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Editorial

Welcome to Issue 8 of The Redland Papers. This issue contains five articles that will be of interest to a wide range of readers. There are several intriguing linkages between them.

In the first, Martin Ashley offers us a wide-ranging discussion that encompasses fundamental questions to do with a 'culture of compliance' in teacher education, the nature of professionalism in higher education and the meaning of academic freedom. Yet at the same time the article traces something of a personal journey towards a clearer understanding of a professional dilemma. Professional dilemmas are much-discussed within the Professional Development Programme at UWE (where this article originated, as an assignment). Perhaps the most telling feature of this piece is that the author ends up asking a very different question to the one he started out with. The article is itself also an illustration of one of its own themes - to the casual eye it is an 'esoteric theoretical discussion', but what could be more practical than (a) knowing why one goes to work and (b) being clear about what one is doing there?

The second article is by Eileen Billington and Alison Fletcher, and is prompted by one of the most recurrent policy stories about education in the 'back to basics' mould. Billington and Fletcher subject to scrutiny the exhortation to teachers to adopt more 'whole class interactive teaching', a message with rather slender support from international comparative studies. Rather than giving us another critique of the research itself, or trying to assemble the (plentiful) arguments for other teaching methods, they present vignettes consisting of teacher and observer commentary on three mathematics lessons. These illustrate how a teacher makes intelligent use of a mixture of strategies, some of which overlap with the 'whole class' notion. The clear implication here is a reminder to be suspicious of the motives of those who advocate a 'one best method'. Their political zeal may be well-intentioned but may on the other hand conceal an intellectual laziness and a denial of the complexity - and cultural location - of real classrooms and real learners.

The third paper, by William Evans, traces the origins of nurse education and training in Bristol. This is a fascinating account, based on careful work with a number of sources of evidence. As Evans shows, the preparation of nurses in the second half of the nineteenth century is a topic with themes that continue to resonate. There is also an interesting parallel with Ashley's discussion of a culture of compliance around the training of teachers: Evans describes the Bristol Nurses Training Institution which, for all the humanitarian motives of its founders, "was clearly going to support and enhance the work of doctors, in their private practices". Its object, he goes on, ".was not to train nurses, but to supply nurses who were trained". It is not often that so much meaning is captured in one sentence.

Sue Heenan and Berni Bell's article is a brief account of research carried out by Bristol Mediation in the area of school exclusions. This seems to stand at the beginning of a series of developments and associated research that recognises the needs of excluded students and those around them. To paraphrase a famous idea, we might judge how civilised an educational institution is by the way it treats those whom, for one reason or another, it rejects and possibly wishes to re-integrate.

The last paper in this collection is by Christopher Prior. Like Ashley's article, this was originally an assignment within the Professional Development Programme. It asks an important and fundamental question about the role that students can and should play in judgements of quality in higher education, exploring a series of different notions of 'consumer'. The paper ends with a helpful reminder that it is the concept of quality that is most problematic in these and similar discussions. To this we might add 'and the way it is operationalized'. Even in the case of the purchase of manufactured goods, the notion of a single 'consumer', who may be more or less satisfied, is rather poverty-stricken. We are all consumers of each others' consumption. Take the case of someone I have never met who buys a car. As a cyclist, pedestrian, or motorist, I am a potential 'consumer' of that person's car braking system on the day they avoid a collision with me. One could of course go on with similar illustrations ad infinitum. The immediate point is that students are co-producers of their higher education.

This edition of The Redland Papers will be my last as co-ordinating editor. I first became associated with the publication in 1993, and overseeing the production of the six Issues appearing since that time has been a tremendous learning experience. If I have a slight regret it is that we never achieved the desired frequency of publication, but such are the pressures of work in a Faculty of Education in a post-1992 university. As a cross between the traditional 'occasional papers' and a refereed journal, The Redland Papers has served a mixture of purposes, including the most obvious ones of dissemination of research and intelligent commentary from a range of authors, including those reporting aspects of research work they have completed within Masters programmes. However, it has also functioned well as a vehicle for first-time authors (and, for that matter, reviewers) to engage with the peer-review process in a relatively 'safe' environment. It is this latter role that has made The Redland Papers something special, and which justifies its claim to be a legitimate educational activity. At one time the editorial group discussed turning the publication into a more conventional journal with the aid of a large publishing-house. Only one thing stopped them: the realisation that to go in this direction would reduce or even obliterate an important educational and developmental function. In the event, they decided to stay with a local Redland Papers on the grounds that they would have to invent something else to fill the gap it would leave. Surely, this is 'parochialism' of the most positive kind, and there is no shortage of places to take one's writing when one wants or feels ready for other audiences.

I would like to thank all the people who have helped to make the publication a success over the last 7 years. They include all the authors who have submitted articles, the past and present members of the editorial group and a number of other colleagues who have carried out refereeing from time to time. The comments of a series of external advisers have been very helpful indeed. I am equally grateful to the colleagues who have helped with word-processing, layout and distribution during that period.

I hope to remain associated with The Redland Papers as a member of the editorial group. However, if I can be permitted a couple of parting wishes as editor, they would be that the publication continues to offer authors a truly developmental support, and that it retains its present title beyond the Faculty of Education's move to join the University's main site at Frenchay.

David James, September 2000, Redland.

The Culture of Compliance: A Professional Dilemma

MARTIN ASHLEY, Faculty of Education, University of the West of England, Bristol
Abstract

Originally an assignment within the Professional Development Programme at UWE, this article looks at some of the dilemmas for the university teacher faced with a 'culture of compliance'. It presents an argument for an academic freedom in defence of democracy.

Introduction: The Identification of a Dilemma

I have known intuitively for some time that I have a professional dilemma to do with a constant tension between my desire to pursue scholarly activity, and the incessant and escalating demands for teaching and teaching related activities which threaten to overwhelm. Inevitably, then, the early stages of reflection and drafting of this article tended towards a "teaching versus research" dilemma. The first attempt at analysing, defining and making explicit these feelings resulted in a "Research Assessment Exercise" versus "Recent and Relevant (professional) Experience" dilemma. By this was meant the question, how much time should I devote to scholarly activity of the rarefied variety, and how much time should I devote to being in schools, engaging with the practical competencies I was supposed to be teaching?

This has turned out to be the wrong question. Behind it, I have discovered a much more profound dilemma which, though related to my initial conceptualisation, has turned out to be the real source of the unease I feel about my own professionalism. The account which follows traces the process of how this unease has been transformed from an intuition to an articulated viewpoint. Through this process, I reach a conclusion in which it can be seen that my intuitive unease has been the result, not of a teaching versus research conflict, but of a much more fundamental conflict in which the pursuit of both teaching and research is seen to pose a dilemma for a humanitarian liberal at work in an age when extending professionalism in higher education may mean defending freedom, both academic and vocational, in both teachingand research contexts. The real dilemma, it will be seen, concerns the question of whether I work within or against what I shall define as the culture of compliance.

I have structured this account around the description of two cultures. The first, which I call the culture of collegiality, draws upon traditional ideas of professionalism to identify the nature of professionalism in higher education. In so doing it considers reasons why education might not be considered a profession at all, explores differences between teaching in the higher and other sectors of education, and explores the vexed question of teaching versus research. The second, which I call theculture of compliance, considers some of the effects of significant intervention by central government on a model of professionalism based upon the culture of collegiality. In the conclusion I show how a serious dilemma arises over conformity to an emergent new definition of professionalism in higher education.

Professionalism and the Culture of Collegiality

There is some doubt as to whether education constitutes a profession at all. Light (1974) describes teachers as, at best, members of a "semi-profession". A distinction needs to be drawn between school teachers, whom I am employed to train, and teachers in higher education, amongst whom I number. A further distinction might be drawn between those higher education teachers who engage in a significant amount of research, and those who do not. According to Light (op. cit.), it is primarily the fact that teachers "do not advance knowledge" that affords them the low status of a semi-profession, differentiated from the scholarly professions of producers of research and scholarship. Thus are the bounds of the classic stratification argument drawn. Those who engage in scholarly activity are the real professionals, whilst those who merely teach are the professional underclass. The higher the output of scholarly publications, the more extended the professionalism.

A working definition of professionalism, however, must come from outside higher education, for higher education teaching and research is only one amongst many occupations which claim for themselves the status of profession. Easthope et al. (1990) see autonomy of practice and ethic of client service as part of afunctionalist view of professionalism. They also identify three other theoretical positions. Thesymbolic-interactionist perspective turns on public acceptance of claims to status and autonomy. Neo-Weberiananalysis focuses on the extent to which a profession controls the workplace or client group and Marxists concentrate on how professionals serve the purposes of capitalist economies and capitalist values.

James, Ashcroft & Orr-Ewing (1999) develop a similar discussion of the meaning of the word "profession" in the social sciences. They highlight common ambiguities which surround this word and then proceed to give two broad sketches. Their first sketch of what is commonly understood as "profession" includes relatively high financial remuneration and the following attributes: a set of skills based on a body of theoretical knowledge; a well-defined and extensive period of education with rigorous testing before qualification; a code of conduct or ethics; self-regulation; altruism (for instance, putting the interests of the client or public first); and control of entry to the profession.

They rightly point out that there is some doubt about the degree to which these attributes apply to teaching. Teachers may traditionally have a relatively altruistic outlook and high regard for their clientele, but the lack of professional self-regulation, both with regard to control of entry to the profession and to formulation of conduct and ethics has long been an Achilles' heel in teacher professionalism. The current attempt to establish a General Teaching Council perhaps invites inevitable comparisons with, for example, the long established General Medical Council and its self-regulatory power to "strike off" doctors who fail to maintain professionalism as defined by the Council. It is curious that this General Teaching Council is proposed at a time when teaching is, in most other ways, undergoing a process of what Braverman (1974) was first to call "proletarianization" through such agencies as OFSTED, the QCA and theTTA, whose interventions seem to have reduced teacher autonomy at almost every level. There is scope for the investigation here of a growing gap between rhetoric and reality.

The professionalism of those who engage in scholarly activity is presumably assured, by these criteria, through the peer review process. Indeed, the very nature of academic research at the frontiers of knowledge is such that only a small elite can comment upon the work of scholars and self-regulation is therefore almost inevitable. However, James et al. (op. cit.) provide a second definition of professionalism. This less flattering one draws on George Bernard Shaw who claimed, in his 1906 play The Doctor's Dilemma that "all professions are conspiracies against the laity". Professional groups, in other words, monopolise knowledge and skill, create artificial shortages through controlling who may enter and practise the profession and, far from pursuing the altruistic notion of serving the client, serve their own interests through inflated "professional" fees.

Ainley (1994) draws heavily upon the concept of professional groups as self-serving rather than committed to client welfare when he questions the professionalism of the self-proclaimed academic elite. He quotes Durkheim's indictment of the academic ideal of knowledge for itself rather than knowledge for a purpose. The essential function of a university, according to Durkheim'sHistory of Pedagogy in France is "for an organised body of professional teachers to provide for its own perpetuation".

Perhaps the most pertinent point that can be made is that Durkheim calls the academic elite "teachers". It is not clear whether an insult is implied, intentionally or coincidentally. However, Ainley develops this idea into the slightly audacious concept of pure or "noble" academic work as simply "vocational education for those preparing to work in academic research". Perhaps it is time to recall seminal definitions of universities such as Newman's or Jasper's. According to Wyatt (1990), Newman saw the teaching of undergraduates as "central" to the function of any university. The university was a place of teaching universal knowledge and specifically not a place of narrow specialisation. It was through the broad and liberal education of the students that this "universality" was maintained against the inevitable specialisation that occurs when discovery is pursued as an end in itself. Its role was the diffusion and extension of knowledge rather than the advancement of it. Newman saw no reason for a university to have students if its object were simply scientific and philosophical discovery.

To Newman, then, universities were primarily places of teaching, where students would gain a broad and liberal education, not a narrow vocational training. It was therefore necessary, for such teaching, that the university must keep its distance from the state and maintain its academic independence. As Wyatt (op. cit.) points out, Newman had to contend with problems of state interference in his day almost as much as we do now. The notion of academic freedom was also central to the ideas of Karl Jaspers, who wrote:

"The university is a community of scholars and studentsengaged in the task of seeking truth. It derives its autonomy from the idea of academic freedom, a privilege granted to it by the state and society which entails the obligation to teach truth in defiance of all internal and external attempts to curtail it." (quoted in Wilson, 1989, p38, my emphasis.)

The point to emphasise here is that the notion of academic freedom applies equally to students, who are to receive a broad, liberal education, as to scholars who are to have the freedom to pursue their own interests. This is a point which is in danger of being overlooked in a debate which polarises the notions of teaching and research. All citizens in a democracy have a role to play in the defence of freedom, a principle which is defended by Price (1989). Writing in 1989, Price correctly anticipated that by the end of the 1990s, government rather than industry would prove to be the real enemy of academic freedom. Governments in general, and the UK government in particular, he suggests, will want to own and orchestrate the universities just as their friends now own and orchestrate the media. It is not in the interests of such governments to see a lively, critical and free generation emerge from university each year. A more vocationally trained and programmed workforce is to be preferred.

The Teacher Training Agency (TTA) is the government quango set up to ensure that such objectives are achieved in teacher education, and that the traditional, critical role of universities is stultified by an economically and politically enforcedculture of compliance. As Reynolds and Salters (1998) identify, the TTA has been remarkably adept at subverting the principle of reflective practice. Reflective practice is to continue, but not in the critical context of creativity and freedom of thought, only in the context of reflecting on the degree to which the TTA's diktats about performance "standards" have been achieved in the trainee's particular classroom. This, Reynolds and Salters suggest, is the principal weakness of school based training. The concentration on current performance does not provide the distance which students need to examine practice within a broadly educational context or help them situate practice within the broader purposes of education other than those embraced by the particular school in which they find themselves.

Price's (op. cit.) analysis points towards a number of different definitions of academic freedom. Possibly the least convincing is the elitist notion that a small number of the (unmanaged) intellectual elite be supported by the state to seek and contemplate truth in certain university surroundings, without any further corresponding implied platonic duty that they should contribute in any specific or direct way to the running of the democracy. A more convincing definition is that real academic freedom is the courage to defend freedom and democracy. It was, Price points out, the universities in Eastern Europe which succeeded in containing and protecting men and women of integrity in the pre-Gorbachev era. Academic freedom was never "granted". Academics took it for themselves, often in circumstances of difficulty and intimidation. Extending professionalism in this context means, in effect, an altruistic, client orientated desire to ensure that the freedom and democracy which has been enjoyed in the twentieth century continues to be even more widely available in the twenty-first century.

The polarisation between teaching and research might therefore be false. Universities are places of both teaching andresearch. The most professional academics are those who move seamlessly between the two activities within a culture defined by collegiality, self-regulation and altruism. This culture of academic freedom and professionalism sustains free, universal knowledge and its extension, and an undergraduate clientele who are to be inducted into this free, universal knowledge. According to one source at least (Jenkins et al., 1998) it is the culture which has the potential to enthuse students who perceive clear benefits from staff research, including staff enthusiasm and the credibility of their institution. This runs contrary to the rather depressing conclusion of Blake & Hanley (1998), who provide confirmatory evidence of what many in teacher education have long feared: some trainees do not seek reflexive professional knowledge; they seek vocational instruction of the "teaching tips" variety.

The notion of the university as a place of teaching and research has a positive values base which goes beyond mere defensiveness. Brookfield (1995) argues that the "publish or perish" culture is not as all-powerful in the USA as is commonly supposed, and makes the case for a growth in reflective practice in higher education teaching as a way of extending professionalism in American universities. Taylor (1994) gives space to theorists of the left such as Aronowitz and Giroux (1991) who see a role for teachers that goes beyond the efficient "delivery" of the curriculum, and that incorporates activity as a "public intellectual". Thus the importance of the teacher, as much as the researcher, as an agent of progressive social and political change is emphasised by these writers.

Critical Social Theory as espoused by writers such as Fien & Hillcoat (1996) or Huckle (1996) emphasises cognitive reflexivity as the process by which all teachers become transformative intellectuals and through which the reflective practitioner model of the new left is defended against the classroom competency model of the new right and the hard centre. Fien & Hillcoat (op. cit.) have for some years championed the cause of practitioner research in which universities support schools and teachers in an "anti-expert" culture in which school teachers are enabled by university colleagues as transformative intellectuals.

Huckle's cognitive reflexivity seems, in principle, similar to the cognitive rationality which, according to Parsons & Platt (1968), requires collegiality which in turn functionally requires autonomy and a synergy of teaching, training, research and consultancy. The notion of extending professionalism might be seen in this light as permeating all education and emphasising a fundamental unity of teaching and research. There is no fundamental reason why both teaching and research should not be valued activities of a collegium devoted to the principle of self-regulation in higher education. In the next section, I consider some of the constraints on this extension of collegiality, for it is within these that my dilemma is located.

Professionalism and the Culture of Compliance

I have emphasised the significance of autonomy and self-regulation in defining professionalism, to the extent that professionalism was seen to reside within a culture of collegiality. According to this model, the further a higher education institution departs from the collegium in the direction of internal ranking, management culture and "career progression", the more proletarianized or deprofessionalised its workers become. In this section, I develop my argument by suggesting a link between a new culture of compliance and the former polytechnics or "new" universities which may well be a source of much of the heat with which the stratification of higher education activity is pursued. It is as though new universities were to blame for the loss of academic freedom which has accompanied the desire of government to regulate tightly those practical professions which have become highly politicised.

Moon (1998) quotes Bungardt (1964) who reports the disdain held by one German university at the prospect of the "progressive academicisation of practical professions" which could only endanger the characteristic of universities as centres for disciplinary study and research. The academicisation of school teaching which is associated with the involvement of universities in degree level Initial Teacher Training ITT) or Initial TeacherEducation (ITE, - the point is moot) could be seen as an attempt to increase the professional standing of primary school teachers, paralleled perhaps by the academicisation of nurse education. However, the effect seems to have been in both directions. As well as a possible raising of the status of school teaching, the academicisation of teacher training may also have lowered the status of university teaching, and may be set to do so more. (McInnis, 1995).

The nature of the research undertaken in the new universities may be at least as significant as the relative emphasis upon teaching of the new universities. Ultimately, it may even prove to be more significant. Pratt (1997) draws attention to the fact that the purpose of the limited amount of research allowed in the binary era polytechnics was to "support the teaching function". This legacy of government regulated research has come to haunt university education faculties in a big way. The association of the former polytechnics with "applied" or "useful" research continues to differentiate many of the new from the old universities.

Burgess (1999) crystallises this debate when he quotes the rhetoric from the latest green paper which sets out what is needed in a "modern teaching profession". This, apparently, includes high expectations, accountability, responsibility for self-improvement and decisions based upon "what works" (my emphasis). Thus educational research must continue to be of the less noble variety: practical, vocational research to find out "what works". Such a value laden, utilitarian approach to research is reflected in the ongoing acrimony between OFSTED's chief inspector Chris Woodhead and (amongst others) the University of Exeter's Ted Wragg regarding the "usefulness" of much educational research.

This is rather a new definition of professionalism. Managerialism linked to pursuit of a state agenda (Miller 1995) relates to the charterist concept of citizenship espoused by the new right and introduced under the most recent Conservative government (Ashley & Barnes, 1999). Student entitlement under charterism confers the consumer right to be the recipient of an efficient "delivery" of the curriculum that is determined by central government. There is little, however, in the way of a student entitlement to question the nature of the curriculum. "What works" is defined in terms of the values and priorities of whatever government is in power and professionalism is defined, not in terms of academic self-determination, but in terms of efficiency in relation to management derived performance criteria.

Managerialism related to the efficient pursuit of externally derived objectives is seen by Fulton (1996) as a considerable threat to higher education professionalism. Of all the possible justifications for excluding academia from the classic professions, the internal ranking system with its attendant management, career structure and conditions of work, might be the strongest. Yet this anti-collegial system is to a degree self-imposed. It has come, in part, from within higher education itself, also through the management structures of the new universities more than the traditional universities. Extending professionalism in higher education could thus mean both preservation of the collegial academy and the extension of its influence across the former binary divide (McNay, 1995). It is doubtful that any such managerialist perspective would be acceptable to the kind of traditional university view described by Moon (op. cit.) above, and for some the new universities thus stand accused of degrading professionalism in higher education through allowing the culture of compliance to government dictat to gain a strong foothold.

Fulton (op. cit.) also decribes what he claims has become a tacitly accepted model of stratification in the post-binary era academic world. It has a great deal less to do with teaching versus research than with the nature of the academic discipline. There are, according to Fulton, "noble" and less "noble" disciplines. The former category tends to include the esoteric and academically pure, free from direct government interference. The latter almost invariably refers to the vocational (a term quaintly disputed by O'Hear, 1989) or the so-called "practical professions", in which universities must accept the terms of compliance, or close down their relevant departments.

This is not really a new argument, however. Whilst grammar and independent schools may traditionally have aligned themselves with a liberal university education as the means of entry to the teaching profession, state elementary and later primary schools have had a long association with the training of non-graduates as teachers. The academicisation of primary school teaching associated with the evolution of training colleges into university education faculties (via absorption by the polytechnic sector) might be regarded as a failed experiment. A large question mark now hangs over the continued existence of education as a university discipline whilst government quangos purge teacher training of any reflexive academic content and university marketing departments repackage BEd degrees as "BA/BSc with QTS".

Kushner (1999), in a rebuff to Smithers (1999), justifies university-based teacher education on the grounds that this is one of the best ways of defending good educational and democratic principles. Contrary to the ideology of government documents which continue to propound the virtues of work-based professional education, many professions, such as nursing, policing and jurisprudence are looking, according to Kushner, towards universities in order to provide an independent criticalcontext for training. Such an independent critical context is hardly likely to be associated with government quangos and their innately conservative "what works" perspective . Herein lies a principal weakness of SCITT (school consortium) based training.

If universities are to provide this independent critical context for training, then there would seem to be continued justification for the traditional "collegium". Only the collegium, independent of government control, can undertake the perilous task of constructing from sociology, philosophy, psychology and other disciplines of varying "nobility" that legitimate interdisciplinary enquiry known as "education". As far as workers in an education faculty are concerned, therefore, extending professionalism in higher education could mean both preservation of the collegial academy (McNay, 1995), and the extension of its influence across the former binary divide.

Conclusion: A New Professionalism?

The dilemma with which I am faced, then, is not a simple "teaching versus research" one. It has to do with the nature of the research I carry out, and the nature of the teaching which is inevitably to a degree informed by that research. On the one hand, I can fall fully into line with the culture of compliance and conduct research into "what works". Thus I am faced with the prospect of being a low status, vocational researcher finding out more efficient ways of delivering the government's objectives for the literacy hour, the numeracy hour, or citizenship education as defined by the Education Secretary. On the other hand, I can remain loyal to the interdisciplinary enquiry into which I have become socialised: a marriage of social science, philosophy, psychology, natural science and theology from which I derive my current critical research on "SMSC" (the Spiritual, Moral , Social and Cultural development of pupils).

The reward of becoming a "low status", vocational researcher might be recognition by a government quango, or the receipt of grant funding to enable me reach the conclusions desired by the funding body. Perhaps this is an unacceptably cynical view. The alternative, however, seems much the harder path to tread. If I pursue interdisciplinary research in my particular specialism within education at a level which justifies the retention of education as a university faculty, I may or may not ultimately become accepted by the collegium. I may or may not, through a lengthy process of peer review, aspire to the status that is commonly associated with a tratitional academic elite.

The issue, however, is not one of status. It is one of principle. It is the principle that relates to that more convincing definition of real academic freedom as being the courage to defend freedom and democracy. The research which I undertake places me more often than not in conflict with the values of central government handed down through OFSTED and the TTA. I am thus the possessor of "dangerous knowledge". To teach this "dangerous knowledge" carries an element of risk. It may not be the risk of imprisonment, but it may be the risk of being ostracised by a new and modernised definition of professionalism based upon the management culture.

The knowledge I deal with may be refuted by researchers who come after me, but it is at least free knowledge. It is knowledge recognised by a self-regulating, autonomous collegium, and is professional knowledge in the "unmodernised" sense. A clear set of values therefore attach to the dilemma which I have described. The intellectual defence of freedom and democracy, by a professional academic community, on behalf of the whole nation (or world) is the role to which I aspire as a member of an extended professional community. This is a value set of moral purpose from which I draw inspiration. Seen in this light, I wonder whether I really have a dilemma after all. Perhaps universities have a dilemma over whether they wish to employ academic workers who bring them into potential conflict with a government whose education policies strike at the heart of what academics have traditionally regarded as the freedom upon which their professionalism is based.
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More Talk, Less Chalk? : An Exploration of Whole-Class Interactive Teaching in Mathematics

EILEEN BILLINGTON, Faculty of Education, University of the West of England, Bristol, and ALISON FLETCHER, Mangotsfield School, South Gloucestershire

Abstract

This paper seeks to explore what constitutes effective ' whole-class interactive' mathematics teaching, and in particular how that interaction is facilitated, how it promotes learning and understanding and how it differs from typical 'question and answer' interaction. The research is based on qualitative observations of three mathematics lessons, which formed part of the normal teaching and mathematics curriculum of the practitioner's Year 7 class. The paper presents a discussion of these lessons from two perspectives: those of the practitioner and of an observer, and a collaborative analysis of the key factors. Reference is made to current recommendations for and observations concerning mathematics teaching in this country.

Introduction

Educators in general, and mathematics educators in particular, are currently being exhorted to embark upon much more of what is being termed 'whole-class interactive teaching'. Reynolds and Farrell (1996) conclude that what they term as "poor English performance" of students in mathematics and science tests, in relation to students from countries in the Pacific Rim, is due in part to some key differences in classroom practice.

They describe one of these key factors as

"High quantities of whole-class interactive instruction in which the teacher attempts to ensure the entire class have grasped the information being given."

Similarly, other researchers (Bierhoff, 1996; Bierhoff and Prais, 1995) have also asserted that high student performance in mathematics and science in Switzerland can partly be attributed to "... high quality interactive teaching.". Burghes (1995) points to ".more whole-class interactive instruction..." as a factor contributing to high levels of student achievement in Hungary.

More recently, the Numeracy Task Force (DfEE 1998) has also placed some emphasis on whole class teaching.

"Inspection evidence and the experience of the National Numeracy Project point to an association between more successful teaching of numeracy and a higher proportion of whole class teaching." (para 41 p19)

They also go on to assert:

"Some of the countries that do best in international comparisons, such as Japan and Korea, report a high frequency of lessons in which children work together as a class, and respond to one another." (para 42 p19)

In the Summary of recommendations, the Task Force include:

"devoting more time in mathematics lessons to direct communication with pupils, particularly by teaching the whole class together." (p 2)

The implication of the conclusions of these researchers is that 'whole-class interactive teaching' does not take place as a matter of course in English schools. In order to look more closely at this assertion, it is important to define what exactly is meant by 'whole-class interactive teaching.'

The notion of this type of teaching is exemplified in the MEP project currently under the directorship of Burghes at Exeter University. A video produced for this project shows a mathematics class in Hungary in which the teacher is engaging in what is described as 'whole-class interactive teaching'. There is much of what could be described as 'question and answer'; several students working at the board on different occasions; copying from the board and some working through of examples. All students complete the same set of questions, although there is some differentiation in the homework tasks as two alternatives are offered.

Now that individualised schemes have lost much of their popularity, the lesson described above is typical of many in English schools. The teacher, teaching a class set by ability opens with an input, possibly based on the previous lesson or homework; goes through some examples at the board; uses 'question and answer'; possibly has students demonstrating at the board; sets some work; moves around helping students; stops the whole class to go over a particular point and finishes the lesson by setting homework.

It is the contention of the authors of this article that neither of those lessons described above constitutes effective whole-class interactive teaching. There must be some doubt as to whether or not all students understand the work covered. A question addressed to the whole class asking if they all understand cannot ascertain whether or not they all do understand. As in all classes, some students appear to be more capable than others. How are the more able engaging or interacting when they are waiting for one student who has yet to finish? How long will the class be allowed to wait, doing nothing? What about the students who really cannot understand the concept during that particular lesson?

We suggest that there are many good examples around in classrooms each day and recordings on video, for example by the Open University, which demonstrate effective whole-class interactive teaching, which involves:

every student in a class interacting and engaging with the work at an appropriate level so that the most able are not kept back and the least able can participate;

the teacher being an active presence in the classroom, facilitating understanding of concepts and learning of relevant skills and processes;

discussion between students as well as between the teacher and the students;

and

setting the topic in a relevant and interesting context.

Observations

In order to attempt to demonstrate our ideas of what whole-class interactive teaching involves, we decided to focus on three lessons with a year 7 'middle ability' group of 30 students, which were a normal part of the group's teaching. The observer was present in each of the lessons and the lessons were recorded on videotape so that we could review and analyse each one in more detail afterwards. The following paragraphs describe those three lessons, first from the teacher's point of view and secondly, from the observer's point of view.

First Lesson

Teacher

The lesson began with the whole class 'chanting' complements to 10, then to 100. Asking the whole class to answer at once allowed the confident students to lead the 'chorus' and those who were less sure could mime or whisper until they felt more confident and were able to join in. There was no exposure of wrong answers or not knowing the answer, which sometimes deters students from putting up their hands. I picked out one boy who was saying the answer very quickly and correctly each time. I asked him to try on his own and then to try to explain his method, which was making up the tens to 9 (i.e. 90) and the units up to 10 (i.e. 90 + 10 = 100). This was useful as some students were still making the mistake of totalling the tens to 100 e.g. 78 and 32. Having watched the video of this lesson, it was pleasing to see everyone joining in with the 'chanting' - all on task and participating.

I then worked on complements to 100 with a 100 square on the OHP, using counters to mark the pairs. We used this to calculate the sum of the integers from 1 to 100. The class counted the number of pairs to 100, using "50 hundreds" alongside "5 thousand" to clarify the running total. The students were impressed by the "big sum" they had collaboratively calculated in this activity.

The main activity in this lesson was investigating sums and products of numbers in the corners of square blocks on a 100 square. The students worked individually on this, discussing their work in pairs. I talked to each pair about their findings, asking them what they had noticed and prompting them to think about why. I was trying to encourage them to think beyond the observation of "the same" to look at the structure of numbers and "why is it the same?". The students worked well at this activity, but did need encouragement to write down their findings and to check more than one example: in response to the question "Do you think this happens every time?", many answered "Yes" after trying only one square of one size! At the end of the lesson, I tried to get the class to recognise the pattern found in the product of pairs on different sized squares (10, 40, 90, 160 - i.e. ten times the square numbers 1,4,9,16), to make a link with previous work involving square numbers.

Observer

The lesson began with a whole class activity focusing on complements to 10 and then to 100. During the second part of the lesson when students were working on the sums and products of corners of number squares, most students worked individually and discussed their work in pairs: the teacher moved around questioning, discussing points with individuals and pairs. Students wrote their work in their books as they progressed.

Overall, the lesson had a balance of whole class teaching, individual and pair work. Students were encouraged to discuss and question. At all times they were engaging with the work, in which they were obviously interested, at an appropriate level. The focus was on the learning and understanding of processes and skills through active participation and communication of findings.

Second lesson

Teacher

The second lesson involved practical measurement tasks. The class worked in groups of four or five. It was interesting to watch the groups taking measurements and see the inaccuracies of their methods! The tasks were designed to give them practice of taking measurements and to introduce the concept of correlation. Many students had no 'innate' feel for correlation. For example, in looking for ratio relationships between height and hand span, some measured their height in terms of some one else's hand span! There was a lot of discussion and students recorded their results as they were expected to report back on their group's findings at the end of the activity.

I had good opportunities to see what misconceptions the students had, how inaccurate their measuring could be, whether they could estimate effectively and how well they understood standard units of measurement. Having to report back on their findings required students to reflect on the practical work and rephrase their results for other students to understand.

Observer

In this very practical lesson, the teacher moved around the class, as the students worked, asking groups and individuals how they were performing various calculations.

At the end of the practical activities, each group was required to make a short (five minute) presentation describing what they had done and any conclusions they had reached.

Again the lesson involved whole class work and discussion, but this time also included group work. The topic held their interest, so again the whole class was actively engaged in the learning process at a level appropriate for each individual. For example, a wide range of calculating strategies was employed, some very sophisticated, others more basic and sometimes a little tedious, but each student understood what s/he was doing.

Third lesson

Teacher

This lesson was centred on shapes, their definitions and properties, and in particular, on squares and areas. We started by collecting 12 pentominoes - the previous lesson's homework task. Students went out to draw these on the OHP on a squared grid. Several repeats were contributed, which led us to discus reflection, rotation and 'sameness', i.e. congruence. Involving the students in agreeing on this definition seemed more useful than simply categorising their answers as right or wrong.

The main activity for the lesson was 'tilted squares'. I asked the students to draw squares with area 4cm2 and 9cm2 (not much difficulty here as we had previously done some work on area using counting squares methods and simple formulae), then areas 8cm2, 2cm2 and 5cm2. The first discussion point was the definition of a square - many of the class were convinced that a "diamond" was different! Work progressed on which areas could be drawn, with results recorded on square dotty paper. Students discussed their work with their neighbours and I circulated checking areas, prompting the drawing of squares at different 'slants' and intervening with whole class discussion when important points were raised.

For the last section of the lesson I worked further on the definition and description of plane shapes. I had prepared some cards with quadrilaterals drawn on them. One girl volunteered to describe these to the class for them to guess the shape. The first description began, "It's got four sides.," after which the majority of the class raised their hands - they were convinced that they had heard enough to "know" it was a square (which it wasn't)! Another description was, "It looks like a roof." (A trapezium). The final activity involved the description of the contents of other cards prepared with designs including shapes and lines. The class had to draw what volunteers described. The better the class copies, the better the describer! This prompted the use of mathematical language, such as parallel, perpendicular; estimates of size; and description of shapes and orientation. Everyone was involved in either describing or drawing.

Observer

A review of homework on pentominoes with the whole class being involved began this lesson. The lesson next moved on to drawing squares on centimetre squared paper, beginning with simple examples such as area 4 and area 9, then moving on to harder tasks such as area 8 and area 13. Students were now working individually while the teacher moved around talking to them about their methods of working. Towards the end of the lesson, she drew the class together again, summarising at the board what they had found. The lesson ended with a whole class activity on mental imagery in which individuals came to the front of the class and described a figure drawn on a card for the rest of the class to name or draw. Once again the whole class were involved in an interactive way on a joint activity.

Comments

The lessons described include various strategies for getting the whole class talking about mathematics. In the view of the authors, the teacher's role is crucial in managing the interaction and using it to develop learning and understanding. As such, lessons of this nature are very demanding on the teacher, who is continually facilitating discussion and interacting with groups of pupils. This level of discourse offers many advantages to the teacher, who is able to assess students' understanding and progress and provide instant feedback and praise. Misconceptions are exposed and dealt with and students are forced to clarify their thinking in order to explain to another person. The teacher can also question individuals or groups at an appropriate level and prompt them with further challenges or questions about their methods and reasons. It is our assertion that this is more difficult to achieve when students are working in isolation or individually. At times in our three lessons when students were working individually - time for their own thinking to develop, they were also discussing their findings in pairs or small groups when ready. The proportion of time spent 'on-task' during the lessons was kept to a maximum by the students' involvement in the tasks and the pace of the different activities within the lessons. In any 'teacher-led' discussion with the whole class, every student was involved in some way, for example when the whole class were responding at once (by 'chanting' or drawing from a description), or when every student contributed their ideas or reported back.

The activities in the three lessons were as much 'process' centred as content specific and required an experiential / investigative approach. There was much emphasis on the students' own strategies and methods and their explanations of these approaches, whether or not they were successful or efficient, with the aim of expanding their problem-solving repertoire to enable them to select the most appropriate method in future tasks. The contexts of the lessons were not "real-life" situations but rather pure mathematical settings, but they were phrased as a question or challenge to tackle, and as such enthused and involved the students. There was more emphasis on developing students' mathematical understanding and application of methods, and consequently their use of mathematical language, than on the delivery and remembering of facts. It is our belief that this style of learning encourages greater applicability and transferability of skills. Boaler (1997; 1998) researched two schools with contrasting approaches to teaching and learning styles in mathematics, and made similar assertions, investigating Lave's notion of "situated cognition".

The three lessons described embrace all the facets of our attempt at defining whole-class interactive teaching earlier in the article, and, in our opinion, exemplify the concept of this style of teaching. Readers will probably note that our list of what is involved is not dissimilar to that famous paragraph (243) in the Cockcroft Report, Mathematics Counts (1982). It is our contention that quality mathematics teaching of this kind was present in some classrooms in the UK at that time and is still present in some classrooms today. We might question whether "whole-class interactive" teaching is a useful title for the teaching and learning styles we have described, with the concern that this title is widely mis-interpreted as teacher delivering to the whole class and individual pupils answering questions when posed by the teacher. As proposed in the introduction, this 'traditional', didactic style of imparting mathematical facts is far from our interpretation of "whole-class interactive", and indeed our notion of effective mathematics teaching.
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The Origins of Nurse Education and Training in Bristol, 1862-1889

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

ABSTRACT

Arrangements for nurse training in the 1860s, illustrated by those in Bristol, made class-based assumptions about the role and status of nurses and their managers, and of their need for post-elementary education. That set the scene for the later battles for professional status for all nurses and higher education for nurses.

Nursing in Bristol in 1862

The story of nurse education in Bristol starts in 1862. You were more likely to need nursing than nowadays: with no antibiotics, and not much understanding of the causes of many disorders, or of antisepsis, you either died or you were nursed, by a member of your own family or friends, or by a private nurse.

Two thirds of nurses worked in domestic service in private homes (1851 census). In Bristol it was possible to hire nurses from the Infirmary or the General Hospital, but there were no private nursing agencies. Local directories listed only 5 women offering monthly nursing, none in the prosperous areas of the city.

The economic standing of the nurse was low, her social standing even lower, and her professional status non-existent (Abel-Smith 1960, ch.1). Mental hospitals apart, nursing was work for women, a specialised version of domestic service in a private house. Rates of pay reflected that attitude. Some medical practitioners regarded nurses as fit only for cleaning, and insisted that medical care of any description could be given only by the doctor or his students or apprentices. Half the nurses listed in the 1851 census were under the age of 20. Dickens' caricature in Martin Chuzzlewit (1844) of private nurses is said to have been based on experience.

The nursing revolution

St John's House

In 1848 Dr Todd of King's College Hospital persuaded the Church of England to form a Training Institution for Nurses at St John's House in London (Anon, 1850).

This institution is designed to improve the qualifications and character of Nurses for attendance on the sick, by providing for them good opportunities for professional training, combined with the best moral and religious principles and habits.

The design was first suggested by a very general experience of the serious disadvantage to medical practitioners and their patients, arising from the difficulty of procuring well-qualified and trusty Nurses.

St John's House opened 15 June 1849. The nurses were managed by a Lady Superintendent (who had to be a communicant Anglican), who was accountable to a clergyman (who had to be Anglican and widowed or married), appointed by a Council of 25 men chaired by the Bishop of London. The establishment was 4 Sisters, 6 Probationers and 20 Nurses, but the House started with 3, 2 and 7 respectively. Two physicians vetted applicants, and directed the medical training, instruction and medical care of staff. Practical management was by a House Committee (the two physicians and 3 members of the Council), meeting at least weekly. The nurses' duties were:

To attend hospitals or at private residences, either of poor or wealthier classes, as the Lady Superintendent shall appoint.

"Probationers" (trainees) with little education or social standing, were admitted at 18, were trained over 2 years, and were paid. "Ladies" of some education (and by inference, social status), were at least 25, were to be trained in 6 months, received no pay but, unlike probationers, were allowed into men's wards.

In 1856 St John's undertook the entire nursing service of King's College Hospital. King's College had been founded to counter the "godless" University College.

The Nightingale school

On 29 November 1855 a public meeting, convened in London to express gratitude for Florence Nightingale's work in the Crimea, resolved "that funds be raised to enable her to establish an institution for the training, sustenance and protection of nurses and hospital attendants." Asked to nominate a committee pending her return to England, she appointed a Council of 9, all men, 4 of whom were doctors, to manage the Nightingale Fund (Seymer 1960, chs 1-3).

In December 1859 Nightingale asked the Council to open discussions with St Thomas's Hospital "with the view to the introduction of a system of training and instruction of Nurses in that institution." In 1860 St Thomas's (secular in outlook) agreed to take 15 probationers, who started training on 9 July 1860.

Religiosity apart, the Nightingale scheme copied much from St John's House. Selection was limited to single women or widows between 25 and 40, (soon reduced to 35). During a probationary month, either side could terminate the engagement. Subject to that, the initial training was for one year. Trainees had to keep casebooks and diaries. The ward sister's weekly reports on them were scrutinised every month by the Superintendent.

Following the precedent of St John's House, St Thomas's had two sorts of trainees. The probationers were women "of moderate education" and were called "Nurse". Once trained, the nurse was to work for 3 years at St Thomas's or some other institution nominated by the Nightingale Fund, and was not to do any nursing work except through the agency of the Fund. Better educated probationers, and by implication those from a higher social class, were called "Miss"; they received no salary, but paid £30 for their training or £50 for their training and board. The Ladies were tied only for one year. Evidently the Ladies were being trained, not just to nurse, but to manage nurses: to become Lady Superintendents. The distinction might have been drawn from the army; more likely, it reflected the affluent household, where the wife would expect to hire, manage and fire women domestic servants.

For the year's training the probationer received £10, plus 10s a week for board and lodging. The superintendent of the training school received £100 a year, the instructors £50. Sisters who helped with nurse training were given gratuities; doctors giving lectures got an honorarium, presumably in recognition of their more extensive Latin vocabulary, the fact that they received no other payment, and the need to avoid payment being construed as a tip, which was acceptable in the case of servants: the nurses received gratuities of £2 a year. Uniform, cost-limited to £24 a year, was provided free.

William Rathbone in Liverpool

William Rathbone (1819-1902) was a wealthy Liverpool merchant. In 1861 he drew up plans for a school and home for nurses in Liverpool and also a district nursing scheme (Hardy 1981, 3-11). His prospectus set out the objects:

1. To provide thoroughly educated professional nurses for the Royal Infirmary 

2. To provide district nurses who should attend the poor in their own homes 

3. To provide sick nurses for private families.

Rathbone's training school and home, run by an all-male committee, opened in May 1863.

The district nurses were supplied to groups of parishes, each under a Lady Superintendent. Not a nurse but a member of a family with influence and affluence, she organised local support, sometimes through local clergy, sometimes with a district committee.

District nursing societies or associations were formed in many large towns, but not in Bristol until 1882.

Bristol Nurses Training Institution

On 19 September 1862 at 28 The Triangle, Clifton, a meeting was held under the chairmanship of the Revd William Bruce, minister of St James's, Bristol, where Mary Carpenter had established her first ragged school. The purpose of the meeting was to agree the formation of the Bristol Nurses Training Institution and Home (BNTI 1912, 1).

The object of the proposed institution was:

The supply of trained nurses of good character for the public on the usual terms, and of gratuitous nursing for the sick poor.

The meeting was not reported in the local press, had no speeches, no formal moving and seconding of resolutions, no compliments, and no votes of thanks. Evidently those present had already agreed on what they wanted: the proceedings were purely formal and for the record. The meeting appointed a provisional committee of 25, the same number as at St John's in London.

The composition of this committee is noteworthy:

1. A majority, 13 of the 25, were women, and this at a time when the direction and management of most voluntary organisations, whether educational, medical, cultural or philanthropic, was seen as being within the male preserve. Bristol General Hospital had a Ladies' Committee, which concerned itself with nursing conditions and domestic arrangements in the hospital, but it had no executive powers: the House Committee, which made the decisions, were all men. It is said (Stocks 1960, 136) that the initiative for the organisation came from a woman, and that she went to Liverpool and drew on what William Rathbone was doing there, but there is no evidence to identify her, or of any Rathbone contact. 

2. Although those present included William Henry Wills (later Lord Winterstoke) and Mrs Wills, the rest were not recognisable members of the social, political, cultural or philanthropic elites who ran the established voluntary organisations in Bristol at that time. 

3. Nearly all those present lived or worked in Clifton. 

4. In contrast to the membership at St John's and St Thomas's, nearly half the Bristol committee were doctors or their wives. 

5. Many of those on the committee had links with the two Bristol voluntary hospitals: William Henry Wills and Albert Fry were both on the House Committee of the General Hospital; 4 were physicians or surgeons at the Infirmary or the General; one member was on the General Hospital's Ladies Committee.

So in spite of its title, the Bristol Nurses Training Institution was not so much a Bristol as a Clifton affair; and it was dominated by doctors. Whilst the founders may well have had predominantly humanitarian motives, the institution was clearly going to enhance and support the work of doctors, in their private practices. The object of the Institution was not to train nurses, but to supply nurses who were trained. That charity was not the founders' exclusive motive is also suggested by the discount on fees allowed to subscribers; throughout its history the Institution never sought or was granted charitable status.

The honorary secretary to the Committee was a Laura E Edwards. The first Lady Superintendent was a Mrs Alleyne Withy.

On 19 September 1862 the Committee drew up Rules (BNTI 1912, 4). Pupil nurses were to be over 21 and under 40 when admitted, of good health and moral character, able to write and to read writing. As with Nightingale Fund nurses, there was a month's probation, and they were tied to the Institution for 3 years. They were allowed 1 week's annual holiday. Pupils were required to pay an entrance fee of £2, but they got £1 back if they signed up for training after a satisfactory period of probation, and £1 at the end of their 3 year commitment. The Institution was to provide a Home, board, washing, clothing (or an allowance, up to £20 a year), and medical attendance. For Bristol, this was revolutionary: the Infirmary nurses were paid a board wage, out of which they had to feed, clothe and house themselves outside the infirmary. In the first year the pupil received £10, £12 in the second, and £15 in the third. Pupils' duties were "to attend the sick, both rich and poor, as the Lady Superintendent shall appoint, and when at home in the Institution, to perform such domestic duties, in rotation, as shall be assigned to them."

A number of points are significant:

1. The object of the Institution was to provide trained nurses, not to run a nursing home or to provide surgical facilities. In early advertising, the Institution's unique selling proposition was that its nurses were trained. 

2. The Institution repeated many of the features at St John's (without the religion), at St Thomas's hospital, and at Liverpool. 

3. Like St John's, the Institution was to serve patients irrespective of wealth or social background: poor people were specifically included. 

4. The number of doctors and their wives on the committee meant that the Institution was in effect run by doctors. 

5. The membership of the Committee and the training arrangements ensured close links with the Infirmary and, initially at any rate, the General Hospital.

In November 1862 a meeting agreed to start the Institution at 13 Trinity Street off College Green, which could be rented for £26 a year for 3 years, as soon as the first year's expenses had been secured (BNTI 1912, 6).

On 4 March 1863 the nurses' home was opened at Trinity Street. The event was low-key, being outshone by the marriage of the Prince of Wales and Princess Alexandra, the Rose of Denmark (hence the Hotwells pub of that name). Canon Bankes (representing the Dean of Bristol) presided, prayed, and delivered a suitable address to the 4 pupil nurses, who were greatly outnumbered by others present. They included the mayoress, perhaps in acknowledgement of the role being played by women as pupils, nurses and superintendents as well as fundraisers; the Presidents of the Infirmary and the General Hospital; and Mary Carpenter, then 55, whose presence underlined the Institution's objective to nurse poor people as well as the rich.

Contributions received or promised amounted to £322 in cash, plus £65 a year in annual subscriptions, some of which were for 3 years only. £272 had been raised from Clifton and Bristol, the rest from Devon, Berkshire, Wimbledon, Oxford, Clevedon, Gloucestershire and Chippenham. Start-up costs were estimated at under £100. Assuming 6 pupils, the first year's expenses would be about £320. There would be only 4 pupils to start with; one came from Torquay, another from Yorkshire. As would be asserted nowadays, at least half the students were local.

The Institution itself however was not going to do the training:

"As thorough training can only be obtained in a hospital, the committees of the Bristol Royal Infirmary and the Bristol General Hospital have kindly consented to admit the pupils of the Home to those institutions, and have arranged a complete course of instruction for them." (Bristol Mercury 7 March 1863, 7)

That was the outcome of networking by the doctors. In 1862 (that is, before the Institution opened) the Trustees of the Infirmary consulted the Institution's honorary secretary about the Infirmary's nursing arrangements. She advised them to abolish board wages and provide somewhere for the nurses to sleep; the Infirmary should divide its wards into 4 groups, each with a head nurse, with each ward to have a nurse and an additional nurse, all under the direction of a Lady Superintendent; the Infirmary should have 8 pupils, who would work for 3 months in each group of wards in rotation, completing their training in a year; and the Infirmary should take 4 Pupils from the Bristol Nurses' Training Institution (Smith 1917, 337). The suggestion that the Infirmary in effect create vacancies for pupils, 4 of whom would come from the Institution, neatly met the Institution's need for training placements for the first 4 pupil nurses. The Infirmary accepted the advice. Bristol Nurses Training Institution was in business.

In 1882 Bristol District Nurses Society was formed, based on the district nursing part of William Rathbone's Liverpool model. BNTI transferred to the new organisation its Gratuitous Nursing Branch, that is, those nurses who visited the sick poor, together with a proportion of BNTI's funds.

In 1885 Edward Phillips left a legacy to BRI, which bought Camden House in Terrell Street, and fitted it out as a nurses' home. When the home was enlarged in 1889, the Infirmary decided to train nurses only for its own service, and terminated the arrangement under which BNTI nurses could spend a year training at the BRI. BNTI then ceased to train nurses altogether. The Terrell Street premises formed the basis of what later became the nurse training function of the BRI. In the 1980s nurse training was consolidated into what later became Avon and Gloucestershire College of Health, which itself was incorporated into the University of the West of England in 1996.

The seeds of contention

The arrangements for nurse training in Bristol and London had embedded in them the origins of the two issues which dominated the later development of nursing, and hence also of nurse education: the battle for professional status, and the argument about whether what nurses require is training or education.

In 1862 whether nurses should be educated, as distinct from trained, was not an issue. Because of the age and literacy qualifications, all entrants were, by the standards of the day, ready-educated. Those to be lady superintendents will have attended a private academy, or a private tutor will have attended them at home. Those to be nurses of the specialised domestic servant sort would not be admitted to training unless they had already received the elementary education that gave them the literacy qualification. They did not need to know any medicine: that was for the doctors. To do the work, all they needed was on-the-job training. So in contrast to teacher training institutions, whose students needed post-elementary education in order to teach, nurse training institutions never sought to educate. Consequently, when the movement for recognition of professional status for all nurses gained momentum, the absence from their training of an educational element became an issue, and in some senses remained so until Project 2000.

In 1862 the social status of nurses was not an issue either, because the nurse training institutions adopted models which reflected class stratifications. The subsequent internal politics of nursing was dominated by a struggle, as Abel-Smith (1960) has described, for professional recognition of all nurses, which was opposed by those who wished to maintain the mid-19th century lady/servant distinction. That dispute was only partly resolved by the introduction of limited registration in 1919.
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School Inclusion, Exclusion and mediation - how the land lies in Bristol

SUE HEENAN and BERNI BELL, Faculty of Law, University of the West of England, Bristol.

Abstract

Bristol Mediation, a non governmental charitable organisation, has conducted a project that includes a mapping exercise to find out what initiatives are currently being pursued in the City of Bristol in an attempt to avoid school exclusions. The project also looks at pupils' subsequent reintegration into the school environment. This article describes why and how the project developed. Its findings are discussed, together with its potential impact on future research and practice in Bristol and elsewhere.

Background

The rate of exclusion of pupils from schools in Bristol, as elsewhere, has been a great cause of concern. Bristol has had one of the highest exclusion rates in the country and England and Wales has one of the highest exclusion rates in Europe. On average the majority of excluded pupils are male - 83%, and 17% are female (Graham & Bowling, 1995). The government has been committed to reducing the number of exclusions, setting schools a target to reduce figures by a third by the year 2002 (Social Exclusion Unit, 1998). Recent figures have indeed shown some improvement: in Bristol during the 1997/98 academic year there were 164 exclusions. This fell to 123 during 1998 to 1999. For the current period, September 1999 to mid May 2000, there have been only 75 exclusions. (Personal communication with the Exclusion Database Officer, Bristol City Council). Nationally there has also been a reduction and recent provisional Government Statistics have shown a 15% fall, from 12,300 during 1997-1998 to 10,400 during 1998-1999.

Several studies have shown a strong correlation between exclusion from school and involvement in crime. Both Graham and Bowling (1995) and Farrington (1995) found that poor attendance is one of a number of predictors of offending behaviour. The basis for the Graham and Bowling research was a random sample of 1721 young people aged between 14 and 25 and an additional sample of 808 young people from ethnic minority communities who were asked about their involvement in crime. Of all those permanently excluded, all the males and five out of eight of the females admitted offending. Of those who had been temporarily excluded, 75% of males and 50% of females admitted offending at the time of exclusion.

A six month study by the Metropolitan Police in 1996 found that 40% of all robberies, 25% of burglaries, 20% of thefts and 30% of criminal damage were committed by 10-16 year olds. Five per cent of all offences were committed by children during school hours (Social Exclusion Unit, 1998). In addition, research by Pritchard and Cox (1998), found that of 227 young adults who had been excluded from school 63% had at least one criminal offence. Ten per cent had a conviction by the age of 13 and 34% by the age of 15.

Government policy in relation to the youth criminal justice system is now firmly enshrined in section 37(1) of the Crime and Disorder Act 1998 which provides:

1. "It shall be the principal aim of the youth justice system to prevent offending by children and young persons 

2. In addition to any other duty to which they are subject, it shall be the duty of all persons and bodies carrying out functions in relation to the youth justice system to have regard to that aim."

Prevention is seen as preferable to cure. Clearly a further reduction in the number of exclusions may be seen as contributing to prevention.

How mediation fits in

Manchester Schools' Improvement Service ran a pilot project using mediation as a way of combating social exclusion in two Manchester secondary schools. According to Gareth Symonds, leader of the project,

"Reasons why young people are excluded from school are diverse. Invariably, however, there are conflicting points of view or positions. Teachers, headteachers, governors, parents, carers, social workers and young people involved may all have different and possibly conflicting views on what has led to a particular pupil being excluded from school. Having listened to head teachers, young people and their families, the need for mediation is clear. Families frequently feel that they are not being heard and often resentment and animosity is created. A parent's personal experience of education may have been negative. Class, communication skills or ethnicity may all have been factors in contributing to their own exclusion from school or society." (Symonds, 1999)

Bristol Mediation is a non governmental body, the purpose of which is to introduce and develop new approaches to conflict resolution. It has recognised the role for mediation in connection with school exclusions. A recent report (Presley, 2000) states:

"Exclusions tend to arise out of conflict and we believe that the mediation process could be extremely effective in providing an alternative way forward, both for the child and the school."

Whilst much of their work is concerned with the resolution of neighbourhood disputes, Bristol Mediation is also involved in their 'Voices' scheme with putting victim and offender in conference together, with a view to reparation within the youth justice system. This is not the first time that Bristol Mediation has been involved with mediation in schools. Their Schools Project which commenced in 1994 has introduced peer mediation to years 5 and 6 children in 42 classes in 32 schools.

Bristol Mediation Mapping Exercise

In order for Bristol Mediation to offer the appropriate training in mediation skills or a mediation and conflict resolution service to schools, it was felt necessary to find out what was already happening with regard to exclusions and pupils in Bristol. The expectation was that a good deal of work which could come under the umbrella title of 'mediation measures' was taking place, but the exact extent and operation of this were unknown. The schools did not often monitor such matters. The mapping exercise was an attempt to collate this information.

The impetus for the project came from discussions at a meeting of members of the Voices team and members of the Schools Project team. The funding (£5,000) came from the Government's Single Regeneration Challenge Fund through the Bristol Regeneration Partnership's Inner City Lifeline Scheme.

Methodology

Two separate questionnaires were designed and sent out to 35 known existing Project Leaders/Organisations working with young people and to 143 Headteachers in individual infant, primary and secondary schools. Of these 121 were sent to primary and infant Headteachers and 22 to secondary Headteachers. The questionnaires were directed to the Bristol City area only. Addressees included Special schools in the state sector but excluded Independent schools.

The questions addressed to the Project Leaders concerned:

· pupils in the project - age, gender, specific ethnic group 

· opening hours of the project 

· referral routes- self/school/contact with school or other agency 

· whether the project deals with permanent or fixed exclusions or those at risk of exclusion 

· whether the project uses conflict resolution skills 

· numbers of staff/volunteers 

· funding arrangements 

· contact person

The questions addressed to the Headteachers dealt with:

· identification of those at risk of exclusion 

· interventions used 

· any specific scheme or procedure 

· professionals who might be involved 

· the school's anti bullying policy and its publication 

· initiatives with long-term truants and self excluders 

· exclusions policy of the school 

· how reintegration is assisted - with the school's own pupils or pupils from another school.

Each questionnaire also contained a final, open ended question "Is there anything else you would like to tell us in the context of this survey?" It was hoped that this might give the respondent an opportunity to voice any opinions considered relevant to the survey. The recipients were asked to answer the questionnaire and fax the results to the Mapping Project Co-ordinator by a certain date.

How it Went

The questionnaire return rate was high. There were 30 replies, a response rate of 74%, from Project Leaders. This included two organisations which were chased up by the Mapping Project Co-ordinator and completed the questionnaire by telephone. Fifty-two replies were received from Primary and Infant School Headteachers, a response rate of 40%. There were 15 responses from secondary school Headteachers, a response rate of 70%. The Project Co-ordinator was pleased with the return rate, and put this down firstly, to the interest of the respondents in the topic and secondly to the fact that she had asked replies to be faxed to her. The style of the questionnaire was largely "Tick Box" in design which may have made replies easier to produce. The questions posed were factual rather than evaluative in nature. This, too, may have made the task of completion easier than it might have been had evaluative answers been sought throughout. Insufficient information was received to enable comparisons to be made about variation in schools' attitudes about factors or reasons for excluding.

Twenty responding schools used peer mediation. Nine of these had previously received training in the subject by Bristol Mediation. Eighty-five per cent of Primary school respondents used "Circle Time" in order to inform pupils of the school's anti-bullying policy. Many respondents mentioned the importance of the early involvement of parents. One School Head referred to the role of parents, but also that of governors and children as well as teachers, emphasising the multi faceted nature of a school's ethos:

"In the last eight years I have had to exclude only four children, one permanently, and three for fixed periods. Exclusion is very much the last resort. Circle Time, PSHE (Personal, Social and Health Education) work, Behaviour and Discipline Policy plus the ethos of the school created by teachers, parents, governors and children have all contributed to this." (Presley, 2000, p8)

The survey also uncovered courses and groups for parents and carers at six schools. These courses or groups involved parenting skills classes, links to other groups such as Supporting parents and Coping with Kids courses. Reference is also made to parenting skills classes run by either the Health Service or the Educational Psychology Service. It is acknowledged that the list is not exhaustive. Other support groups or initiatives may of course be in operation in other, non responding schools.

The picture which emerges from the responses is that practice varies from school to school prior to the formal stage of the exclusion process which requires staff and parents to meet. Some schools arrange home visits by staff and some give advice and support to parents. The pupils excluded for a fixed period had contact varying from daily contact to no contact for four or five days. Several respondents said that by the time the pupil had reached secondary school, things were getting too late - for example, one respondent from an unspecified Secondary school said:

"By the time Secondary School is reached, I feel the issues revolve around tooling up the young people with self-help strategies rather than, perhaps, working with dysfunctional parents. (Presley, 2000, p13)

Information concerning funding revealed many different approaches, with no overall coherence. Teachers expressed interest in exchanging information about how to make best use of available funding.

Appraisal of the Mapping Project : The Method

In relation to the Project methodology, it was thought that the use of fairly readily answerable 'Tick Box' questions, and return by Fax was very respondent friendly - even though in some cases, the respondent was approached and did respond by mail. The project was completed within a short time-frame. Had there been more time, it would have been possible to follow up non-responders and the questionnaire for schools could perhaps have been refined after more piloting. The fact that the school half term intervened during the field work also had a delaying effect. These problems could be anticipated and overcome in any future exercise of this kind.

The Overall Results

The information from the questionnaire responses indicated:

· much work is being conducted in Bristol in connection with inclusion and exclusion of pupils 

· practice varies from place to place 

· a lack of knowledge of what was happening in the field 

· a need for greater sharing of information and experience 

· an apparent variation in interpretation of the exclusion procedure 

· the "whole school" ethos was extremely important in supporting inclusion initiatives

Very little was being done for pupils on short-term exclusions. This was identified as a fruitful source for future research, to see what happens to young people who are 'at home with parents' during a fixed period exclusion. The fear is that 'out of school' may mean simply 'on the street'.

A picture has now emerged of initiatives connected with inclusion and exclusion in Bristol. A table indicating the work of each organisation or school which responded appears in the report. Further, a directory has been created so that project leaders and others can contact others in the field (Presley, 2000, Appendix 5). Interested parties will now have a better picture of what is going on locally. The admittedly confused nature of the local picture identifies the haphazard provision of services in connection with exclusion - and in efforts to avoid exclusion in the first place.

Thoughts for the Future

Several initiatives are suggested in the report in connection with the apparent lack of liaison between the various agencies and individuals working on inclusion/exclusion issues. These include that:

· a directory of projects should be sent to all those listed within the directory 

· A networking event for project leaders and interested teachers should be held 

· A budget holders forum should be held, so multi-agency leaders of projects could meet and share ideas. Bristol Mediation would be prepared to host such an event

Other proposals outlined in the report include discussion with the young people themselves; evaluation of the questionnaire responses against exclusion statistics; research into short-term exclusion and its effects; conducting a literature search on promoting inclusion; putting the directory on several local websites; looking at youth clubs as part of the larger social exclusion picture; and ongoing work to include in the directory other Bristol-based projects, organisations and services for young people. It seems clear that the recent report is a starting block for further and more qualitative research, the results of which should prove very interesting.

Bristol Mediation is now conducting another, more complex research project which will concern using mediation to promote inclusion in schools. It is intended to develop modes of mediation for the education setting. This work will look at practice more widely across the country to identify a model or models of mediation for use in Bristol and to identify areas suitable for piloting such schemes. The local territory is now marked out. The contact addresses and liaison opportunities afforded by the directory should prove very useful to anyone wishing to conduct research into exclusion and multi-agency initiatives locally - or in comparison with those in other parts of the country.

Another immediately beneficial result of the research is that those working in the field will be able to contact others to exchange ideas for good practice or problem resolution. The directory should be a source of support and of much needed hard information. Bristol Mediation hopes that the results of the mapping exercise will be "a catalyst for a more cohesive approach throughout the City." In addition, the results of the mapping project - and its publication - should serve to raise consciousness generally about the role of mediation and conflict resolution in schools and elsewhere in connection with the inclusion and exclusion of young people, and about the involvement of Bristol Mediation in this context locally.
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Does it make sense to think of HE students as consumers?

CHRISTOPHER PRIOR, Assistant Librarian, University of the West of England, Bristol

Abstract
This article, based on a recent coursework assignment within the Professional Development Programme at UWE, considers the senses in which students in higher education are sometimes regarded as consumers, and addresses the relationship of this term to notions of quality. A number of contrasting concepts and positions are identified and discussed.

The value of studying the student experience has developed as a debate over recent years due to the increased attention being paid to quality assurance in Higher Education (HE). As a response to the deficit of graduates present in the UK labour force in comparison with other industrialised nations, the UK government committed itself to the principle of mass higher education in its White Paper of 1991 (DES, 1991). This White Paper specified that quality assurance methods were to be implemented as a means of monitoring the use of resources required to support such an increase in student numbers. The Government funded agencies set up by the Further & Higher Education Act 1992 made explicit their role in quality oversight, and indeed the Act stated that the Higher Education Funding Councils must "secure that provision is made for assessing the quality of education provided in the institutions for whose activities they provide ... financial support". The areas of the HE provision scrutinised include curriculum, teaching, environment and equipment, student support and student representation (Opacic, 1994).

As primary participants and stakeholders in the HE process, it is not unreasonable to expect that students should have a voice in any analysis of quality. The precise role that students do play is open to argument, however. With the increased use of the language of the marketplace in HE, the view of students as consumers has gained a certain currency, leading to hostility in some commentators and scepticism in others. Developments in the organization of HE have lent themselves to the use of high street metaphors - for example, modular courses have been described as a "cafeteria" style of learning (Atkins et al., 1993) - which can lead to controversial results. Whether the supplier - consumer analogy really does describe the relationship between universities and students, the very discussion of such a relationship sheds some light on how quality in universities is conceived, and who might be best placed to judge it.

The formal processes of measuring quality within a university are complex, including quality control (institutional mechanisms for quality assurance and enhancement), quality audits (external scrutiny of the institutional mechanisms) and external quality assessments of the teaching and learning experiences provided by the institution. In varying degrees these mechanisms are bureaucratic, and as such are always open to the charge that too much emphasis is placed on technical fulfilment and not enough thought given to the underlying issues they are intended to address. As far back as 1992 the National Union of Students produced a Student Charter (NUS, 1992) urging increased openness in the way data is collected, so that a virtuous circle of student participation and feedback from HE institutions might be achieved. In an article on this subject Jim Murphy, the president of the NUS in 1995, emphasised the need for participating students to have their contributions acknowledged and to see them acted upon. In order to encourage participation in quality processes (non-participation is a perennial problem), Murphy explained that students must be clear about the role that their feedback will play. Writing approvingly of the student sensitivity of the Student Satisfaction Survey operated by the University of Central England (UCE), Murphy advanced the idea that a major positive feature of such a scheme was the development of students as individuals, who then become more "responsive and reflective" on their needs as a result of participation (Murphy, 1995).

The UCE survey is described more fully by Green et al. (1994). The purpose of the survey was not to evaluate individual courses or programmes, but to focus on "the total student experience", using "satisfaction as a proxy for quality". The range of areas of satisfaction considered ran from course organisation and management to food and social facilities. One of the fundamental aims of this exercise was to provide "important information about the effectiveness of resource allocation and quality management". It is interesting to note that in referring to the UCE satisfaction survey, neither Murphy nor Green employs the term 'consumer'. The position aimed at is one of mutual understanding between primary stakeholders (institution and students) leading to quality enhancement. Students participate in this enhancement by voicing their satisfaction or dissatisfaction and this is deemed to be a part of the educational process for the participants. The term 'consumer' usually refers to a different relationship, in which there is less responsibility and no expectation of development.

Along with the use of satisfaction surveys to elicit student opinion, the NUS and some universities have addressed the issue of student satisfaction through the development of certain forms of contract between institution and student. Opacic (1994, p.163-4) discusses the NUS's attempts at Model Learning Agreements, which include components negotiated at various levels, from the NUS - Vice Chancellor level down to the individual learner and his/her faculty or department. Building on the role of the individual student reflecting on personal needs this individually focused approach to agreeing upon some kind of learning contract is in tune with the notion of informative student feedback, or perhaps constructive consumption, similar to the UCE survey. At a broader level some institutions have addressed the issue of assuring the quality of the student experience by introducing their own Student Charters, though these are prone to the criticism of addressing student needs without sufficient focus on, or binding agreement with, individual learners.

The developments discussed so far are concerned with students already registered in HE, but undoubtedly the view of students as consumers has been given some, perhaps overstated, credence by the marketing strategies of universities aiming to claim a market share of potential students. The range of commercially published guides to choosing the 'right' university attests to the existence and popularity of the perception of students as a consumer group making sophisticated choices about the HE 'package', including considerations such as the availability of attractive courses, the image and status of the university, teaching reputation, graduate employment rates and entry requirements.

As a part of their own self-promotion student guides tend to imply that students have a completely open hand in choosing the style of their future study, but even allowing for a measure of student choice and the desire of universities to recruit, universities will obviously have their own agenda and priorities in the student experience they offer, and the definition of the quality they strive to achieve. A major control mechanism here is the level of entry requirement that a university demands of its applicants. Other strategic decisions, often related to the investment of resources will also impact upon which sections of potential applicants an institution is able/decides to attract. An example of this might be where a university recognises the significance of guaranteed student accommodation in its marketing strategy after suffering 'losses' in a competitive recruiting situation. Depending on other strategic influences a university might deliberately choose to ignore the needs of some potential customers.

Factors contributing to student dissatisfaction have been a subject of study for several years, but more recently HEFCE's expressed concern about drop-out rates and the possibility of imposing penalties on institutions has brought the issue into sharper focus. Research in the area provides some interesting results. In a 1989 survey of second-year undergraduates attending various institutions in England and Wales, Roberts and Higgins (1992) asked students whether they would recommend their institution to others. Citing reasons such as the compensations of social life, loyalty to the institution, inexperience of other institutions, justification of their own choices, and the institution's self-promotion to its students, Roberts and Higgins conclude that "even students with a large number of complaints are still, suprisingly, likely to recommend". However, they stress that "students who claim they would recommend their course should not be confused with satisfied students". Reports of more recent research suggest that applicants are often unaware of the realities of life in higher education, and that many applicants "still hold traditional visions of higher education, often gained from parents or older siblings". Results of a 1998 survey by ECCTIS showed that while 91% of the second-year students canvassed rated their student experience as excellent, very good or good, 22% of all students surveyed said they wished they had chosen a different course. An estimated 3 - 4% drop-out rate could partly be accounted for by students "holding quite unreasonable expectations of student life", according to Baroness Blackstone (Kingston, 1998).

In the light of these results, it is questionable whether students alone are particularly well placed to judge the quality of the HE experience they are receiving, due to inexperience of the wider HE context and particular sets of expectations. Even if students were better informed, it would certainly not be universally accepted that their point of view was the most valid or complete reflection of quality, since this might still imply a consumerist definition of quality that not all stakeholders would subscribe to. Even though the language of the private sector (quality, value for money, satisfaction surveys) is now in everyday use, the purposes of implementing the underlying concepts are still contested. Green says that this dispute "explains partly the antagonism to approaches such as BS5750 which rely on a definition of quality as 'meeting customer requirements'. The notion of the student as a customer goes against the grain for many academics who are reluctant to empower a group traditionally treated as the passive recipients of education" (Green, 1994).

In an article entitled On students as customers - some warnings from America, Barrett seems to be voicing some of this antagonism. Responding to an article in the Times Higher Education Supplement on marketing as a prerequisite of the survival of universities, Barrett warns that too much emphasis is placed on students making superficial assessments of university courses' fitness for purpose :"A customer can be satisfied simply because of the end-use features of what has been purchased in the mall ...The term 'customer', then, is unsuitable for motivating an educational purpose, for it implies only a grossly limited cognitive perspective, and does not even require homage to reason itself". Barrett also warns that misguided total-quality management within universities runs the risk of elevating secondary issues, such as car-parking facilities, to a status comparable with teaching or research, leading to a "gross displacement of priorities" (Barrett, 1996).

Displaying a clear distaste for the notion that students should even compare the standing of university courses for any other rason than pure academic interest, Barrett adopts the position that "students in America generally care only about whether a college is officially accredited, and have a positive revulsion before the idea of taking elective courses for reasons of their academic demands". Barrett's position seems to put the virtues of academic study in opposition to a market philosophy, with the latter portrayed as a threat to the former. An alternative perspective is offered by Ronald Barnett, who sees the relationship between student and university as already having been redefined by both the marketization of the mass system, and the creation of internal markets within universities in the form of modularization. As a consequence of these developments a fundamental change has occurred to the role of the institution, which now needs only to be a supplier of knowledge rather than a producer. Barnett contests that with the pre-packaging of knowledge (mainly through IT), source becomes irrelevant. Students, or consumers, are no longer in a position to expect personal interaction with the supplier, in the understanding that "the goods [i.e. knowledge] are inert; there is no transformation on the part of the consumer: what counts is whether the goods are of reliable quality, are of relatively uniform character, and meet prescribed quality standards". Contrary to the perception that in the HE marketplace the student-consumer has freedom of choice, Barnett warns that in his scenario consumers find themselves in a managed market where, provided the quality of goods delivered is approved, the student "no longer gives of herself", and "loses the power of framing her educational experience" (Barnett, 1997).

These last two approaches show quite dramatic interpretations of the view of students as consumers. Barrett presents the embattled academic trying to safeguard intellectual rigour in the face of superficiality, while Barnett describes an almost complete reduction of the university/student relationship to one of supply and consumption. Both approaches suggest the danger that viewing a student as a consumer inevitably means that his/her sole or main preoccupation is with end results, the product, rather than the learning process. This belief does not sit with versions of student satisfaction (e.g. those of Murphy and Green) which were described earlier, and which were far more participative. The use of the term 'consumer' is problematic and controversial, and the debates to which it gives rise can make higher education look rather bleak. Yet few would contest the idea that students must themselves continue to have a central voice in quality assessment, for who else is to be deemed fit to represent their point of view? Perhaps the real source of contention, as witnessed ubiquitously in the literature, is not so much the definition of what students are, but the definition of the term 'quality' and the criticism it provokes.
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