWOT analysis (the identification of strengths, weaknesses, opportunities, threats) which provided qualitative data on the group process.

Comment was invited from all group tutors in both years. It was also suggested students kept a diary.

This paper focuses on the qualitative data drawn from students. In considering the conclusions to be drawn from these data I also include a personal perspective based on my reflections as project leader.

Introducing the Materials

For both cohorts, a lecture was used to introduce the notions of working independently and collaboratively as a contribution to student autonomy. In order to make links with their own development as primary teachers, students were shown a framework diagram from Children as readers (Chauber et al, 1993), the report of an approach used in Avon primary schools to develop group work in the classroom and facilitate reading development.

Students were also advised and encouraged to explore the background to group processes and to consider the nature of working in groups. Gibbs G (1993) Working in Teams - a Student Guide was recommended.

Readings provided for the directed tasks related to the professional issues approached by the module. These were classroom interaction, management and organisation. The groups of directed tasks (five in each group) were entitled:

1. 'What makes a good teacher'? 

2. 'Classroom relationships and managing behaviour'.

The tasks served as a basis for the seminar portion of group tutor time. Each group of 4 students worked on one of the 5 tasks provided and in the following week made a presentation to the larger group of 20 with the tutor present. Time was detailed on timetables for the work and space to meet was booked. Tutorial support was available as part of the tutor's timetabled hours. The reading/presentation cycle took place twice over 4 weeks.

The data discussed in the following sections provides comment on:

· the collaborative approach to teaching and learning; 

· the content of the materials; 

· student learning about presentation, time management, group process and composition; 

· student learning about teaching and the links between personal and professional development.

The student comments reported below represent the majority (over 60%) view. Significant individual views have also been included.

The Collaborative Approach to Teaching and Learning

Data indicated that students were positive to this way of working for the following reasons:

1. the tasks linked closely to the module outcomes; 

2. they enjoyed working in groups (there was generally a high level of group participation); 

3. directed tasks approached in groups supported individual learning better than lectures or independent study.

However, when contrasted with directed study tasks, traditional seminars were more highly valued than the student-led ones associated with the project.

The Contents of the Materials

Comment was generally positive about the content of the tasks. Typical reactions include: "the material was well chosen and readable"; "I appreciated not having to wade through too many books"; and "it was useful to have all the readings to make the presentations of other (students) more meaningful".

However, some students felt that the directed tasks were too daunting. For one, "the subject matter of each task was large and complicated - difficult for some groups to put points across to people unfamiliar with the readings." For others, equity was clearly an issue: eg "some of the topics were easier/more interesting to deliver".

After presentation the efficacy of the 'cascade method' was called into question:

"The subject matter of each task was large and too complicated - it was difficult for some groups to put points across to people unfamiliar with the readings."

Student Learning - about presentation

The presentation aspect of the tasks was seen to be both valuable and challenging for a majority of students. The following comments were typical:

"Presenting your material as part of a group required you to be concise and consistent. It gave me more confidence to present my views."

"It was useful to hear what others thought about the different presentations; to identify areas of strength or weakness for improvement. This was a useful way of seeing how others approached the task and communicated their findings."

"I found the technical side really useful, for example, the OHP and where to stand. We had to think about the structure over 20 minutes."

As a result of peer evaluation at the end of the session, several students expressed the view that the feedback was surprisingly positive.
Student Learning - about time management

Many comments related to aspects of time management and use of time:

"there was only limited time to do a presentation - we could do with more follow up work after each one."

The activities provided the only reading that was necessary for this part of the course and yet one student indicated:

"I didn't have time to do this as well as normal course readings."

In some groups, students were more dedicated to finishing tasks than others and there was competition for the available time:

"The directed tasks were time consuming especially when I have a lot of work on subject specialism."

"Quite time-consuming, finding suitable times for everybody to be present for preparation and presentation."

"It took a long time - can we afford this amount of time?"

Student Learning - about group process and group composition

The social benefits of collaborating in a group, the interest that it generated and the support it gave to student learning was strongly expressed. Comments here included: "it was enjoyable and entertaining"; "we learnt from each other"; "we heard other ideas"; and "we shared responsibility and it gave us opportunities to develop presentation skills and confidence."

However it was not seen as straightforward,

"I think collaborating and co-operating is important, these tasks forced us to do it but it was not easy."

Most students emphasised how well their groups worked together, although a negative view is important to consider:

"Sometimes you felt quite pressured to believe something because others did."

and others indicated that:

"We would not say if we didn't understand, we would not criticise our own group."

Some student observation resonated with the work of Nias et al (1989) which highlights teacher isolation as an inhibitor to teacher satisfaction:

"In some ways working in a group is not so isolating as just reading the extracts on your own at home and only having your own viewpoint."

One student indicated that the collaborative process supported her thinking:

"Discussing the set tasks with other students helped me to consolidate my understanding - what I had not understood during reading on my own study was clarified through discussion."

The second cohort (as a result of data gathered from the first)were told that special emphasis needed to be placed on group composition. They were told that they would need to construct a group with whom they could plan and work effectively.

Groups that were able to focus in this way produced positive feedback - one student indicated:

"In choosing who to work with we got better results, there was a reassurance that the work would be done- it made me want to work so as not to let the rest of the group down."

In the case of a small minority, lack of commitment was an issue. Comments here included "Not all members of the group turned up" and "We had uncooperative members in our group - two didn't show". One group had a explanation for this:

"It proved quite difficult partly due to some members of the group who felt that because it wasn't being assessed they didn't want to put much effort into it."

Learning About Teaching - linking the personal and the professional

A majority of the students questioned indicated that directed tasks helped them to link the personal and the professional:

"All the activities/directed tasks made me think back to a personal situation which has happened to me. Very valuable to work in a group and to speak in front of a group - especially if like me you dislike doing it."

There were indications of students processing information and relating it to other experiences:

"The reading in the group tasks linked for me with classroom management skills making me take in the information I was presenting rather than in one ear and out the other."

or relating it directly to classroom practice,

"Giving feedback at the end I thought was good practice for spontaneous feedback to children's work."

One student commented on the importance of work which they saw as an opportunity to prepare for collaborative working in schools, whilst another commented on the practice it gave for working with the class teacher:

"It made us reflect on how important discussion was for the teacher - this related well to Block School Experience where collaboration/discussion was a continuous process for the teacher."

Emerging Issues

Although data collected indicated that student responses to this way of working were generally positive, a number of issues which emerged from the data warrant further discussion. These are, respectively: the induction of students; course design; assisting students to make connections; the learning process; and course coherence. The rest of this paper deals with these issues in more detail, giving particular attention to the implications of increasing the use of collaborative and resource-based approaches in initial teacher education (ITE).

Induction

Literature on group-based and Resource Based Learning emphasises the importance of a sound induction period. The Year 2 students in this project had only a very brief induction and had to negotiate a steep learning curve in a short space of time. If more collaborative learning with resources is introduced, it should feature from the very beginning of the undergraduate programme so that students are able to see it as part of the pedagogic culture. Specific attention should be paid to the development of appropriate skills and attitudes related to collaborative working, to issues associated with discussion and analysis of texts; and to the setting up of student-led study groups and networks .

Course Design

In this pilot project, running over a very short period of time, students had little opportunity for choice. Possibly as a result of this, they were quick to perceive the tasks as varying in difficulty. Course developers should aim to create equity of task demand. This need for equity inevitably raises a number of issues.

Directed tasks need to actively engage all students in the group process and accommodate students who are at different stages in their thinking. Giving students a choice in the type of task that they chose could be motivating - as well as providing another useful link between their experiences as students and the experience they as teachers could offer to children. Tutors could `model' the position of the class teacher in the way they address the content of the module; the way they monitor student progress; and in the way they encourage students to gain in awareness of their own strengths and weaknesses.

Assisting Students to Make Connections

The data discussed here indicates that some students make links between what Russell and Munby describe as "the significance of knowledge gained from their own experience" (1992, p.2). There is evidence to suggest that collaborative group work assisted the pedagogical development of some of these student teachers. However there appears to be a need to help students to make these links more explicitly. One approach might be to provide students with specifically constructed frameworks which direct them to make connections between their own ways of working, those that they themselves will require in the classroom, and those that they will require of children.

Connections could also usefully be made between the act of presenting a task to fellow students and classroom presentation to children. The requirement that students "articulate their ideas and share understandings in order to organise materials for their audience, (Ashcroft and Foreman-Peck, 1994, p.4) can be used to remind them that the ability to explain ideas is a key role for a teacher and is one that is also highly valued by children (Wragg 1984).

The Learning Process

Tutors may focus instinctively on content as being of prime importance in resource-based learning. Gibbs and Parsons counsel against such an assumption:

Usually for Resource Based Learning to function well at its best, it is necessary to pay considerable attention to process as well as content. One will have to ask what students will do with the material in order to learn whatever they are supposed to learn (1994, p.8).

In this project the time commitment demanded by the directed tasks generated tension. Even though it was clear that directed tasks were part of the course some students clearly found timing difficult. The first cohort did not appear to have a clear view that private/directed study time should be spent on tasks. Data collected suggested that students perceived the inclusion of directed tasks with an outcome that was monitored as "extra work," often taking up valuable time which they felt needed to be spent on assessed courses.

The response of the second cohort was slightly different, apparently tempered by the fact that at the induction session it was emphasised that directed study for professional issues was 10 hours required time. Although a number acknowledged the benefits of working collaboratively in terms of the development of their own learning, others felt moved to comment on the large amount of time that had to be spent on a non-assessed project. Work that was assessed had a higher priority. Although the ethos of the particular Faculty does not seem to support the notion of an assessment-driven course, this, in terms of these students' perceptions and priorities, is what exists.

If collaborative group work and the contributions within it from different members are seen as central on HE courses generally and ITE courses in particular, tutors are faced with the task of persuading students to share their view of its importance, and give it the necessary time. There is a need to devise convincing and relevant assessment strategies that take into account individual and collaborative effort.

The reluctance of some students in this project to spend time on sharing ideas in discussion-type directed activities is disturbing. Even though social constructivist models are offered as a key approach to learning in primary education a significant number of would-be teachers do not appear to acknowledge the value of discussion to their own development.

Course Coherence

Many commentators feel that it is inevitable that ways of teaching in Higher Education must change to accommodate the changing requirements of central government and the increased diversity and numbers within the student body. Although the Faculty of Education at UWE supports the notion of reflective teaching, a pedagogic model which favours collaborative learning, pressure of developments in ITE in other areas (for example partnership with schools) has meant that there has been little opportunity to consider collaborative learning as part of course design. In a project such as this one which utilised an alternative mode of working, building commitment and achieving a consensus from participating tutors is vital for success.

One student voluntarily offering a diary extract indicated:

"One group is having to do all the tasks! Perhaps this indicates a lack of communication between tutors - or possibly lack of acceptance of the style of learning between tutors!"

Shared meaning has been identified as a crucial element in the accomplishment of successful social change. Creating and developing shared meaning among tutoring teams will be difficult where priorities differ, where tutors are trying to teach courses and are at the same time trying to introduce and develop innovatory practices which respond to the changing climate. Such change requires an appropriate investment of time as well as an institutional commitment.

Conclusion

It could be argued that the scope and approach of the evaluation reported here is limited and has produced an idealised view of group working and an over-emphasis on the consensual aspects of collaborative, resource-based learning.

However, the data from this project reveals such an approach to teaching and learning in Higher Education was welcomed by the students. In terms of their own pedagogic development as student teachers the process of working in a group began to enhance their perception of their own learning and in most cases they began to make links between their own learning and their classroom practice. There is arguably enough evidence here to suggest that if the factors identified are taken into account it should be possible to provide a positive experience for students as well as reduce the pressure on teaching staff generated by increased student numbers.

Smith suggests that in times of rapid change, teachers will be faced with more and more problems which they will be working in teams to solve.

"You will need to know what makes colleagues good or bad team members and how you, perhaps, need to modify your own behaviour in order to make yourself a better team member." (1990, p.8)

For students, the experience of more collaborative working could form the basis for acquiring these essential skills. The engagement with content and the associated acquisition of knowledge about group processes is likely to prove invaluable for student teachers in their interactions with children as well as in those with other teachers as colleagues.

References

ASHCROFT, K and FOREMAN-PECK, L (1994) Managing Teaching and Learning in Higher Education. London: Falmer.

DEPARTMENT FOR EDUCATION, Circular 14/93 The initial training of primary school teachers.

DUNNE, E and BENNETT, N (1990) Talking and Learning in groups. London: Croom Helm

GIBBS, G (1993) 'Working in Teams a Student Guide.' Oxford Brookes University

GALTON, M, SIMON, B and CROLL, P (1980) Inside the Primary Classroom. London: Routledge/Kogan Page

CHAMBER, M, JACKSON, A and ROSE, M (1993) Children developing as readers: The Avon Collaborative Reading Project. Bristol: Avon CC

NIAS, J, SOUTHWORTH, G and YEOMANS, R (1989) Staff relations in the primary school. London: Cassell

PARSONS, C and GIBBS, G (1994) Course Design for Resource Based Learning. Oxford Brookes University

POLLARD, A and TANN, S (2nd ed) (1994) Reflective Teaching in the Primary School. London: Cassell

RUSSELL, T and MUNBY, H (1992) Teachers and Teaching. From classroom to reflection. London: Falmer

SMITH, R (1990) The Effective Schoolteachers working together - the whole school approach. Lancaster: Framework Press

TIZARD, B, BLATCHFORD, P, BURKEY, J, FARQUHAR, C and PLEWIS, I (1988) Young Children at School in the Inner City. London: Erlbaum

THORLEY, L and GREGORY, R (1994) Using Group Based Learning in Higher Education. London: Kogan Page

WRAGG, E C (1984) Classroom Teaching Skills. London: Croom Helm

Teacher Education in Latvia: Periods and Perspectives - OSKARS ZÌDS, Dean of the Faculty of Education and Psychology, University of Latvia, Rìga

Abstract

This article gives an overview of teacher education in Latvia in three periods - from 1919 to 1944, 1945 to the late 1980s, and the late 1980s to the present. Key features of the relationship with the State are discussed for each of these periods. They include the affinity between curricula and ethnic diversity in the first period and the values and ideals which are shaping teacher education in the last (current) period.

Introduction

This article gives an evaluation of teacher education in Latvia beginning with 1917 when in the Latvia Teachers Congress in Tartu a resolution on the higher education of teachers was adopted. Prior to this it was traditional that teachers were trained in teacher training institutes which were secondary level institutions.

After the Latvia national state was founded in 1919, teachers were trained both in the University of Latvia and in teacher training institutes, undergoing both academic and professional training programmes. These programmes were similar to those existing in Western Europe. Great attention was paid to the existence and activities of minority schools and training of teachers for these schools.

From 1945 till the end of the 1980s teacher training is carried out according to the USSR centralized study programmes. These were parallel studies of academic and professional competence subjects.

At the end of the 1980s a general transformation of the Latvia education system began, the main focus being on democratic changes in schools and higher education and on the possibility of joining the European Union.

The first period

The beginning of training teachers of the Latvian nation was the year 1917 when the Congress of Latvian teachers in Tartu passed the Resolution on Latvian Institutions of Higher Education. It stressed the setting up of particular type of schools and required that teachers be academically trained. This demand is also expressed in the Law on Educational Establishments in Latvia passed on December 8, 1919, in the Law on Schools for Minorities (December 10, 1919), and in the Law on People's Education (July 12, 1934).

On September 18, 1919 the renewed University of Latvia (named as such since 1923) became the main institution for preparing academically trained teachers. However, teacher training also took place in a number of teacher institutes which were established in lieu of the former seminaries (the first institution of this kind was established in Rìga in 1922). Later, teacher institutes were also established in Cèsis, Jelgava, Daugavpils, Rèzekne and in other Latvian cities.

Both the University of Latvia and teacher institutes, when working out study programmes and lecture courses, took into consideration the fact that historically Latvia developed as an ethnically diverse state, each nation bringing its own peculiarities into the Latvian cultural environment.

Teachers in training were prepared to work within this diversity and also for work in minority schools as part of the studies provided by institutions of higher education.

Table 1 (below) indicates something of this diversity and how it has changed over time:

	main nationalities and ethnic groups
	End of the 19th century (%)
	In 1935 (%)
	In 1959 (%)
	In 1989 (%)

	Latvians
	68
	77.0
	53.7
	52.0

	Russians
	12
	8.8
	32.8
	34.0

	Jews
	7
	4.9
	1.1
	0.9

	Germans
	6
	3.3
	0.1
	0.1

	Poles
	0
	2.5
	2.5
	2.3

	Lithuanians
	0
	1.1
	1.5
	1.3

	Belarussians
	0
	1.7
	4.5
	4.5

	Ukrainians
	0
	0.1
	2.7
	3.5

	Other nationalities
	7
	0.5
	1.1
	1.4

	Totals
	100%
	100%
	100%
	100%


In this multinational cultural environment, the Latvian state had provided the possibility to receive education in their native language, not only to Latvians, but also to Russians, Jews, Germans, Poles and children of the other minorities and ethnic groups living in Latvia.

Table 2 - The number of schools of different nationalities in the 1938/39 academic year (Source: Latvian Dictionary, 1936)

	Nationality
	Number of Schools

	Latvian
	1494

	Russian
	150

	German
	72

	Jewish
	63

	Polish
	16

	Lithuanian
	11

	Estonian
	4

	Belarussian
	1

	mixed nationalities
	84

	Total
	1895


The analysis of the statistical data shows that during the period of the first Republic of Latvia almost a quarter of the 2140 schools were schools for minorities. Table 2 shows data for the 1938/39 academic year, when the 401 schools for minorities can be considered optimal, because this corresponded to the national division of the population in the state.

Based on other material gathered by the author, one may conclude that special adult education courses for minorities were not utilised, although a wide network of national schools for this purpose existed.

Teacher training was organised taking into consideration the national composition and network of schools in the population. As an example, let us analyse the work of the Education Department of the University of Latvia, which was established in the Faculty of Philology and Philosophy.

Two study programmes were formed. The first was a two year programme aimed at training teachers in pedagogy. The second programme required four years of study and was made up like other academic programmes of the university. Over the course of studies, one studied academic subjects - philosophy, the history of philosophy, ethics, aesthetics, logic, introduction to linguistics, a new language, Greek or Latin, history, and the history of literature. At the end of the 1930's, philosophy of art, sociology and introduction to the theory of the national economy also appeared in the curriculum.

The group of subjects of the Education Department included:

· general pedagogics, 

· didactics, 

· history of pedagogics, 

· general psychology, 

· pedagogical psychology, 

· patopsychology (dealing with the mental functioning of brain-injured people), 

· differential psychology ('individual differences') 

· experimental psychology, 

· children's psychological development, 

· hygiene and 

· teaching about school and the role of the teacher.

The students of the Department could also choose various optional courses. All students had to attend school lessons and participate in practical classes connected with the acquisition of the methodology of teaching. During the classes at the Institute of Psychology, it was possible to acquire the methodology and technique of experimental psychology. Before receiving a teacher's certificate, one had to do experimental work. In this way, students at the University received an academic degree in a chosen study programme, in addition to a teacher's certificate.

The study process in the teacher training institutes was slightly different. In the Daugavpils Teacher Training Institute (established in 1921), for example, the programmes were aimed at training elementary school teachers. During the five years of study, students had to acquire 20 different subjects (among them - the Latvian language, the Latgalian dialect, Russian, German, mathematics, natural sciences, physics, chemistry, history, psychology, logics, introduction to philosophy, pedagogy, etc. Methodology studies and practical work occupied a special place. Only after completing these requirements, one could take examinations to acquire a teaching certificate.

By the middle of the 1930's, would-be teachers had two main choices:

· studies at one of the teacher training institutes, thereby acquiring a teaching certificate which qualified the teacher to teach in elementary schools and also gave the right to enter an institution of higher education; 

· studies at the university, to receive an academic degree and a teaching certificate, which gave one the right to work in a high school and any secondary school.

The second period

Teacher training in Latvia as one of the republics of the USSR

Within the period from 1945 up to the end of the 1980s teacher training and continuing education was realised according to the principles determined by the USSR. This meant:

· the unification and centralisation of the study process and content of studies (the Curricula and study programs had to be approved by Ministries in Riga and Moscow); 

· overly political and ideological content of studies (socio-political courses represented 8-10% of all courses; 

· the joining of academic and professional education in one model (to acquire a speciality and receive a qualification); 

· study options were only in Latvian or Russian (state directives indicated the number of Latvian and Russian groups accepted); 

· almost complete subjugation of establishments of higher education to management by State agencies both in Latvia and the USSR ; 

· the formation of a united network of teacher training and continuing education institutions.

In Latvia, one could acquire a teaching certificate:

in pedagogical schools (secondary schools of a special type in which one could get a certificate of general secondary education and a certificate of professional education which gave one the right to work as teacher of elementary and primary schools (the length of studies was 4 years).

A primary school education (ie completion of grade 8 - 14-15 years) was required, in order to enrol. Certain areas of speciality accepted students with a middle school education. Their period of study lasted 2 years. In Latvia, there was the Rìga Pedagogical School. At the beginning of the 1980s the Rèzekne and Imanta Pedagogical schools were also established. However, the experience of pedagogical institutions indicates that the usual number of interested students was not very large. In fact, often the number of interested students was less than the number of state-sponsored places. In these cases, additional places were advertised.

in pedagogical institutes - institutions of higher learning that offered the possibility to obtain a teaching certificate in a chosen speciality. The length of study was 4 years.

There were two institutes of this kind in Latvia - the Daugavpils Pedagogical Institute founded on the basis of the Daugavpils Teachers' Institute in 1952 and the Liepâja Pedagogical Institute founded in 1954.

at the University of Latvia- an institution of higher education, which provided the opportunity to receive a higher education and professional qualification in a chosen speciality. The length of study was 5 years.

It is worth spending a moment to dwell on the Curricula of institutions of higher education (Pedagogical Institutes and the University of Latvia) in this period. For example, the Curricula including the specialities ''Latvian language and literature'', ''Latvian language and literature and Russian language and literature'', as well as ''Latvian language and literature in schools with instruction in Russian'' were established in institutions of higher education taking into consideration the directives of the Ministry of Higher and Secondary Special Education of the USSR.

Latvian institutions of higher education had little autonomy. They were able to exert their influence in the following areas:

· the possibility to increase the volume of the courses in the overall study plan to no more than 36 hours per week; 

· each year the Faculty Committee could decide on speciality courses and optional courses and confirm prepared programs of study; 

· grant permission to certain students to prepare their graduate work if they had shown certain talents and interest in a particular scientific field.

However, if an institution of higher learning chose to change any substantial courses in its curriculum, it had to have these changes confirmed by the Faculty Committee, then by the Institute or University committee, then by Latvia's Ministry of Higher and Secondary Special Education, which, if it found the changes acceptable, would then request that the Ministry of Higher and Secondary Special Education of the USSR confirm them. However, before confirming these changes, Moscow would have to make sure that these corrections were in accord with the Ministry of Education of the USSR.

The basic structure of the Curricula was as follows:

Block 1 - social - political subjects (history of the Communist Party of the Soviet Union; Marxist-Leninist philosophy; political economy; scientific atheism; scientific communism, etc). This represented 8 - 10% of the curriculum.

Block 2 - studies of the scientific branch corresponding to one's chosen speciality (Latvian and Baltic linguistics; theory of literature and history of Latvian literature; Latin, Latvian dialectology; comparative linguistics; history of language; culture and other subjects). These subjects represented 60 - 85% of the curriculum.

Block 3 - subjects belonging to the cycle of pedagogics and psychology. (In the Faculty of Philology - pedagogics; psychology; methodology of teaching the Latvian language and literature; plus 2 - 3 special courses). These courses comprised 6 - 7% of the curriculum.

In addition, studies in the Faculty of Education included - school pedagogics; the history of pedagogics; physiology of child development and school hygiene; general psychology; pedagogical psychology; social and developmental psychology; methodology of teaching the Latvian language; methodology of teaching Latvian literature; 3 - 5 special courses. These courses represented 20 - 25% of the curriculum.

At both the University and the pedagogical institutes the students had several periods of teaching practice, as follows:

	Place of Study
	1st period of teaching practice
during 2nd academic year
	2nd period of teaching practice
during 4th academic year

	Pedagogical institutes
	4 weeks
	10 weeks

	University
	9 weeks
	17 weeks


 

The third period

Training of teachers for Latvia during the period of national awakening

The radical change in the teacher training system which is ongoing and aimed at finding the best suited model for Latvia, began together with the national awakening in the second half of the 1980s.

The following events are particularly significant:

· November, 1989 - the publication of the Conception of People's Education, 

· June 19, 1991 - the adoption of the Education Act of the Republic of Latvia, 

· March 9, 1992 - the confirmation of the Regulations on Teacher Training in the Latvian Republic by the Council of the Ministry of Education, 

· May 4, 1992 - the confirmation of the Conception of Education of national and ethnic groups of Latvia by the Council of the Ministry of Education, 

· March 10 - 11,1994 - the Congress of Education Workers of Latvia (Appendix 9), 

· December 29, 1994 - the publication of the Draft of the Education Act of Latvia.

Essential changes took place in widening the network of higher educational institutions and in forming different models of schools, then assessing them and creating new models. The changes that took place were so dynamic and wide-ranging that only a few examples can be cited. Thus, teacher training for Latvian as a second language is described in the same context as general teacher training and the continuing educational process.

The current trend in teacher training in Latvia is to get acquainted with the experiences of teacher educators in other countries and with the various models and assistance offered. These offers should be integrated with our historical experience of higher educational institutions, our traditions, national peculiarities, the existing social and political situation, and economic possibilities. Through well thought out work, assessing, experimenting and changing ourselves and the whole education system at every step from pre-school to higher educational institutions, continuing education and adult education, we will create a democratic state capable of helping all national and ethnic groups integrate into the Latvian Republic in all its aspects.

The necessity to change the system of teacher training is determined by the Education Act of the Republic of Latvia. Item 5 states that the Latvian Republic guarantees the right to acquire an education in the state language. According to the Law on State Language and its corresponding guarantees, people of other nationalities share the right to receive education in their mother tongue. The state provides conditions for realising this right.

The acquisition of the state language is compulsory in all educational establishments of the Latvian Republic, irrespective of the main language of instruction or who administers the school. An exam to assess the knowledge of Latvian is compulsory for secondary school graduates.

Item 7 of the Draft of the Education Act of Latvia (December, 1994) states that the Law on State Language determines the language in which one receives an education. Item 27 states that the state, the municipalities and any juridical person have the right to establish educational institutions for ethnic minorities. The Ministry of Education and science regulates the founding of and changes in these institutions, their maintenance and closure, and the organisation of their educational work.

Future teachers have a wide range of teaching possibilities. In the last few years, one can notice significant changes in the school network in Latvia. From the existing schools with instruction in either the state language of Latvian and in schools with instruction in Russian, the first schools of national minorities and ethnic groups are forming.

Table 3 - Division of schools and pupils according to the language of instruction
	 
	Schools
	Pupils

	Study Year
	Latvian
	Russian
	Bilingual
	Minority and ethnic groups
	Instruction in Latvian
	Instruction in Russian
	Instruction in the language of the ethnic motherland

	Study year 1988/89 (excluding special schools)
	486
	198
	124
	_
	172 764
	156 997
	_

	Study year 1992/93 (including special schools)
	618
	221
	143
	6
	181 835
	145 996
	829


(Source: Locans, 1993)

Thinking about the improvement of teacher training it is necessary:

· to size up the existing situation in schools - the number of teachers and what subjects they teach, the shortage of teachers; 

· to clarify the main demands (regarding personal and professional preparedness) of existing and future teachers; 

· to find out which higher educational institutions train teachers for Latvia and how they do it; 

· to find out who provides in-service teacher continuing education, requalification, and additional education and how it is done; 

· to find out the necessary short-term and long-term arrangements, not only to provide teacher training in Latvian, but which on the whole will make the integration of minorities and ethnic groups more effective.

Teacher training studies are organised by integrating both academic and professional education. A model like this envisages that during the four years of study, the students pursue academic courses and additional courses to receive the teacher qualification, after the student has had the required teaching practice and has passed the qualifying examination. The study programme comprises integrated basic academic courses of pedagogics, psychology, methodology of teaching. The study programme consists of three parts:

· Part A - compulsory courses 

· Part B - elective courses 

· Part C - optional or "free courses"

A system of credit points is used. 160 credit points are needed to obtain the bachelor's degree and an additional 40 credit points for professional certification. (1 credit point at the University of Latvia corresponds to 16 classes under the guidance of the teacher).

The Baccalaureate programme envisages the following:

Part A - compulsory courses

In pedagogics, psychology and methodology of teaching

1. General pedagogics - 48 h 3 credit points 

2. Physiology and school hygiene - 48 h 3 credit points 

3. General psychology - 48 h 3 credit points 

4. Developmental psychology - 48 h 3 credit points 

5. Social and personality psychology - 48 h 3 credit points 

6. Theory and methods of upbringing - 48 h 3 credit points 

7. History of pedagogics - 32 h 2 credit points 

8. Didactics and methodology of teaching - 144 h 9 credit points

Part B - elective courses

· in pedagogics, psychology, methodology of teaching - 256 h 16 credit points 

· other selective courses , for example - 496 h 31 credit points 

· Foundations of language culture 

· Latvian folklore 

· Lexicostylistics 

· History of Latvian literary language 

· Modern Latvian literature 

· Dialectology 

· General linguistics 

· Comparative linguistics 

· Punctuation, etc.

Part C - optional courses

Students select these courses from the course catalogue of the University of Latvia.

This programme includes two school teaching practices (12 weeks) - in the 3rd and the 4th years of study, as well as the bachelor's examination and qualifying examination. This integrated model also makes it possible for some students to do only academic studies to obtain the Bachelor's Degree in philology, or to carry out only professional study programmes.

Conclusion

Teacher education in Latvia during all its history has been connected with the history of the foundation and development of the state. During the years of independence 1919 - 1940 a system of education was created. It ensured a high quality education and opportunities to continue studies in other countries. It also reflected the ethnic diversity of Latvia. At that time Latvia was part of a European community.

From the second world war till the end of 1980s the education system in Latvia was transformed according to the demands of Soviet ideology. Education was fully subjected to this ideology and politics, aimed at the formation of an obedient member of Soviet society, practically isolated from the Western world. Study programmes were centralized, controlled from above, with compulsory Marxist studies included in them.

We are now in the third period of "awakening" of the country, beginning with the 1990s, and new curricula are being worked out. The curriculum includes both academic and professional studies and there are elective courses. The curricula and the studies are organized in such a way that it is possible to continue studies in Latvia and abroad. We may describe the contemporary development of teacher education in Latvia as informed by democratic ideals, humanism and openness. Programmes embody choices for students and the flexibility of credit accumulation. Co-operation with Baltic neighbours and Western Europe has been pivotal in such developments.
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BOOK REVIEW - Curriculum Innovation: a celebration of classroom practice - Roger Crombie White, Open University Press (1997), ISBN 0-335-19756-6 £13.99 176 pages

This book is, in the Author's own words:

intended to be a celebration of the whole notion of teacher-led curriculum development at the secondary level of schooling (p. xiii).

The Author outlines the historical development of control over the secondary school curriculum, arguing that this is contested territory. Although control of the curriculum by both church and state has been and continues to be powerful, White identifies specific instances of teacher-led curriculum development e.g. Mode 3 CSE during the 1970s and 1980s. He claims that such control by the professional teacher works for the greater good of society, which the narrower focus of, for example, the National Curriculum post 1988 does not.

The book analyses in detail as a case study of teacher-led curriculum development, the Award Scheme Development and Accreditation Network (ASDAN) Award Scheme on which the Author has worked for a number of years. From a baseline of operating in one school in one LEA in 1985 the ASDAN Award Scheme in 1997 operates in one third of secondary schools in England and Wales. This study includes directly the voices of some of the teachers and pupils who use it. Not only does the scheme offer the opportunity of curriculum enrichment but also the chance to accredit such work.

Crombie White is an idealist who challenges many of the taken-for-granted notions about the purposes of compulsory education. A trained secondary school teacher and now teacher educator, he remains committed to working creatively with young people even the most disaffected. The ASDAN scheme gives scope for all pupils' achievements to be celebrated, and this book is a celebration of that work

Gillian P Blunden

