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Abstract

This publication discusses the challenges of teacher education in the coming era. Particularly it is
concerned with the nature and quality of teacher education in the international, multicultural and
technological world. The articles presented in this publication are derived from the 10th annual
European Teacher Education Network (ETEN) conference "In search of powerful learning
environments for teacher education in the 21st century" organised by the University of Oulu,
Department of Teacher Education in May 28-30 1999. In following the thematic structure of the
conference, the articles are organised under three specific themes, namely Teaching and teacher
education including teacher education, early childhood education, continuing professional
development, life long learning, special needs education, Multicultural teacher education including
perspectives such as ethics, cultural diversity, social justice, democracy, inequality, communities
and their schools, and Technology and teacher education including technology-based learning and
instruction, open and distance education, multimedia education. In summary, the publication
provides a unique opportunity to examine current challenges and developments in teacher education
from national and international perspectives. 

Keywords: teaching and teacher education, multicultural teacher education, technology
and teacher education, higher education
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Introduction

What are the challenges of teacher education in the next millennium? How has teacher
education changed and developed across time within different countries and institutions?
How should teacher education react to the changes in society? What are powerful
learning environments for teacher education like? On which values, beliefs and visions
should they be based? These are questions that were examined and discussed in the 10th

European Teacher Education Network (ETEN) Conference entitled as "In search of
powerful learning environments for teacher education in the 21st century" organised by
the University of Oulu, Department of Teacher Education in May 28–30 1999.

At the edge of a new century it was decided that the conference theme should be wide
enough to cover a number of issues relevant for current and future teacher education from
a national and international perspective. The specific thematic dimensions which
provided the framework for the conference presentations and for the joint discussions
concentrated on three themes, namely

– Teaching and Teacher Education
including teacher education, early childhood education, continuing professional
development, life long learning, special needs education 

– Multicultural Teacher Education
including ethical aspects, cultural diversity, social justice, democracy, inequality,
communities and their schools

– Technology and Teacher Education
including technology-based learning and instruction, open and distance education,
multimedia education

The ETEN 99 conference was participated by 100 academics and teacher educators from
nine countries; Belgium, Denmark, Finland, the Netherlands, Norway, Spain, Sweden,
United Kingdom and the United States. As a consequence, the conference formed a rich
learning forum for participants to share, compare, negotiate and construct knowledge and
understanding about the nature and quality of current and future teacher education in the
international, multicultural and technological world.

The richness and diversity of expertise which was present in the ETEN 99 conference,
is also reflected in the selected articles presented in this publication. The articles which
are based on the conference presentations within the thematic frameworks are valuable in
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many ways. In addition to providing expertise relevant for teacher education from
theoretical and practical view points, the articles are situated within different countries
and institutions and consequently reflect their practices and concerns.

Following the structure of the conference, the articles presented in this publication are
divided under three chapters. The first chapter consists of papers discussing teaching and
teacher education: 

In her paper Teacher education confronting a moving horizon Hannele Niemi
examines the challenges of present and future teacher education and teaching profession.
This is realised by a three level analysis focusing upon societal, cultural and personal
levels. At a societal level analysis, Hannele Niemi characterises some trends and changes,
such as globalisation, growing unemployment and social exclusion which she argues
should be acknowledge in teacher education when preparing teachers for future
education. At a cultural level analysis, Hannele Niemi discusses the concepts of life long
learning, information society and multiculturalism which pose challenges for teacher
education and teaching profession. At a personal level analysis, Hannele Niemi discusses
the process of identity formation in the present world and stresses the role of teacher
education in giving future educators skills to support its development among their
students and among themselves. The importance of continuous evaluation by
communication and collaboration is emphasised as an effective means to develop present
teacher education and to anticipate future challenges. 

In his thought provoking paper Fitness for purpose: Early childhood and its
implications for professionals in the "post-natural" world  Philip Gammage discusses the
sociohistorical and sociocultural contexts of childhood across time and across country. In
outlining recent trends, changes and conditions for child development, Philip Gammage
shows how childhood has changed along with the societal changes and points out the
important role of education, particularly the education of early years professionals in
promoting balanced and safe childhood.

The paper A contextual approach to the transformation of teacher cognitions: A
synthesis of three intervention programs for teachers in alternative pedagogies authored
by Anneli Lauriala focuses on the processes and conditions for developing teacher
thinking and professional learning. In addition to a an extensive theoretical review, Anneli
Lauriala describes a developmental research project carried out in Oulu University during
the years 1986–1994 which involved designing, carrying out and assessing teachers' pre-
service and in-service courses following inquiry-based learning within innovative
classroom contexts. In drawing on the results of the research project, Anneli Lauriala
carefully describes and interprets the experiences, processes and contextual features
which appear to be related to teacher development and transformation and finally
proposes some guidelines and preconditions for transformative teacher learning.

In her paper Research on teaching: Collaborative inquiry Ann Reed is concerned
about the link between theory and practice in teacher education. In arguing against a
distinct division between the two, Ann Reed proposes that a practice-based methodology
which strives to create a collaborative culture of inquiry between universities and local
schools is likely to create a firmer link between educational research and teaching
practice and to result in constructive partnerships which serve the needs of all parties. In
recognising the complexity involved in creating communities of inquiry between
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institutions, at a latter part of her paper Ann Reed proposes conditions for successful
collaboration and partnership.

The paper Implementing reflective practice in initial teacher training authored by
Brian Clarke examines the notion and implementation of reflective practice within a
context of initial teacher training at University College Worcester. In addition to defining
the notion of reflective practice and discussing its implementation into their four year
primary qualified teacher status degree program, Brian Clarke reports student teachers'
interpretations of reflective practice in their training. Among the critical issues which
appear to arise from the data are tutor-student relationships and evaluation practices.

Jenny Hughes and Lynn Staley have authored a paper Partnership models of teacher
education: Reflections in an international context which provides a concrete description
about the authors' reflections and comparisons of teacher education between two
institutions, namely Ball State University (BSU), Muncie, Indiana and University College
Worcester (UCW). These descriptions were constructed as a  result of a short staff
exchange between the authors. Issues taken up in the paper focus on institutional and
personal level analyses and comparisons. On the whole, the paper illustrates some
possibilities for professional learning via an international academic partnership.

The paper How education students conceptualize learning and learning disability: A
European and north American sample authored by Mark Flynn and Hannu Soini argues
that currently there is little cross-national information about the ways in which future
teachers and educators view learning and learning disability. Yet, these conceptions are
likely to have an effect on future teachers' educational practices and, respectively, on the
learning opportunities of their students with differing needs. The study shows on the
whole the importance of paying careful attention to the education of student teachers,
particularly on their construction of the practice of learning and of learning disability.

In his paper Creating special opportunities: New questions for higher education in
ensuring that all teachers can appreciate how to meet the special educational needs of
pupils Keith Humphreys is concerned about the learning opportunities of pupils with
special educational needs. In identifying and critically examining recent changes and
developments in special needs education, Keith Humphreys proposes ways in which
Higher Education Institutions in Britain and also in other parts of Europe may develop
their understanding and skills of special needs education. The paper also introduces a
special web site SENETEN which is designed to promote international collaboration,
reflection and joint development within the domain of special needs education.

The second chapter focuses on issues related to multicultural and intercultural teacher
education:

In his paper Inequality and teacher education: Challenges for the third millennium
Gajendra K. Verma defines and discusses the concept of inequality within the context of
society and, particularly, within the context of teacher education. He stresses the role of
education in mediating and shaping views, values and opinions about equality and
inequality and proposes guidelines for teacher education aimed to promote democratic
and ethical thinking. In recognising the sociohistorical and sociocultural embeddeddness
of schooling and classroom-based teaching, Gajendra K. Verma also emphasises that the
equalisation of opportunities need to be incorporated into management structures,
procedures and systems.
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In her paper The Habermasian theory of communicative action as a tool of developing
teacher education Saila Anttonen examines the potential of Jürgen Habermas' theory of
communicative action as a basis for developing teacher education. In pointing out the
relationship between action research and Habermas' theory, Saila Anttonen discusses how
systems, such as economic and political systems and, on the other hand, life-worlds and
interactions constructed by the members of the society regulate teacher education and its
development. By following her argument, Saila Anttonen questions the power of action
research in contributing to the real transformation of social systems. In spite of the
limitations of action research, she stresses the importance of Habermas' theory,
specifically the principles of democracy and equality as guidelines for teacher education.

The paper authored by by Larry A. Vold and Georg R. Bieger Building democratic
principles and practices through service learning describes a program designed for pre-
service teachers to raise their democratic thinking and understanding of cultural diversity.
The program was realised via community field experiences which gave students
opportunities to construct a realistic understanding of inner-city communities, their
values, problems and hopes. Examples of students' daily logs consisting of their
comments and interpretations of the events, interactions and feelings they encountered in
the field enrich the paper and provide support of the power of experiential service
learning in promoting an appreciation of cultural diversity.

In her paper Ethics, education and teacher education Rauni Räsänen argues that
teaching profession is essentially an ethical profession According to her, professional
ethics is not a question of rhetoric or repetition but personal involvement and
determination, which includes cognitive and emotional aspects and striving for
corresponding actions. Moreover, in the multicultural world dialogue between cultures
and search for common value basis become problematic but necessary. In reviewing the
history of moral education, Rauni Räsänen describes the developmental processes Oulu
Department of Teacher Education has been involved in whilst developing their ethical
education. The diachronic account of the developmental processes provides valuable
information for other institutions to reflect upon.

The third chapter discusses technology and teacher education:
In their paper Teaching with an interactive web page: Does it enhance learning? Jay

C. Thompson and Bobby G. Malone are concerned about the quality of instruction in
distance learning. This includes reporting a study which involved the use of current Web
technologies with the creation of user friendly set of tools to enable distance education
classroom to become more interactive. Data were collected to develop understandings
regarding the potential impact and use of the developed class page both upon involvement
and interaction on the part of the students. By reviewing current research on educational
technology and discussing their own study, Jay C. Thompson and Bobby G. Malone show
how the nature of learning and instruction changes in technology-based learning
environments from that of traditional classroom instruction. In addition, the paper points
out the importance of developing feedback, assessment and evaluation practices relevant
for distance learning, as well as stresses the importance of interactivity and guided
participation for effective and meaningful learning in distance education.

The paper Surf or Swim? Internet based active language use authored by Ninian Millar
discusses the potential and challenges of the use ICT in foreign language learning within
the context of Norwegian education. In describing different learning activities and
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projects, the paper highlights the power of ICT in supporting students' learning across the
curriculum and, on the other hand, points out issues that need to be taken into
consideration in the educational use of technology in order to ensure meaningful
communication and learning.

The paper authored by Jaap Vedder Teacher education in full swing in the use of ICT:
Why and how should teacher education use ICT? is concerned of the challenges
Information and Communication Technology poses on current and future teacher
education. By discussing the educational policy of the use of ICT in teacher education in
the Netherlands, Jaap Vedder points out various aspects that need to be acknowledged in
embedding ICT in teacher education and, consequently, in helping future educators to
require adequate skills and understanding of the use ICT in their profession.

In her paper Media education in teacher education Bianca Geerts stresses the
importance of media-education across age levels. In addition to providing a rationale for
its significance, she proposes some guidelines and activities around which media
education could be build. Finally, she situates her paper to a Dutch context by examining
current multimedia education in her country and institution.

In his paper Master of Education, Technology oriented teacher education programme
– theoretical background and an example of its application Matti Lindh introduces a
special teacher education program run in Oulu University of which curriculum places a
particular emphasis upon technology. Matti Lindh describes the rationale for this
programme and provides information of the theoretical framework on which the
programme is based. In addition, he shows how the programme is realised both at a
curriculum level and in practice.

The paper authored by Maarten Dolk Crossing the borders: Investigating mathematics
education in an international version of MILE introduces and discusses the use of a
multimedia interactive learning environment -MILE- originally developed for Dutch
primary school teachers to investigate primary school mathematics learning in authentic
contexts. After providing an introduction to the actual software and its facilities, Maarten
Dolk carefully describes the processes involved in constructing the database for the
program. In his writings it becomes clear that the development of the program and the
digital school constructed are heavily theory driven drawing on contemporary
conceptions of learning and instruction as well as on mathematics education. The case
based examples of the potential application of MILE and well as the discussion of current
projects and developments towards an international digital school, appear to make MILE
as a powerful device for teacher education.

Oulu, November 14, 1999

Dr. Kristiina Kumpulainen





Chapter I
Teaching and Teacher Education
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Teacher education confronting a moving horizon

Hannele Niemi

University of Helsinki, Department of Teacher Education

Abstract

The moving horizon illustrates the complexity of our present life. The article draws a picture of the
ongoing main trends and tensions at societal, cultural and personal levels. The discussion raises two
important questions about teacher education: To what kind of a role should teachers be educated
and how can evaluation serve the constructive development of teacher education. The writer
emphasizes teachers’ active role as representatives of an ethical profession. At the end of the article
a concept ‘Communicative evaluation’ will be introduced which is argued to be an useful approach
to develop teacher education in ever changing circumstances. A Finnish case will be used as an
example.

What is a moving horizon

The term a “moving horizon” has been selected to describe the situation in diversified
societies. In an unchanged, stable society a horizon is a unifying factor which helps
involved people to have a common understanding. In a familiar, unchangeable situation,
the context creates a safe guide to work and act. The moving horizon illustrates the
complexity of our present life. Continuously changing circumstances mean that the
horizon looses its triviality and unquestioned solidity. If the horizon changes, an
interpretation of the situation becomes difficult (Habermas, 1987).

The period we are currently living in has been described by many authors as
postmodern, late modern or high modernity. All of these terms give a strong impression
that the typical phenomena of our times are continuous change, cultural dispersion, and
increasing diversities in all areas of life. The structures of families and working life have
undergone a huge process of change. We are witnessing rapid and unforeseen changes in
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economic life, societal structures, production, and information technologies. These
phenomena are reflected in students' lives and the educational systems across western
countries.

This article draws a picture of the ongoing main trends which have a great influence on
education and teacher education in many European countries. After highlighting these
megatrends, the article asks what do they mean for teachers’ work and teaching
profession. At the end of the article a concept ‘Communicative evaluation’ will be
introduced as an useful approach to develop teacher education in ever changing
circumstances. A Finnish case will serve as an example.

The changes of our world may be described as megatrends at three different levels of
our life: society, culture and personal levels. The terms are used referring to Habermas’s
concepts of life world’s structural components (Habermas, 1987). The society is used for
the legitimate orders through which participants regulate their memberships in social
groups and thereby secure solidarity. The term culture is used for the stock of knowledge
from which participants in communication supply themselves with interpretations as they
come to an understanding about something in the world. By person we understand the
competencies that make a subject capable of speaking and acting, that put him in a
position to take part in processes of reaching understanding and thereby to assert his own
identity. These three levels are overlapping but they provide an opportunity to clarify the
moving horizons of teacher education.

Megatrends at the society level

Changes at society level are important questions for teacher education when preparing
teachers for future education. Teachers have an important role how they guide their
students in uncertain society circumstances. The descriptions below reflect only some
major trends and serve as examples what different kinds of changes are going on.

Globalization

Worldwide business markets and multinational affairs are realities which have an
influence on many areas of everyday life. Information technology and
telecommunications have transformed the world into "an electrical world village".
Globalization has paved the way for enormous opportunities for worldwide markets in
business life and technological areas, but at the same time it refers to serious crises at the
global level. Many difficulties of mankind, such as environmental problems and poverty,
hunger, violence and refugees, are global.

Ulrich Beck has spoken about a risk society. In this context, risk no longer means only
personal threats, but also global dangers. He describes that in an earlier period the word
“risk” contained a sense of bravery and adventure, not a threat of self-destruction of all
life on Earth as now. Risks “possess inherent tendency towards globalization” (Beck,
1992). As an example he mentions that the death of forests today occurs globally, as the
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implicit consequence of industrialization, with global social and political consequences
(Beck, 1992).

Risks of modernization are universal, and sooner or later they also strike those who
produce or profit from them. They contain a boomerang effect, which breaks up the
pattern of class and national society. Simultaneously, risk produce new international
inequalities, firstly between the Third World and the industrial states, secondly among
industrial states themselves.“ Risks seem to strengthen, not to abolish, the class society.
“Some people are more affected than others by the distribution and growth of risks, that
is, social risk positions spring up (Beck, 1992).

Globalization has also made us aware of worldwide violence and criminality.
Organized systems of crime, such as the drug business, the illegal weapon business and
the Mafia, have huge total budgets. Violence has become more cruel than ever. Crime is a
reality in our world, which cannot be ignored.

Opposite trends are going on at the same time

Along with integration and globalization, an opposite tendency of division and dispersion
is occurring. Integration of Europe reflects trends which are going on in a worldwide
community. Trade associations such as NAFTA and ASEAN, are also concrete indicators
of the same kind of integration process. Division of earlier states such as the Soviet
Union, is a reality. Yugoslavia reflects a strong dispersion which has had dreadful
consequences.

Decentralization and centralization are also simultaneous processes. Many countries
have turned from a centralized policy in their economy, education and health care,
towards decentralization. This means that power has been transferred to a local level.
However, at the same time, new mechanisms of power in terms of accountability,
standards and result-based allocations will unify practices and turn power invisibly out
from local people’s hands to central administration and civil servants. Giddens speaks
about democratizing democracy. According to him, The crisis of democracy comes from
its not being democratic enough (Giddens, 1998). He speaks about double
democratization, which means that decentralization is not a one-way process. It presumes
the renewal of civil society, in which the State and civil society should act in partnership,
each to facilitate, but also to act as a control upon the other (Giddens, 1998). In a global
world the question of a nation state and a civil society is crucial. Democracy means other
than the orthodox voting process of nation. Democracy should give real space and tools to
people to become more active and participatory.

Growing unemployment and social exclusion

Social exclusion means that some people become alien in their own society. As a
consequence of poverty, the lack of necessary health care and nutrition or the lack of a
job, they loose their opportunities to make choices and develop their potentials. Very
young children may be excluded from the paths of education. We must not see the
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problem as children’s failing. It is a question of deep problems in the structures of society
and educational systems. There is a growing need to struggle for those learners who run
the risk of failing and dropping out of schools and to support those children who do not
have realistic opportunities to study in schools (White paper, 1995).

The danger of exclusion is globally growing. Whole segments of populations in
different countries are in danger of being virtually shut out of the job market. The
important message, referred to by many indicators, is that there is a link between
education, employment and professional success. The well-educated find jobs that
provide them with more training, while the uneducated are locked out of opportunities to
improve their skills.

Culture level trends

From culture level trends three important phenomena will be reflected: Life long
learning, the information society and multiculturalism. They all are used as slogans to
describe our time and set enormous challenges to teacher education.

Life long learning as a common metaphor

In the European reports of the 1990s (Cochinaux & de Woot, 1995; OECD, 1998; White
Paper, 1995), high quality learning is commonly accepted as the aim of education.
Education and training are extremely important for citizens’ intellectual capacity and also
for the individual's self-awareness, sense of belonging, advancement and self-fulfillment.
Education was emphasized as being in a key position for facilitating people to take charge
of their future and their personal development. People should learn to seize their
opportunities for improvement in society and for their personal empowerment (White
Paper, 1995).

The educational system is the most important determinant for giving opportunities to
lifelong learning, but in as itself it cannot guarantee empowerment. Learners are expected
to take responsibility for their own progress. Learners are expected to build their own
learning environments, using traditional information sources and learning materials and
modern communication and information technology. The learning process should be an
active process, in which the learner has ownership and initiates. At the same time, there is
a strong stratification in many societies. There is a paradoxical dilemma between official
educational aims and the reality of human beings’ capacities. More and more children are
in danger of being excluded from educational opportunities.

The scenarios emphasize the learner’s initiative. Teachers and teacher education are
considered as key factors in promoting active learning in changing societies. The
achievement of active learning is not, however, easy or self-evident. There is an
increasing dilemma between the need to be an active and initiating learner and the reality
in societies. Monica Boekaerts (1997), as a researcher of self-regulated learning,
describes a recent situation in schools and societies in the following way “most
classrooms are still populated with students who are not self-regulating their learning, and



20
that most teachers are not yet equipped to turn students into self-regulated learners. In
most cases, teachers are still steering and guiding the learning process, a situation which
does not invite students to use or develop their cognitive or motivational self-regulatory
skills. Usually, students are expected to reproduce and apply the new information that the
teacher has presented or made available” (pp. 162).

There seems to be a dilemma between system level targets and personal or life-world
level processes. We have the need for a new culture of teachers, of schools, in the
educational administration and in teacher education institutions to support different
learners in societies, which tackles the questions of cultural and institutional changes. A
key question for schools and teachers is how they promote high quality learning,
especially the skills of active learning among learners.

Information society

New technology has provided rich opportunities to seek, handle and produce information.
New technology also creates open learning environments, which provide enormous
learning opportunities, – if a learner can use these opportunities. New technology is
producing innovations, which accelerate changes in economic life, societal structures and
production. The serious problem is that there are many people, young and old, who do
not have the opportunities or readiness for new ICT. There is a growing gap between
those who can and those who cannot. This has been seen as a serious threat to democracy
in societies. Technological innovations, together with social, political and cultural
dispersion, are producing new forms of knowledge and culture. We must be aware of the
dysfunction of the information society, and we cannot close our eyes to the future, into
which a new generation is entering. It will be much more complicated, multi-valued and
full of tensions and dilemmas.

ICT also creates a new reality, in which reality and virtual is mixed (Aronowitz &
Giroux, 1991). The European industrial leaders express their concern about the recent and
future developments: "Across Europe, one hundred and twenty million children and
young people are engaged in a learning path. In recent times, their points of reference
have undergone considerable change. Growing up in a world where traditional authority
is less clear and precise, they evolve in a society dominated by the visual image which is
delivered by information and communication technologies, sometimes in a disordered and
uncontrolled manner. Can these fast developing technologies, which are widely used but
not always well understood, offer to each young person and more broadly to all learners,
the key to a better understanding of their environment and the ability to continuously
progress in the learning society? Can they help each individual, irrespective of their social
and educational background, to realize their full learning potential in order to face the
challenges of the future?" (ERT, 1997, preface).



21
Multiculturalism

While the issue of ethnic diversity and cultural difference has a long history, it has now
acquired a new urgency as an expression of a social reality, at the core of human
existence, which demands a solution. In many countries, instead of giving birth to a
pluralistic cultural democracy, the resulted has been ethnic strife (Smolicz, 1997). In most
countries, several difficult questions have to be solved. These are e.g. how to create
conditions under which “all groups and members of the community may live and work
together harmoniously; fully and effectively participate in, and employ their skills and
talents for the benefit of the economic, social and cultural life of the community; and
maintain and give expression to their distinctive cultural heritage (Arnold, 1997).

Personal level trends

The postmodern time has deconstructed common stories and traditions which earlier
supported our identity formation. We live in the middle of diversification and
fragmentation (Giddens, 1991). However, basic trust is established in the child as part of
experiencing a world that has coherence, continuity and dependability (Giddens, 1991). A
big contradiction is between the needs of a growing child and our ever-changing
surroundings. There is a danger that if an external environment is full of changes, the
person is obsessively preoccupied with the apprehension of possible risks to his or her
existence, and paralyzed in terms of practical action (Giddens, 1991).

Many earlier traditions have broken. Identity formation has became harder than earlier
and demands the individual to constitute herself or himself as an individual, to plan,
understand, design and act – or to suffer the consequences. It means a chosen biography
“do-it-yourself biography” (Beck, 1992). But the individualization process is much more
complicated. “The liberated individuals become dependent on the labor market and
because of that, dependent on education, consumption, welfare state regulations and
support, traffic planning, consumer supplies, and on possibilities and fashions in medical,
psychological and pedagogical counseling and care” (Beck, 1992). Teachers should have
the readiness to support students’ identity formation and encourage them to ask questions,
such as : Who am I? What are my roots? Where am I going? Who needs me?

What do the megatrends mean for education?

All these megatrends are setting enormous challenges for all levels of educational
systems. They set new demands on schools and teachers necessitating the active seeking
of new partnerships between education and the surrounding societal and cultural settings.
They also demand to ask two important questions about teacher education: To what kind
of a role teachers should be educated and how evaluation may serve constructively in
developing of teacher education.
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Teachers’ role in confronting a moving horizon

The importance of high-quality teachers has been called for in all countries. There are,
however, very different voices regarding what kind of teacher’s role is seen as being
valuable in a society. A core question is what is the status of teachers as a professional
group.

Teacher education is always value bound, but it may be marketed as a value-free
endeavor by political or educational discourse. Discourses on the teaching profession and
teacher development, confusingly, have had many faces. Linda Darling-Hammond (1990,
pp. 31), for example, is very critical of the use of the term “professionalism“. She argues:
" Indeed, the very definition of 'professionalism' in the teaching has been turned on its
head in public schools. Rather than connoting a high level of training and knowledge
applied to practice that must, above all else, serve the needs of clients in intellectually
honest ways, the term is used by most policy-makers and administrators to mean an
unquestioning compliance with agency directives. Evaluation criteria stress good
soldiership and conformity with district policies rather than knowledgeable advocacy of
appropriate teaching practices. The 'professional' teacher in common parlance is one who
'does things right' rather than one who `does the right things`."

John Smyth (1995, pp. 1) has described the manifestations of teachers’ low and
unprofessional status. Common to them is a pressure to see the teacher as an
unautonomous instrument of political ends. Typical features are the following indicators :

• intensifying the testing and the measurement of educational “outcomes“ through
national and statewide testing;

• demanding, under the guise of accountability, that teachers show that what they do
enhances the skills of students and, in turn, ratchets up the level of international
economic competitiveness;

• ranking up, rating and appraising teachers and placing schools in “league tables“ that
compare one against the other;

• marginalizing teachers because they are regarded as self-interested “producers“, and,
instead favouring “consumers“, vaguely defined as parents and employers;

• treating teachers implicitly, as if they cannot be trusted and are in need of
surveillance through the use of “performance indicators“.

The other conception of the teaching profession wants to enhance the teachers’
profession and its status in a society. In the critical theory, teachers are seen as part of
society and they are encouraged to assume an emancipator role in their profession (Carr
& Kemmis, 1986; Liston & Zeichner, 1987; Niemi, 1996a; Shor, 1992; Tabachnick &
Zeichner, 1991). Teaching is seen as a genuine profession which has a recognized status
in a society. To grow as professionals, teachers need to develop a critical and participatory
culture in the profession. Research on teacher empowerment has encouraged teachers to
raise their voice and participate in educational debates.

W. Carr and A. Hartnett have raised a serious question about teachers’ tasks in a
society. They see teachers’ significance as being definitely important in achieving and
sustaining democracy in a society. Therefore, according to Carr and Hartnett (1996)
teacher development should be based on the following premises:
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1. Teacher development must be connected with more general social and political
theories about such issues as democracy, social justice, equality and legitimacy. It has
to demonstrate the implications of a principled view of democracy not just for
educational systems but also for the way in which educational institutions should be
run. It also has to relate these ideas to curricula, pedagogy and assessment.

2. Teacher development must be located within a particular historical, political and
educational tradition and context. Teachers do not work and reflect in a social
vacuum. They act within institutions, structures and processes which have a past and
a social momentum.

3. A theory of teacher education has to re-establish a democratic political agenda and to
develop constituencies in the wider society for this work, so as to bring about changes
as required.

The same tensions which concern the teaching profession and teacher development
exist in paradigms of teachers’ pre- and in-service education. There are different fronts
among the visions of how to develop teacher education. Teachers are not seen only as
implementers of a curriculum which the administration has authorized or as objects of
educational research. Teachers should have a more active role as developers of teaching,
and they are also seen as being more responsible for the development of their own
profession in a larger sense (Fullan, 1993; Hargreaves, 1994; Hargreaves, 1994;
Lieberman, 1990, 1996; Niemi & Kohonen, 1995; Oser, 1994). These aims should be
reflected in teacher education programmes.

We may draw a rough picture of recent trends in teacher development in two contrary
directions in the debate on teacher education. The one trend is towards more overt
accountability and quality control of teachers and teacher education. The other direction
emphasizes deeper and broader ethical responsibility, which should be based on teachers’
professional role and status.

If the teacher is seen as a partner in enhancing educational opportunities, the following
aspects of teacher education should be emphasized (Niemi, 1996a):

• teaching as a moral profession with a high-level moral responsibility needs a good
initial education for exploring value questions

• teaching requires professional autonomy; teachers need to be active partners in
school development, and teacher education should introduce them to this role

• teacher education has to provide active learning concepts with a deep knowledge of
learning and an ability to guide the learning processes of different learners

• teacher education's mission is to educate teachers to become active partners for
enhancing education and seeking learning opportunities in society for all learners

• teachers have to learn collegial collaboration with other teachers and cooperation
with different stakeholders.

There are, however, numerous examples of opposite tendencies in many countries
which try to obtain more centralized, competence-based teacher training, which serves in
achieving mainly technical skills. These trends force teachers to work as technicians or
bureaucrats. This status entails the following features (Niemi, 1996a):

• teacher education is controlled by tight norms, orders and control from administrators
and/or politicians

• teachers are trained to implement curricula ("teacher-proof" curricula)
• the quality of teaching and teacher competence is defined by narrow, easily

measurable objectives
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• typical of the intellectual climate in teacher education is avoidance of pedagogical
discussion

• a political ideal is practically oriented, minimal teacher education
Smyth (1995), Carr and Harnett (1996) and Wideen (1995) are worried about technical

rationality having become the prevailing tendency in teacher education and in teacher
development. The danger of technical rationality as a threat is not only coming from
outside demands – for instance from the administration, but also growing within teacher
education’s own tradition. By focussing only on the training of technical skills and
classroom management, teachers and teacher education have lost their power to be
involved in a deeper social and educational debate and in reforms of education. Hartnett
and Carr (1995) propose, that in a developed democratic society, teachers should be a
critically reflective group which is given difficult and complex tasks to do. Teachers’
status, prestige, development and education have to reflect the complexity and social
importance of these tasks.

Moving horizon sets demands on evaluation

In changing conditions evaluation is important tool to develop teacher education.
Evaluation should open ways to a better future, not only to look backwards. It should help
to anticipate new needs and challenges. We should aim to foresee in which way teachers
and teacher educators can make their impact on the development of society. Objectives of
teacher education have to be seen as a more or less continuous debate rather than a stable
fixed state.

In the Finnish research project “Effectiveness of teacher education” (1995–1998) a
new approach to evaluation was developed. The purpose was to enlarge an evaluation
concept and make it a tool for a continuous development and particularly a tool for
creating increasing cooperation between different partners in TE. The theoretical basis of
the project has been introduced in earlier articles (Niemi, 1996b; Niemi, 1997; Niemi &
Kemmis, 1999).

The project took a broad view of "effectiveness", and to see it through the eyes of a
variety of groups relating in different ways to teacher education and its outcomes:
teachers, teacher education students, school students, Ministry officials, and a range of
other relevant partners (including parents, business and working life, teacher unions, and
others). Several sub studies under the broad umbrella of the research project collected
quantitative and qualitative evidence related to the general issue of the effectiveness of
teacher education at society, culture and person levels. The evaluation did not want to
take a role of a judge by ranking or blaming TE institutions or TE educators. The interest
of knowledge was participatory and reflexive- dialogical (Kemmis, 1995). All the time
important target was to active and build communication between different groups and
stakeholders and thematize together issues of TE (Niemi & Tirri, 1997; Niemi, 1999).

Three central functions of communicative evaluation were outlined:
• revelation – helping people to understand cultural, social and interpersonal dynamics

in and around programs and settings, and to do so in a critical way,
• anticipation – helping people to orient towards the future in increasingly unsettled

times, and
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• building communication and partnership – helping people to work together for
transformation not only at local levels, but also in relation to global issues, trends and
tendencies.

The central purpose of evaluation was to create opportunities for communication about
themes issues in confronting moving horizons. The project organised many TE
development seminars and produced publications on TE for different forums (e.g. Niemi
& Tirri, 1997; Niemi, 1999). The short summaries are introduced from two perspectives:

Revealing positive outcomes of TE in the Finnish context

The evaluation revealed many positive outcomes of TE in Finland. Elementary teacher
education is one of the most popular study options for high quality students. The selection
criteria are very competitive and all teachers study for a Masters level degree. Only 10–
15 % of the applicants are accepted to start their studies in a TE program. Secondary TE
in not as attractive and there will be a lack of teachers in certain subjects in the coming
years. Graduated teachers have good classroom skills and content knowledge.

Teachers in Finland are highly committed to their profession. There is no problem of
dropouts in the teacher-education program and teachers do not change from their teaching
job to another profession. Young teachers see their profession as life-long learning and
they have a very positive attitude towards developing their job.

The evaluation project also revealed that both in schools and in teacher education
departments have overcame the attitudinal resistance of using ICT. There are several
innovative processes both in schools and in teacher education departments. They are
distance-learning projects in which e.g. language teaching and optional courses are
provided to schools in remote areas in Lapland or on isolated islands. Some pilot projects
have opened new routes through ICT for partnership between teacher education, local
schools, and business life. There are projects for media education and interactive
technology projects for the evaluation of teaching practice.

How to anticipate the future?

Although teacher education has succeeded in many respects, there are still many
problems which need to take seriously the moving horizons of our life. It seems that
teachers are educated for a stable world. Teachers have a good readiness to work in
classrooms, but readiness for relationships with partners, such as parents, social workers,
working life is weak. Teachers’ professional role is very individualistic. They are used to
work alone.

There is also a lack of knowledge about active learning methods and strategies and a
lack of metacognitive and metamood knowledge at all levels of the educational system.
Student teachers do not have enough of a metaknowledge of learning. They are not used
to steering their own learning and they lack the readiness to inquire, structure, elaborate
and evaluate knowledge and their own learning. They are used to receiving ready-made
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task settings and orders from outside their learning. Teacher educators and senior teachers
at schools would also need more new knowledge of active learning methods.

These problems can clearly be seen in ICT innovative projects. Their problem is often
that they remain the projects of a small active group. Very often they are isolated from
other schools or TE communities. The culture of these pilot projects is different from
what is usual in those institutions. They work with a flexible timetable; they allow
individual choices; they have contacts with other institutions and partners. The projects
are very rewarding for the participants, but they have difficulties in being integrated with
the normal school life or TE practices. The innovative ICT projects set a clear need for
schools and TE institutions to change their cultures.

In the Finnish research project, the isolation of schools and TE could also be seen.
Schools have their own traditions and cultures and teacher education its own. Lack of
cooperation means that the effects of TE may vanish very soon after graduation. This
dilemma can be understood in the context of Habermasian critical theory: School systems
and teacher education are subsystems of society. Functions relevant to society as a whole
are distributed among different subsystems. These systems start to live their autonomous
life and in a rationalization process they may also loose their capacity for communication
and cooperation. These institutions or organizations have their own structures, regulations
and control mechanisms. If one institution, or part of it, e.g. the school level, is successful
in supporting growth towards active learning another institution may vanquish it.

Evaluation for opening communicative space

Teachers no longer work in stable contexts. They are confronting a moving horizon, in
which changes in society values, family conditions, educational and professional
structures, national and global crises and the new opportunities of technology are realities
in classrooms, moving faster than ever. Teachers will need a greater readiness to work
collaboratively in the school community and they will need a greater preparation to co-
operate with stakeholders, such as parents, working life, cultural and social partners.
Teachers need the required skills to work with children and young people, giving them
even more personal support than earlier. But they need, in addition, skills to activate,
support and get together multi-professional teams and voluntary groups in a civil society.
A teacher’s new identity is to be an organizer of networks of adults who will support and
facilitate students’ learning in schools and communicative evaluation can be an useful
tool in creating cooperation.

Communicative evaluation aims to create a space for public discourse and democracy
in late or post-modern times of shifting horizons in social life. It can help in thematising
contemporary problems and issues as they emerge in the context of educational settings.
It is also a medium for understanding the situation with its values and norms and
connecting education with its ethical and social purposes in a society.
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Teachers as high quality professionals

Teacher education has a much larger perspective in the reference frame in which teachers
are seen as representatives of a high-quality ethical profession, rather than of a technical
craft. In the former case, it requires that teachers are provided a language of criticism and
political skills through which there can be a rational, moral and purposive commitment in
the revision of education (Sultana, 1995). Aronowitz & Giroux (1991, pp. 108–109)
describe the responsibility of teachers in a postmodern world: If teachers are to take an
active role in raising serious questions about what they teach, how they are to teach, and
the larger goals for which they are striving, it means they must take a more critical and
political role in defining the nature of their work, as well as in shaping the conditions
under which they work. We believe that teachers need to view themselves as public
intellectuals who combine conception and implementation, thinking and practice, with a
political project grounded in the struggle for a culture of liberation and justice.

The 21century will set high demands on learning. The world will be full of
contradictory trends and tensions, such as globalization, regionalization, value conflicts
and social inequities. Changes in the teachers’ role cause stress among teachers and they
need support for their own professional growth process and identity formation during and
after TE. There is not any given model of a teacher but different variations of
representatives of an ethical profession. It is impossible to establish any common
consensus, what is a right way to teach or learn. But what we need more than ever is
communication about the aims and purpose of the school and teacher education. In civil
societies we have to create communicative space for a continuous discussion with
different partners. It is a sphere where we can share uncertainties and thematize problems
together. Teachers are representatives of an ethical profession and they have an important
role in the course of implementing democracy, social justice and human rights. The future
revisions of teacher education should be in line with these purposes.
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Abstract

The change in family structures throughout the modern world is examined together with the various
pressures which now inhibit, inform or constrain modern child-rearing. The decline in the birth-rate
throughout Europe, Scandinavia, North America and Australasia (now 1.8 to 1.9 children per
family) and the accelerating divorce rate (approx 51% in South Australia, nearing 40% in UK) is
also seen as part of this changing context. Within these broad social changes comes the recent
research on brain development during the early years of childhood. The extreme plasticity of the
brain is discussed, as is the paradoxical and curiously archaic tendency for formal systems of
education to invest in childhood after most of the formative learning is over. Many longitudinal
studies testify to the critical and social nature of early learning. Criminologists and psychiatrists
suggest that reliable predictors of long-term delinquency can be apparent as early as age three years.
The power of the media is also briefly considered, together with its possible implication in violent
behaviour. Given the context of the changing nature of childhood, how best might we educate
teachers? The paper proposes that for 'fitness of purpose', we need educators of vision and
compassion, yet articulate and well-read. It sees care and education as indivisible. It notes the
current tendency to depict teachers as operatives and emphasises that research exists which suggest
that formal curricula and instrumental 'delivery' are not the best ways forward. It sketches out an
analysis which depicts constant policy tensions between indoctrination and education. It insists that
teachers should be educated, not merely trained and suggests that, without effective, knowledgeable
early years professionals, societies will increasingly lack cohesion.
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Introduction and context

Throughout the modern world certain commonalities of culture can be observed. Birth,
copulation and death normally still have certain rituals attached to them. Values,
ideologies and religions still fundamentally affect our belief systems, our attitudes and
lives. Increasingly, however, our children are socialised by the all-pervasive media and, in
some cases it might be averred that the media have more power in this process than do
the parents or care-takers. Certainly the combination of media plus peers is recognised as
a potent and heady mix in this post-natural world, even if the relative weight assigned to
it is some matter of debate.

Childhood is, of course, a social construct and what societies 'do' with their children
and how they describe the appropriate attributes of childhood have varied from century to
century and culture to culture. But, with globalisation of economies, with the speed of
media contact everywhere, with the availability and rapidity of transport, come increasing
homogeneity. Whether we like it or not there is a surprising commonality of focus from
CN News to certain English language 'soap operas'. 'The Simpsons' TV programme is
watched by the young – and not so young – in a large number of the 29 countries of
OECD and, presumably, the values typified are observed and sometimes absorbed as
readily as the ubiquitous MacDonalds' hamburgers or Fries!

Fig. 1. Factors which support/inhibit socialisation.
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In this world of the Millennium families are very different from those of a century ago.
In 1900 the industrial world economies had relatively high employment to offer any able-
bodied man, no matter how lowly or how unskilled. In the 1900s in England the average
family consisted of something approaching six children and thirteen or fourteen were not
uncommon. Women rarely worked outside the home – though things were beginning to
change and accelerated during the period of the 1914–18 War – and the vast majority of
children were schooled, if they were lucky, to about the age of fourteen years or so. At
that time in Europe, girls reached menarche at approximately 16 plus years, boys
typically worked as men from about fourteen years and a significant number of children
still died from diseases such as diphtheria and poliomyelitis during their early years.
Radio communication and the automobile had only just been invented and were still not
that common; and, indeed, there were many who thought in those early years that steam-
driven cars would prevail over those powered by the internal combustion engine!

One could continue with the litany of conditions and values, of inventions and social
circumstances. The point, however, is that the context of childhood and the family were
genuinely very different from that today.

In the 'developed' world of today the birth rate is now approximating 1.9 children per
family; the divorce rate approaching 40% in UK in North America and Australia (indeed,
in South Australia the most recent figures from the 1998 federal report showed a divorce
rate of some 51%). Moreover, as Charles Handy said, it would appear that the economic
maps of the world are being slowly re-drawn by women. Women are accessing the work
force in significant numbers. In fact there is evidence to show that more women are likely
to be in some sort of employment than men in some of those 'traditional' – and now
defunct – heavy industrial areas of England. We should recall, too, that almost all
measures of human development can be plotted as gradients in exact rectilinear
relationship with socioeconomic measures. Income and cognitive ability certainly show a
strong relationship in most measures taken. Income and chronic illness show a similar
relationship. The bulk of chronic disease is actually set by the conditions experienced
during early childhood and longevity itself increases with wealth. The increase in female
deaths from lung cancer in Europe directly parallels the uptake into the work force during
the last thirty years. However, whatever the dangers of thrombosis and perhaps of cancer
associated with the female contraceptive pill – and that is the single most important factor
conditioning choice for women – pregnancy itself is still likely be much more dangerous.

There are many complications about which people argue. For instance, is there a clear
relationship between the economic performance of a country and the quality of its
educational system? The answer is yes and no! Yes, in the sense that the sophistication of
the educational service and its adaptability and coverage relate clearly to the successes of
advanced economies. No, if one simply takes measures of academic level or comparative
performance levels in tests in selected subjects. For instance, probably the most
successful world economy is that of the United States of America, yet it is by no means
the highest performer when its children are compared at stratified ages in measures of
mathematics or literacy. This is a long and complicated debate and not fundamentally
germane to the paper, but it may be that far more sophisticated measures of educational
quality are needed which might be better if they included, say, types of provision for the
very early years, range of pedagogic styles, or indices of creativity and flexibility of re-
learning locations during adulthood. Achievement tests and so-called 'standards' are very
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crude measures indeed.1 Nevertheless, many politicians seem convinced that education in
literacy, numeracy and technology correlate highly with economic success. One suspects
that they have only half the story! Whilst one may discern that the adaptability of the pop-
ulation and its overall competence have a marked effect on long-term prosperity, one
might also ask about the values thus espoused and the nature of the human development
envisaged.

The long march of women has a major part to play in the whole equation. The slow
movement towards social justice and equality among the sexes – and sometimes, from a
British perspective, it seems too slow – moves us inexorably to the position whereby
women make choices which were largely denied them in the past: choices about marriage,
family and work. In Australia, for instance, the percentage of never married women
tripled between 1976 and today; and is now approaching 25%; and 15% of all families are
single-parent ones, with 26.6% of children now born to unwed mothers. Moreover there is
a trend – not as marked as is the case in Finland or in Sweden – towards 'de facto'
marriages and an obvious re-negotiation of the meaning of the contract and all that it
implies. It is estimated that in Australia, by the millennium, some 22% of women will not
be married at age 35.

Thus, the family is changing. What Giddens calls 'coupledom' means that contracts
and understandings vary, that marriage is not the only way for heterosexuals to live
together and breed, that different expectations have become commonplace and romantic
love and the quality of the companionship perhaps more important than the nature of the
contract. Efficient, simple methods of contraception are cheaply available, reliable and
ever more easy to use. The tendency for professional women to delay childbirth has also
been noted throughout the developed world and there are some serious features relating to
the care and education of the very young which need to be taken into account. If the
‘average' professional woman now has two children – in actual fact slightly less than two
statistically! – and she has the first in about her mid twenties and the second in her early
thirties, certain consequences may follow. For instance, there could be some inadequacies
in the child-care arrangements such that 'turbulence' is experienced. This is when the
child has had varied experience of multiple carers before the age of three years or so.
And, since such an 'average professional' appears to be back at work within 12 or 13
months of the birth of her child, then clearly it has to be cared for by someone. In
countries without good, available, means-tested or affordable state care – and few are as
good as are the Scandinavian countries in this respect –, then the child may experience
haphazard and varied circumstances, so much so that by about three years she may well
have had some twelve or more careers, never knowing when one might change and
sometimes not even whom it will be. Within all that lie the effects on the brain and early
socialisation, the impact of different and perhaps inconsistent attitudes of the carers;
hence I have used the term 'turbulence' to imply a putative inconsistency of attitudes and
modes of interaction and a lack of stability in the process. This issue is now seriously
discussed by paediatricians, psychiatrists and others in several countries; and research
studies into it already exist in Canada and North America. Experience of turbulence may
already be the lot of many children in the United Kingdom, in Canada and USA, in

1.  Vide Bracey Kappan, during the last decade or so; and especially, 1998, Sept, pp. 32 and 1999, March, pp.
548.
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Australia, in Portugal and Italy and wherever 'market forces' and informal care are largely
employed to cater for those very young children of the increasing female workforce.

Brain development

"It is the consensus of the participants that a 'critical' period exists during which the
synapses of the dendrites are most ready for appropriate stimulation, be it through words,
music, love, touch, or caring. If these synapses are not so stimulated early, they may
never fully develop" (Wynder, 1998, pp. 166).

During the first three years or so of a child's life the brain is immensely 'plastic' and
responsive. In the foetal stage the brain is building billions of brain cells. After birth some
trillions of connections are gradually established and these form the structures or 'maps'
that govern the coordination and transmission of information. The constant change in the
networks and in their sophistication is the direct result of contact and observation, of
repetition and curiosity. Processes of 'selective amplification' occur in direct relationship
to the frequency and intensity of the stimulation by the environment. All of it is
embedded in attachment, consistency, mimicry, such that, in reality, all learning is social,
a reflection of those cumulative childhood experiences. Neuron-synapse connections are
produced in overabundance during the early post-natal period and those concerned with
the mapping of responses seem crucially linked to interactions between the child and its
parents and careers. The characteristic way in which a close adult behaves will especially
influence the child's emotional behaviour and this seems also to play a major role in
helping establish the individual patterns of brain development, thus setting those ever-
more-common avenues of expectation which begin to typify responses to the
environment.

If persistent stress occurs, either during foetal or post-natal development, it is likely
that the two hormones Serotonin1 and Noradrenaline2 will be produced at above-normal
levels. Such over-activity can then itself become a 'typical' process affecting both
response and behaviour regulation.

In addition to all this, many researchers believe that the input of information flows best
during specific phases between birth and about 12 years or so. These are the so-called
'windows' of opportunity and they vary a little from child to child and according to
circumstances, but, during the first three years, it appears that the foundations for
language are securely laid down, as are the major parameters of the child's attitudes and
dispositions towards the outside world. The important thing to remember is that whilst
plasticity and process are vitally necessary to brain development, variations in outcome
are vast, as are variations in rates of development. Some girls have been observed with a
vocabulary of six words at the age of 5.5 months; some perfectly normal boys do not have
a similar vocabulary until nearly 3 years.

1. Serotonin is a major impulse modulator and is central to the control of aggression. Too low a level correlates
with depression, and explosions of rage; too high a level is implicated in obsessive-compulsion disorders and
lack of self-confidence.

2. Noradrenaline is part of the alarm system, alerting the body to flight. Low levels cause under-arousal and
may cause cold-blooded acts of violence. High levels cause over-arousal and impulsive, violent behaviour.)
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It should be noted that we gradually lose the facility to exactly mimic the wide range
of possible phonemic combinations of which we are capable during the first few years of
life. This is to do with the lack of significance and use of certain sound combinations – in
our language – and the fact that the number of neuron synapse combinations depletes by
about age three. Thus we could certainly accommodate to and learn several languages
with considerable fluency during these early years; and certainly well before puberty. For
some reason educational systems have been slow to respond to this feature of human
development and very often teach second – and other languages – at precisely the wrong
time in our children's lives, at post puberty. Fluency and flawless accent will then rarely
be the outcome of such later learning!

Fig. 2. Critical periods in development.

It would appear that some children appear more vulnerable to stress and some are
more resilient. Perhaps they were born that way; and investigations of stress during
pregnancy tend to confirm such a view (Greenspan, 1997; Perry, 1993). Whilst some
stress is necessary for normal human functioning; and challenge often precedes mastery,
excessive stress clearly damages functioning and capacity. In extreme cases where
traumatic and highly stressful events are the norm in the early developmental stage, the
human brain responds with a disrupted, irregular and eventually dysfunctional series of
responses which will limit the range of reactions that the child can best make. There is a
relatively short continuum of responses within which the child needs to manage stress and
frustration, but this is optimised when the child can also revert to the comfort, support and
consistency of the parent or caretaker in order to develop a flexible system of coping.
Self-responsibility and attribution of causality seem critically related to these coping
mechanisms and themselves become vital vehicles for later self-esteem, self-discipline
and persistence in learning.
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Fig. 3. Delinquency related variables for boys; adapted from Silva and Stanton.

Overall, the advances in knowledge of the developing brain, particularly that resulting
from the last decade or so and which have benefited from MRI scanning and new
biochemical techniques, have led us to realise how interactive and crucial are the first
three or four years of life. The research tells us that all brains appear to thrive best in a
nurturant social environment and one which espouses the provision of consistency. and
predictability together with interventions which enable the child to explore and play
safely.

The media

The shift away from family and peers to mass media technology as primary socialisation
agents can be traced to the growing popularity of radio in the 1930s, followed by
television in the 1950s, and the computer networks today (Griffiths, 1999).

The mass media and the speed with which it has been exploited and assimilated into
every home is an accelerating feature of the second half of the twentieth century.  In 1950
there were fewer than three million televisions in the UK and no videos recorders at all.
That number has now increased ten-fold and many households have access to a very wide
range of programmes through satellite and cable. Children watch considerable amounts of
television, with estimates varying from country to country, but commonly falling between
the range of about twenty hours per week at age three years to about forty hours at certain
stages of the early teens (Boyer, 1991; Gulbenkian Trust, 1995). However, the process of
socialisation by the media began earlier than that and television has been added to and
expanded by the computer, the video, access to the Web, the development of software for
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the very young (called 'lapware'; vide Elkind, 1998) and the powerful common use of
colour graphics and advertising.

The media have both a primary and secondary impact upon children. Primary in the
sense that there are many programmes which are directly designed to entertain, influence
and inform children. Secondary in that the media sometimes manufacture, shape and
control wider public opinion not least in those features concerned with health, childcare
and education. It is common to refer to the television 'industry' or the 'information
industry' nowadays and, sometimes information is confused with or thought to be the
same as knowledge. Moreover, the industry has its own agenda; its corporate takeovers
and its power may not always be easily amenable to legislation and control.  This is also
true of the World Wide Web; and, whilst I am not advocating censorship of the Web – and
it would be difficult to control such censorship which itself could also lead to abuse –, it is
already clear that' market forces' may be an insufficient and undesirable regulator on their
own. In all the media, from broadsheet to WWW, children’s and families' interests are
unlikely to dominate, unless at the crudest level of lowest common denominator, or at the
level where vulnerable taste and fashion may be successfully exploited for financial gain.

Media violence is an issue of general public concern in many countries, as is the type
and quality of image offered on the game machine in the amusement arcade. Indeed,
'amusing violence' would seem a common enough diet for most children nowadays and
one can only speculate on the amount of confusion or eventual inurement it procures, or
whether discernment enables even the very young to detach themselves from the ever-
more graphic images of war in a news programme as opposed to those in a video game.

Peer groups, once though to be the province mainly of teenage life, have been clearly
found to have an impact upon the clothes, toys and cereal choices of the very young ably
assisted by media advertising. The influence of the Barbie Doll is everywhere to be seen,
with – in my opinion – its dubious value associations of glamour and female expectation.

In short, whilst the possibilities of learning and socialising for our young are offered
almost limitless scope by modern technology and generate an excitement which few
children can resist, the media cannot of itself be seen as benign, but simply as an industry
driven by values not entirely amenable to the common good.

General implications

What are the general implications of the rapidly changing context of childhood?   The key
ones would seem to be as follows:
1. Children are a decreasing 'commodity' in the modern world. This may seem a coarse

way of expressing it, but it has direct implications for economies in respect of the
future proportions of the working population in relation to those retired from work.
Health, Education and Welfare budgets will become increasingly constrained by what
one can raise from the taxes applied to the younger generation actually creating the
wealth (Mustard, 1999).
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2. Families have altered, and what matters is not the structure of the family, but its
function. How our children may be best loved and socialised in a secure environment
is the fundamental issue. There will be families of all sorts: lesbian partners with
children, single parents with families, heterosexual parents, re-constructed step-parent
families with children, de-facto partnerships with children and so on.

3. Divorce and separation are inevitable, a part of adult choice and of our mobile longer-
living, modern', post-natural' societies; and these conditions have to be viewed much
more constructively, both for the sake of children and for the mental health of the
adults involved. This could lead to a more cohesive, constructive view of 'coupledom'
and improved social outcomes generally. Counsellors, marriage guidance personnel,
psychologists and others involved – such as the legal profession – must be
encouraged to develop a more positive view of the opportunities for friendship and
the creation of extended relationships which can be developed after divorce and
separation.

4. Children are increasingly socialised by the media. Whilst this provides for greater
democratisation of knowledge at its best, it can also result in the domination of
information by forces inimical to sound psychological and social health. Violence is a
particular issue, as is the assumed consensus and the 'dumbing down' of complexity
and difference.

5. Research on the developing brain clearly indicates that money is spent at the wrong
end of the developmental curve. It also corroborates what many early years teachers
have averred and expressed for years, i.e. that consistency, attachment, play and good
social interaction form the best basis for secure learning and later for non-
dysfunctional adults. This is an urgent issue to address in the light of the tendency for
the compulsory primary school age to be lowering all over the world and the
increasing tendency for children to be in the care of professionals from birth or soon
after.
One suspects that, in general, therefore, policy-makers have received only half the
message; they now know that learning from birth is crucial, but tend to assume that a
formal, structured early curriculum is the best match for the children. It cannot be
over-emphasised enough that research shows how children need variation, non-
competitive atmospheres and ample opportunity to choose and persist within a stable,
secure and consistent climate of adult and child respect (Ball, 1994, Sylva, 1998).

6. Trauma, depression and long-term delinquent behaviour are a consequence of
inadequate and abusive environments. Money spent wisely in the early years is likely
to reduce recidivism, and anti-social behaviour later and to result in much greater
social cohesion.

7. Poverty is still one of the most obvious and significant correlates of chronic disease,
poor cognitive performance and inadequate social adjustment in our societies. Market
forces do not well cater for the needs of the dispossessed. The result is that the effects
of poverty are cyclic (Zigler, et al., 1996).
"Children in poor families are twice as likely to have low vocabulary and
mathematics scores, twice as likely to repeat a grade, and more likely to be seen as
hyperactive, to drop out of school, and to have friends who are frequently in trouble"
(Robertson, 1999, pp. 552). Said recently of Canada's poor.
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8. Childhood and being a child are effectively under siege in many modern societies,
since children are too often viewed as economic investments for the future. The child
must have the opportunity to be as well as become.

Specific issues of teaching and training

If you look at teachers or social workers or case workers the front-line staff are 85%
females working with children seeing their lives but in the organisations that design and
control public education, mental health service delivery or child protective services, 90%
of the administration – policy and practice makers – are males who spend almost no time
with children.

The effects of this are that the people who define policy know very little about the real
lives of children and families in duress and make policies which are much less 'child'
centred while the frontline workers who have to live with the foolish policy limitations
are frustrated, burned out and get cynical about their inabilities to impact 'the system'
(Perry, 1997).

There are a series of issues here which seem important. I will list them, then deal with
the inter-related aspects at greater length .
1. Early care and education are indivisible.
2. Any 'curriculum' for the early years must be able to stand on the basis of the best

research
3. Money needs to be diverted in greater proportions to the early years.
4. Both sexes need to be involved in the early years of our children.
5. Teacher and carer education needs to be integrated and more tied to principles and

knowledge of human development.
6. Teachers and carers are advocates and have a duty to be 'uncivil-servants', not mere

operatives for a process of indoctrination.
It is no longer possible to distinguish between care and education. It may have been

possible a century ago, when children were invariably socialised on their mother's knees
and in the context of a rich helping of siblings and grandparents, when family stability
and frenetic mobility did not usually strand or separate the generations; and when value
systems were generally not that regularly influenced by outside events of a media-rich
world.

Increasingly, as women access the work force, the quality of early care and education
becomes an important issue. Many societies are upgrading the training of carers and many
others train carers and early childhood educators side-by – side for degree courses –
becoming more common in Britain, Finland and South Australia. This seems the only
tenable course of action if we are to secure the future of our children. It should provide
for good multi-professional teams from birth and should be an issue for all countries if
they wish to attempt any form of reduction in crime and distress and see long-term social
cohesion as a desirable goal.
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Fig. 4. Problems of definition and value which impact on policy.

The attempts by policy-makers crudely to correlate economic success with literacy,
numeracy and technological proficiency and then to apply ever earlier formal instruction
models to young children should be resisted. International comparisons are by no means
clear and the data are not always stable or strictly comparable, but there is some evidence
that countries with a more child-centred approach to the first six or seven years actually
do better than those with a 'pressed down', highly-structured approach.

Modern brain research shows unequivocally that the best environment for early
learning is one of attachment, consistency, opportunity to explore and play. This suggests
that the essential core of initial teacher/carer training must be about child development,
about the impact of stress and of poverty, about the social-psychological implications of
motivation and causal attribution1. Pronouncements by politicians on, for instance, the

1. This is not the case in the UK, where teacher education has been transformed into a study of a formal
curriculum, testing and 'outcomes-driven' approaches. and where sociology, psychology and philosophy have
been almost ignored or removed from the teacher-training curriculum.
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best way to learn, are relatively frequent and even those concerning how children learn to
read are pathetically inadequate and ignorant – both in the UK and North America –, pay-
ing little heed to some sixty-plus years of research and varied methodology.

Studies by Perry and by Kotulak note the particularly high individual and societal price
paid for stress and violence in the early years (Perry, 1993; Kotulak, 1998) and other
studies, such as the Dunedin Longitudinal Study (Silva & Stanton, 1997) show how long-
term disturbance and delinquency are the result of certain major correlates of inadequate
rearing during the first three years.

According to OECD Indicators (OECD, 1998) most countries appear to devote
considerably more per capita to the child over the age of ten years than to the child under
ten. One might argue over the historical determinants of this, with quite different
traditions being responsible in different countries. In England the differential can be very
large indeed; the under five year old being worth approximately – and on average there
are marked local variations – one hundredth of a sixteen year old. As Reiner, the
American film producer, reputedly said at a convention in the USA in 1997, at which
Boyer, the late President of the Carnegie Commission presided, 'Why does the money
only kick in after it is no more use?' And Boyer remarked that 'We should be prosecuting
the provision of early childhood education with the same vigour that our forefathers
showed when establishing universal elementary education'.

Because early childhood provision used to be the province entirely of women, because
thirty years ago the working mother was a relative rarity in industrial societies, there has
been a tendency – except amongst the French and the Scandinavians – to 'make do and
mend'. It is only recently that the issue has become hotly political. But now, with more
and more mothers in the work force, it is a universal issue of necessity, accessibility and
quality. Policy-makers all over the world are now recognising their dependence on the
female work force, the need for greater social justice and the imperative of securing a
balanced and fruitful future for all their citizens. They ask how best may one produce an
effective source of educators for the very young; and how does one finance such
provision? There are no easy answers. The best results seem to come from a blend of
public and commercial/industrial responsibility, not from the free application of private
provision, but from an evowed ownership of the 'problem' by commerce and industry, as
well as by public and charitable bodies. Yet governments are notably chary of recognising
the link between early provision and societal cohesion and in many cases the poor are still
blamed for their poverty and poor performance!1

Lastly, in this short paper, I would like to emphasise my concern for the role of the
early years teacher and for the teacher in general. During my forty years in education I
have observed an ever-greater tendency for governments to take control of education and
to dictate its content. In some respects it is their duty to do so. After all one assumes that
they are the elected instrument of the people. But I have also witnessed many changes,
about turns, plain ignorance of the processes, considerable confusion, the wasting of
money in diametrically opposed policies, the 're-invention of the wheel', the 'dumbing
down' of teaching and the tendency for business people to see education as instrumental,
or simply a question of force-feeding. The very language of education – at least in the

1. Recently the Canadian Federal Govt baulked at spending an unexpected budget surplus on better early
childhood provision (Robertson, op cit, 1999).
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English language – is replete with industrial-commercial metaphors and terms (Taylor,
1984). Government agencies talk about 'delivering' a curriculum, as though one were a
postman, or a bird with a worm. It is important, therefore, for teachers to be on their
guard, well-read, articulate. They will know better than most that there is a very thin line
between indoctrination and education. (vide diagram 5). They need to be well-informed,
to have current theory at their finger-tips. They need to work closely with teachertrainers,
so that new teachers do not lose sight of the principles of education and human
development, of the need for creativity and happiness, rather than stress and competition.
Education, and particularly the ever-earlier education of our children, which is rapidly
becoming almost universally necessary, carries real dangers with it. The zeal of our
political masters must sometimes be tempered, modified and countered by clear argument
and a centrality of concern that our children actually have a childhood. Indeed, there may
be crucial times when we must become uncivil servants, aware that a probing, questing
approach to policy is a duty, a proper democratic response; always asking the question
Why? What is your sample size? Where is your evidence?   However, it is also imperative
that we provide our evidence. The lives of our children are too important to go by default;
and the future of human society too precious to be the result of whim, inadequate
planning or plain ignorance.

Fig. 5. Schooling and the curriculum.
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Einstein once said, "It is in fact nothing short of a miracle that the modern methods of
instruction have not yet entirely strangled the holy curiosity of inquiry; for this delicate
little plant, aside from stimulation, stands mainly in need of freedom; without this it goes
to wrack and ruin without fail."

Remarks

'Post-natural' is used in the way that Anthony Giddens (BBC Reith lectures, 1999) uses
the term, ie when even child-rearing is largely no longer 'natural' and when institutions,
technology and commerce have increasing sway over all dimensions of life.
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Abstract

During the last decade, comprehensive proposals for reforming teacher education have been
proposed in different countries and many innovative and experimental programs have been
developed and implemented. This paper also addresses the question of reform in teacher education.
It will discuss the outcomes and implications of the development/research project carried out in the
University of Oulu during the years 1986–1994. The project involved designing, carrying out and
assessing teachers' pre-service and in-service courses that involved acting in deviant, untraditional
classroom contexts. These courses were aimed to function as interventions in teachers' professional
lives and to make them critically examine their tacit and taken-for-granted assumptions, as well as
to make them restructure their professional cognitions and reform their practices. The courses thus
represent change-oriented or transformative teacher development programs.

Introduction

At present there are many grounds that speak for the necessity of transformation of
school learning and teaching; e.g., changes in the inherent characteristics of a teaching
profession, technological progress, and changes in general socio-economic and cultural
setting of teachers' professional practice (McGuire, 1993). The rapid development of
knowledge and new conceptions of knowledge and human learning also pose challenges
and pressures for change on teaching at the moment. These changes make it apparent that
teachers cannot rely on mechanistic or technical solutions, neither adhere to well-
established traditions, norms or practices. Their professional practice can be better
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characterised as judgement and wise action in complex, unique, and uncertain situations
with conflicting values and ethical stances. In addition to theoretical and technical
knowledge, teachers, therefore, need reflective and practical knowledge and competence,
as well as ethical sensitivity, they need to balance competing values from different
universes and to continuously renew and accommodate their professional knowledge and
practices (Harris, 1993; Schön, 1987).

It has become apparent that teachers need professional education that is both
continuous, up-to-date and transformative, and that has an impact not only on their action
but on their thinking and values as well.

The current situation in teacher education indicates, however, that to achieve the above
goals a lot of faith and work is needed. Habermas has argued that the function of
university-based teacher education should not involve only the transmission of the culture
but its critical analysis and development as well. Usually, except for the first mentioned,
these are purely handled in teacher education programs (cf. Kemmis, 1994a). It is widely
argued that teacher education still tends to preserve its status quo and to socialise future
teachers into the institutional and instructional practices prevailing in schools. (Cochran-
Smith, 1991; Grossman, 1991). According to Grossman (1991) teacher education
programs, especially practical studies, not only fail to challenge the inherent conservatism
in schools, but may contribute to their resistance to change. This, along with the lack of
any ongoing system of in-service education, may  explain that practice of teaching seems
to be remarkably consistent over several decades. Many teachers are perfectly well
satisfied with their practices and are unlikely to question prevailing educational processes
(Feiman-Nemser & Buchmann, 1985).

Most teacher education programs have also been too narrowly focused; that is they
focus on individual development and give little attention to the social and cultural context
of schooling (e.g., Liston & Zeichner, 1990), which means that the cultural influences
remain implicit and hence difficult to examine, criticise or change.

Teacher education has also been widely criticised for the  weak connection between
theory and practice.

This paper addresses the question of reform in teacher education. It will discuss the
outcomes and implications of the development/research project carried out in the
University of Oulu during the years 1986–1994. The project involved designing, carrying
out and assessing teachers' pre-service and in-service courses that involved acting in
deviant, untraditional classroom contexts. These courses were aimed  to function as
interventions in teachers' professional lives and to make them critically examine their
(often) tacit and taken-for-granted assumptions, as well as to make them restructure their
professional cognitions and reform their practices. The courses thus  represent change-
oriented or transformative teacher development programs (Lauriala, 1997).

Contextuality of development and change

Although contextuality has been denoted to be an important aspect in any growth,
development and learning, teacher development has largely been studied as
decontextualised   The approach adopted here involves a view of teacher development as
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action in contexts relevant to teachers; i.e. it adheres to developmental contextualism
(Silbereisen & Eyferth, 1986). Accordingly, contexts do make a difference in (teacher)
development, and thus the quality of context should be paid more attention to in teacher
education To enhance growth and renewal we need environments that aid to 'look beyond
the typical' and implicit and offer teachers and teacher students  structured experiences
that make a difference in their professional lives (Buchmann, 1991);  break the self-
evidency and continuity of experiences of cumulative socialisation, often dating back  to
teachers' own school years, and make them  aware of the myths, norms and mechanisms
that underpin their work. It is further assumed here that for conscious and committed
development of their work, teachers and students also need to come into touch with their
own assumptions and beliefs, as well as their deeply seated ideals,  goals and personal
needs (cf. Lauriala, 1997).

To achieve the above goals, direct teaching or lecturing is not the answer. As teacher
educators we should develop more indirect methods, such that involve enquiry-based
learning and that give room for teachers' and student teachers' own initiative and personal
choice, and that rely on experiential learning.

Accordingly, teacher cognitions are studied  here as context-dependent, situated
cognitions, and  they are assumed to be challenged when a person confronts a new
situation offering him new information which conflicts with the held constructions (cf.
Schwandt, 1994). New environments or changes in environment are assumed to mean a
challenge to the individual's ideas, and subject these to active processing (e.g. Lipman,
1991).

Contextuality of teacher learning also means that to become a transformer or learning,
"to teach against the grain" cannot be achieved in a general sense, it must be learned in a
particular school or classroom environment, in close connection with experienced
teachers who are themselves actively engaged in efforts to reform their teaching (cf.
Cochran-Smith, 1991). This implies engaging in apprenticeship approaches to learning;
'novices' (in alternative pedagogical approaches) come into contact with the knowledge of
experts in the contexts of use (here co-operative teachers having years of experience in
classroom innovation).

Situating teacher learning in the classrooms and understanding it as taking place
through participating in classroom  activities, as is the case in the programs described
here, portrays learning as an immersion into the culture, that is, the system of patterns of
life in a given community. Teachers typically learn the professional culture through
socialisation which involves different phases, starting already as a pupil. The almost total
absence of mediated entry (induction to the profession), and weak and temporary impact
of formal socialisation (phase of pre-service teacher education) on teachers’ perceptions
and later practices (e.g. Denscombe, 1982) is argued to lead to a situation where
anticipatory socialisation and the unconscious and conservative influences at the
workplace play a major role in teachers’ professional development.

Any real change or transformation at school  has been argued to be ultimately  a
cultural change. Aiming at transformative teacher education, the study recognizes a need
to overcome some pre-dispositions and pre-training experiences (cf. Zeichner & Gore,
1990) of teachers, and make them consciously examine and reflect these experiences,
which is assumed to enhance breaking the chain of the experiences of cumulative
socialisation (Zeichner & Grant, 1981).
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Designing the professional learning contexts and developmental 
activities for transformation of thinking

The developmental and research activities of the project described here involved close
collaboration between university researchers, co-operative teachers and both teachers and
student teachers participating in the courses aiming to function as interventions in their
development. The three courses varied in their duration (from 4 weeks to one and half
year), role and place of theoretical learning, as well as  in the degree they adhered to
research-based approach or systematic enquiry (see Lauriala, 1992, 1995, 1997).

The specific assumptions and rationale guiding the developmental activities were the
following:
1. To alter the status quo and reform teaching, we need to offer teachers (practicum)

contexts in which reformative ideas are implemented and in which teachers can gain a
critical perspective on standard school practices (Cochran-Smith, 1991).

2. Professional knowledge is viewed as 'situated', which view portrays knowledge as an
inseparable part of the activity, context, and culture in which it is used and generated.
Accordingly,   teacher education should be situated in classroom practice. Teacher
learning  was supposed to be most effective and to lead most likely  to changes in
action, when it begins with classroom experience. The construction of knowledge is
understood as an active process, where knowers are actors rather than spectators
(Phillips, 1995). It is also understood as an interactive process between an individual
and his/her environment.

3. Teacher development and classroom improvement should be linked together.
Teachers are seen as learners, and to achieve inquiry- and action-oriented approach to
teacher development, the practicum classrooms were to offer constructivist type of
learning in use; that is more inquiry-, and action-oriented approach to learning (cf.
Phillips, 1995); The assumption was that teachers should themselves be educated
according to same principles that they were to cultivate in their pupils.

Based on the above assumptions and rationale, the specific goals for the courses can be
chrystallised as follows:

– to make teachers question and problematise the taken-for-granted views and practices
– to foster the teacher-as-learner and -inquirer stance, as well as curiosity in learning
– to combine teacher development and pupil growth
– to aid teachers in renewing their thinking and practice, as well as in meeting better

the needs of individual pupils in a changing society
– to make teachers engage in collaboration and collective efforts
– to enhance teacher autonomy

– to design educational environments that would promote questions, reflection and col-
legial discussion of matters of consequence
– to blend academic study with practical experiences

The programs involved both university- and school- (or classroom) based education. To
bring about renewal or growth in  teacher constructions, it was regarded important that
the 'new' environments offered problems for the participants, that is, deviating,
problematic experiences of teaching and learning, or questioning practices (cf. Feiman-
Nemser & Buchmann, 1985). Teachers' freedom, decision-making, and their own
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potential in influencing their professional learning and work was emphasised. They were
not given ready-made solutions, definitions or directions for work, instead they were
given pedagogical support and encouraged to find the solutions themselves, to generate
their own views, and to give grounds for their choices; they were in fact supported to
become originators of knowledge. Opportunities for common discussion and reflection of
their experiences were also provided.

Because teachers often find theoretical learning as unrelated to their everyday practice,
and hence meaningless, learning was assumed here to be most effective, most likely to
lead to changes in action, when it begins with classroom experience. It was assumed that
deep, as opposed to surface, learning would occur as a result of the opportunity to take
practical action steps and to discuss them and their implications. The study therefore
represents action orientated approach.

The rationale of the study thus involved that practising teaching took place in
innovative classrooms, where participants had an accessibility to new pedagogical ideas
and practices. Hence, in order to make a break in standard school practices and to reform
teaching, innovative classrooms were established in our Teacher Training School and
some field schools. These undertakings were part of the Open Education Project (see
more closely Lauriala & Syrjala, 1995). These classrooms functioned as reformative
'practicum' contexts of the intervention courses for both pre-service and in-service
teachers. The settings of teacher learning (practicum sites) were thus deliberately
designed to promote student teacher/teacher learning as well as children's learning
(Desforges, 1995). The 'newcomers' (i.e. the student teachers and teachers doing their
teaching practice in these classrooms) were mentored by teachers who had been
implementing progressive pedagogies in their classrooms for years.

The approaches and principles used in developing innovations within classrooms were
initially derived from a wide array of 'family approaches', namely those of open
education, progressive pedagogical movements, and integrated teaching (cf. Lauriala,
1997). The teacher education programs themselves represent basic views of
developmentalist tradition, involving a progressive-personalistic approaches in teacher
education (cf. Diamond, 1992; Lauriala, 1990; Zeichner & Liston, 1990), and reflective
professional theme (Doyle, 1990). These starting points do coincide; namely  progressive
education (directed to pupil learning) and developmentalist approach in teacher education
clearly are kindred approaches. This interconnection is understandable because all forms
of constructivism are in fact modern forms of progressivism (Phillips, 1995).

The classroom environments essentially differed from the traditional classroom with
respect to their material and psychological conditions, and with respect to the role of
pupil and teachers; they were arranged in such a way as to present strategic cases through
which the power of cumulative socialisation of  teachers could be investigated (cf.
Grossman, 1991).  For instance, there were no fixed places, pupils had freedom to move,
and could choose the tasks and monitor their own learning. The teacher's role was not that
of a transmitter of knowledge, but a guide of pupils' individual and collaborative learning,
and an observer and  facilitator. Pupils were supported in their learning, they were
encouraged to become more independent, inquisitive and diverse in their learning.



49
The aims and method of the study

The earlier studies belonging to this development/research project (Lauriala, 1992, 1995,
1997; Lauriala & Syrjälä, 1995) have focussed on the changes in teachers’ and student
teachers’ thinking and action during and after the intervention programs. The main aim in
this study is to highlight the contextual factors, processes and interactions connected to
these changes. Accordingly, the main objectives of the study will be the following:
1. To describe teachers’ experiences of their development and identify different phases

through which they typically proceeded in the reconstruction and transformation of
their professional thinking and action.

2. To identify critical situational features, processes, and interactions that seemed to be
connected to the transformation of teacher thinking and action.

The approach of the research is an interpretivist one, which is claimed to be most
useful in studying the complex human processes comprising culture, context and
cognition as is the case in this study (cf. Jacob, 1992, pp. 295).

Teacher development is studied in its social and cultural contexts, in accordance with
the interpretive interactionism developed by Denzin (1992). The study deals with the acts
and meanings ascribed to events by actors in a social situation. This choice is justified by
the fact that the emphasis has been on how the teachers themselves experience and
interprete events, interactions and situations within the courses.

The research also came to involve features of research as praxis (Lather, 1986):
involving a continuous relation between theory and data as well as empowerment of
teachers. In accordance with Kemmis (1994b), it is assumed that "there is a dialectical
relationship between understanding the situation and changing it, and that theoretising is
itself a social practice which it connects to the other social practices, for example social
practices of education and transformative action (cf. Ibid., pp. 43).

The approach of the whole research is thus not only interactive and contextualised but
also change.enhancing (cf. Lather, 1986), which refers to critical, emancipatory research.

Data gathering was based on a variety of interview techniques, both theme interviews
and unstructured, informal interviews. The repeated interviews took place at the
beginning, during and after the courses (the duration of which varied from four weeks to
one and half year). In the case of some participants data gathering was continued 1–2
years after the course had ended to see the long-term effects of the new learning and their
implementation.

Both semi-structured and informal  group interviews were conducted during the
courses. Student teachers also wrote their own narratives which reflected events,
experiences that they had found important for themselves. Non-participant observation in
the classrooms as well as participant observation during the seminars were used to check
the validity of the interview and narrative data. 

Data analysis The data consist of interview transcripts, observation diaries, and student
teacher narratives. In analysing  the data, the interactionist theory was used as a
conceptual framework against which the course participants’ “talk“ about their
experiences was examined. While the broad categories or themes were derived from the
interactionist theory, the subcategories  were formed on the basis of the interpretation of
interview and narrative data.
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As stated above, this study is based on cross-analysis of the data given by different
case studies, each concerning one intervention program. This analysis and interpretation
process has provided concepts and relationships that ‘turned out over and over again' and
thus appear to be significant in teacher transformation. Questions that emerged in this
cross-case analysis phase have driven inquiry through a process of reasoned reflection,
whereby the researcher’s function has been to derive new meaning from the events under
study, utilising also theory in the analysis.

Describing and interpreting the experiences, processes and contextual 
features related to the teacher development and transformation

The results of  the earlier sub-studies (Lauriala & Syrjala, 1995; Lauriala, 1997, 1998)
show that  the course  participants were transformed by their experiences in a deviating
context; perspective transformation could be detected during and after the programs,
which refers to teacher development as reconstruction and restructuring of the cognitions
that can be understood as components of teachers' general pedagogical knowledge; that
is, their cognitions concerning pupils, learning, curriculum, teacher role, and their own
identity which are crucial aspects for teacher action in classroom. Transformation of their
pedagogical strategies involved becoming critical about the traditional teacher-centred,
book-tied and rigid system of teaching and learning and growing  into a new kind of a
teacher who listens more to the pupils, gives them more freedom in their learning and
who appreciates and supports pupils’ own ideas and initiative. Gradually the participants
developed strategies that better responded to the demands of the social and cultural
situations in these classrooms which seemed to favour and give support, even pressure
different kind of teacher action than they were accustomed to. More generally, the results
show how a culture  may support or demand certain actions, and make unfavourable,
difficult or even block other courses of action (cf. Lauriala, 1995, pp. 49–58). The core
strategy developed by the participants teachers, documented in earlier case studies (cf.
Lauriala, 1995, 1997) was a facilitating strategy which involved some more specific
strategies. These were facing a child, being a guide of learning, as well as
individualising, negotiating, and integrative strategies, which all involved some more
specific and concrete approaches, methods and techniques.

Phases and processes of teacher development /transformation

The following phases that the course participants typically underwent during their
practicum in a deviating classroom could be detected:

(1) Disorientation phase: interpretive difficulty, cognitive conflict, and feelings of anxiety 
The initial feelings of the participants in the classrooms can be characterised by the words
confusion and embarrassed. The deviating perceptions and experiences also led to the
feelings of disorientation and anxiety, accompanied by identity crisis.
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"The beginning was filled with questions how to get into the system; it seemed that
there were so many new things coming all the time that you didn't have time to
take anything in".
"I wondered first how to survive".
"First of all puzzled, I was trying to find my place as a teacher".
"In the beginning, I felt like not being myself in the class".

Comparing their observations and perceptions with their former experiences, gained
primarily from traditional classrooms both as a pupil, student teacher and teacher,  led
them to experiencing a mismatch, cognitive conflict between their former images of the
school and their new knowledge.

"At the beginning, the way of working was unfamiliar to me and awakened
confused feelings".
"It was utterly difficult to understand what was  happening in the class".
"What especially surprised me was how much these pupils can do with all their
capacities, because I myself also have a combined first/second grade, and the work
of my pupils is markedly at a much lower level, somehow"

The participants also experienced interpretive difficulty caused by the fact that they were
in unusual circumstances and the information acquired in this environment deviated from
the  their knowledge repertoire based on experiences of tradtional teaching, including
standard cultural and habitual definitions (e.g., Stebbins, 1981).

"It was utterly difficult to comprehend what was happening in the class".
The results also indicate how difficulty to understand the situational cues, actions and
interactions led to inability to act appropriately in the situation:

"It was difficult to adjust oneself to the class because they worked in such a
different way, and deviated from the 'norm'.
"I was wondering how to adjust to the class and how to teach these children".
"In the beginning we of course felt that we didn't know anything. I remember that
we for instance went right away and asked children about what they were doing
and such things". (Acting against the rule of letting the children work
uninterrupted and in peace).

(2) Gradual stabilisation of the situation
After the initial adjustment problems and intepretive difficulty, there occurred a gradual
stabilisation of in the relationship of the participants with the new classroom situation:

“I felt like lost in the class, but then in a way when  it went like clicks – just like
that – everything went into its place, so really it started to go much better”.
"Somehow it rather quickly absorbed me to its atmosphere".

The above extracts from the data describe effectively the implicitness of cultural
influences; i.e. it seems that the newcomers were not much aware of the nature of the
process into which they had become submerged or by what method they adapted
themselves to this new situation.
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(3) Exploration phase:

a) Becoming sensitive to classroom aspects; perceiving and 'reading' the situation
After the initial disorientation phase, and through finding a stabilised relation to the
situation, the newcomers became very sensitive to environmental stimuli and cues, which
is a typical orientation reaction of all living organisms in a new situation (sensitisation).
Some participants were themselves aware of this and described their receptiveness: 

“I do want to see, hear, smell, and taste something new and different” .
"I wanted to start with open mind, and to be close and sensitive to what was
present in the classroom at each moment".

b) Meaning making, understanding the situation
Gradually  the ‘newcomers’ learned to understand the situation, and teacher's and pupils'
actions and interactions found meaning for them. Two student teachers describe in their
narrative this chain of experiences as follows:

“After a week I didn't find work problematic anymore. Gradually everything
cleared up, and the work got started”.
"After we had observed for some time and made questions to the classteacher, the
system cleared up, and the more it cleared, the more it fascinated".

The above descriptions also support the notion of the teacher knowledge: as embedded
knowledge, i.e. it is tacit, unarticulated, and embedded in their know-how. It is
knowledge-in-action: The knowledge that teachers demonstrate in action, although they
are unable to disclose it verbally (e.g., Schön, 1983). 

The implications for teacher education, to be drawn from the results point, hence, to
the effectiveness of learning through participation in the communities of practice (cf.
Lave & Wenger, 1991). comments exemplify this principle:

"The guidelines of teacher education institutions concerning inquiry-oriented
learning and alternative pedagogies are only dry theory. What you need is an
inspiring model which also shows the validity of the theory in practice. This class
with its pupils and teacher was just this kind of living example".
"No theory is only theory. Although you read life stories written about Maria
Montessori and study the main principles of Montessori pedagogy of how
everything begins from the child, it doesn't help you a bit if you can't comprehend
a total picture of why, and what, and how it happens. This you can only get by
following what really happens in the classroom."

(4) Questioning of the taken-for-granted 
The exploration phase seemed to involve 'insight' episodes which not only produced
definitions and interpretations of the situation but led the newcomers to question and
critically analyse  their former images of school and learning. Observing and acting in a
deviant classroom situation was thus accompanied by the participants' raised awareness
of the taken-for-granted at school, leading to questioning of the traditional school
practices, as well as their own practices and  practical knowledge1

1. Practical knowledge refers to teachers' beliefs, insights, and habits that enable them to do their work in
schools. It is oriented towards the practical classroom or school situation the teacher encounters (cf. Feiman-
Nemser & Floden, 1986, pp. 512; Elbaz, 1983).
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"The teacher-directed teaching style used in a conventional classroom doesn't
leave room for pupils' independence, creativity or co-operation".
"In the traditional system the teacher doesn't see other ways of acting than the
habitual routines. The teacher orders the course of the day and the things that  he
(pupil) has to learn on that day. The child has no possibility to plan his own
program or decide what he'll study".
"What is authority? Is it so awfully dangerous to try and get to the child’s level?
Everything that happened in the (innovative) classroom was extraordinarily
"normal" or natural as compared with an ordinary school: interaction, learning
together".
"These pupils found out about things themselves, and it wasn’t that traditional
teacher-directed".
"I felt my own teaching at that moment, when I started to compare it to this
innovative system, quite absurd…. I started to question myself how could teaching
be carried out otherwise".

(5) Reconstruction and transformation of craft knowledge
These classroom environments clearly seemed to offer the newcomers problems that they
were not familiar with, and thus challenging them to explore the situation, and finally to
grow and create new constructions and action orientations. Paradoxically, it was the
pupils' good learning skills, enthusiastic attitude to learning and peacefulness that seemed
to pose 'problems' for the newcomers.

These initial problematic experiences  and distress provided the energy and motivation
the newcomers needed to continue their search for meaning in the situation., ending with
the transformation of their perspectives and strategies (cf. Keane, 1988).

"The pupils' enthusiasm to learn often stopped me to think".
"The world of a child was opened to me".
"This practicum opened up new ways to look at children's thinking, their attitudes
to the world".
"It was a place to stop, to learn that a child can be working and learning even when
I don't order or guide his learning tasks, and even when it seems that a child doesn't
accomplish anything outwardly that is noticeable, he/she may think, imagine, and
try things in his/her mind".
“There was respect for the child in this class and that is what I want to keep as a
memory, organising my teaching according to the child’s rights and worth. That is
what I want to take with me for the future“.

The data reflect the view presented by Ross et al. (1993) i.e., transformation involves that
knowledge is represented in new forms of particular significance to their creator.
Accordingly, each participant's initial beliefs, motives, ideals and former knowledge are
significant factors in how the new information is interpreted, what meaning is attached to
it and  how it changes the existant knowledge and knowledge structures. The
development results from the interaction between situational opportunities and individual
intentions and motives. There is hence a close relationship of the cognitive systems a
person has developed and motivational factors, such as person's intentions, needs, and
goals (see different developmental  profiles in Lauriala, 1997).
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Factors, processes and experiences related to transformation of 
teacher knowledge

Critical experiences

The findings suggest that the intervention programs meant  a critical or transition phase in
the participants' professional development, a 'period of changing and choosing' (Woods,
1993). Critical incidents of the teachers involved a kind of brainstorming experiences and
seemed to present, in accordance with Sikes, Measor, & Woods (1985),  the culmination
of their  decision-making process concerning their course of action, as well as
chrystallising their pedagogical thinking. The critical incidents mostly concerned the
participants perceptions, observations and experiences of the children, their learning,
action and interactions.

"The most important thing that I've learned is the fact that I've seen the child's
enormous enthusiasm to work and his great potentialities. the child can find about
things him/herself, if given a chance. I've known this before, but it is only now that
I've deeply realised and understood it. At the traditional school, the child's skills
are underestimated".

Further, the incidents that became critical for teacher change were not such that teachers
typically define as  problematic or puzzling events but ordinary classroom events and
interactions through which the participants came to confront the values that  underpin our
thinking, perception and action (cf. Francis, 1997). This means that "they created a
problem from the 'teaching as usual' that was blocked in their implicit appreciation
system" (ibid., pp. 172). Also the new role of the teacher they confronted in these
classrooms made them to reconsider the choices and personal priorities in their work as a
teacher, and made them reconsider and transform their professional identities as well.
Their views of what is possible and appropriate at school became reshaped as well: 

"Without this practice teaching period, the Finnish school system would have
made me into that kind of teacher it has in fact hoped for" (meaning socialisation
into the prevailing system).
"A fear of my own future stopped me. Do I myself want to be that lecturing type
who sooner or later is depressed, without a joy in life".
"Life in the class gave me a chance to see growth in myself as well".

These contexts made it possible for the practising teachers to create open, free relations
with the pupils, and children to become crucial definers for teacher learning and
transformation. Seeing pupils' empowerment in their learning, the newcomers became
empowered themselves:  they gained a liberating  feeling of their own power and learning
possibilities: 

"The pupils' enormous willingness to learn has caught me, too".
"I'll return over and over again to study what those 19 enthusiastic and inquisitive
little researchers (pupils) and the researcher (meaning herself), whose heart
pulsates light and strength for growth, packed in my rucksack".
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"This project has greatly contributed that that I've gradually started to find out how
to employ my own personality in my own work and that I've dared to do this work
on the areas that are my strong points".

The findings support the view of teacher knowledge as relational knowledge; i.e.
knowledge that is created in close relation to children, and through a sense of care for the
self and others (cf. Webb & Blond, 1995). In the participants' definitions of the situation,
most attention and scope was given  to the children; it was the qualities and skills of
pupils, reflected in their daily activities and relationships, that had also made the greatest
impact on the newcomers. Thus the children in these classrooms became the main agents
in contributing to the newcomers' understanding and adjustment to the situation1, as well
as to the transformation of their ideas and action orientations:

"It liberates a teacher's hands a lot when pupils are so self-initiated".
"This is a viable alternative, the children speak for themselves".
"The tranquillity of the class enabled one to see the internalised principles of the
pedagogy in the children's actions".

Communities of inquiry, discussion and reflection

The norms and myths of teacher culture have efficiently prevented teachers to learn from
one another. So professional knowledge and wisdom has often remained in the ownership
of each teacher, and often carefully guarded from externals and colleagues. (Sachs &
Smith, 1988).

Especially in the case of critical incidents and events, an opportunity for genuine
dialogue in an atmosphere of trust and openness seemed to become an important catalyst
for change: Practice or experiences in themselves are not the critical factors in teacher
change (e.g., Francis, 1997).

Among the factors that became powerful in this project were, for instance, those that
were directed at the acquisition of concepts, observational learning, and reflective skills.
This accentuates the need to combine the apprenticeship model and theoretical, formal
courses. As Schön (1983) has argued it is through dialogue, conversation, and public
inquiry that we begin to "reflect on (our) own tacit understandings", there by starting the
dual process of (1) bringing these understandings to consciousness and (2) changing them
at the same time (pp. 296–297). It  seems that the communities of inquiry that developed
(and were partly tried to be created by the course leaders) provided a context for
discovery learning within a framework of social support. Through interpreting the data I
came to believe that knowledge conveyed by teachers to other teachers, expressed in their
own language and closely attached to real classroom situations, is of paramount
importance for teachers’ professional learning.

“It’s great to see another teacher’s action and mirror the experiences from one’s
own classroom against it, and then discuss these“.

1.  This is understandable based on the active role of pupils vs. teacher in these classrooms, it also indicates that
the principles of  inquiry-oriented and active learning had become reality in these classrooms. 
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“By working alone, it would not have been possible to achieve the broadness and
depth of knowledge and experience which working in a group enabled“.

The findings of the three intervention courses (Lauriala, 1992, 1995, 1997; Lauriala &
Syrjälä, 1995) indicate that both experienced teachers and novices may benefit from their
common dialogues, which seemed to generate new ideas, and provided them with a
process whereby their beliefs and knowledge became studied, shared, critiqued and
changed. The findings indicate that for teacher transformation it is important to alienate
them from ordinary practice, and even from main responsibility of the class. This gives
them time to observe, think and learn from their real-time experiences through reflection
and  discussion with other adults in the situation. We should, however, (if we are to
develop reflective practioners) allow time for learning. As has often been argued, the
immediacy of action is demanded already in the initial phase in teacher development,
which means that  'the learner in the student teacher' is denied. 

To widen teachers' perspective and to enhance the transfer of knowledge created in
these contexts to other contexts, integration of theory and practice was aimed at the
courses. It seemed that relating theoretical, formal knowledge to situated, experiential
knowledge enhanced transfer of professional learning. The  reflective processes seemed
to be able to reduce the gaps between their thought and action, which also meant
integration of their professional selves. It has also more generally been argued that it is in
this kind of an encounter between the traditions of experiential knowledge and academic
knowledge where the idea of reflective practice can be realised (Quicke, 1996).

“This practice teaching module started a learning process. It made students reflect
on things in a new a new way. It somehow forced one to create new, different ideas
and practices“.
“I was reflecting a lot on the meaning of school and the quality of learning
activities there“.

Conclusions

When regarding the above experiences, phases and outcomes of the participants', some
guidelines concerning the preconditions of transformative learning can be presented.
Especially, in the case of inquiry-oriented learning, the context of learning comes to the
foreground.

To allow the newcomers' free and meaningful learning the preconditions and
contextual qualities that derive from socio-cultural framework found support. These refer
to the following issues:
1. Situating teacher learning in contexts relevant for them; i.e., in classrooms, which

meant participating in real classroom activities in the partnership of more
knowledgeable persons. These emphases on relevance and activity are essential
features of socio-constructivism. Transformation could be seen to be connected to the
classroom contexts, and the newcomers'  action in these contexts. Thus the findings
support a more general view according to which cognitive processes and learning are
integral part of generative social practice in the lived-in-world, e.g. the social practice
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of the classrooms and schools. The chosen theoretical viewpoint emphasises the
relational interdependency of agent and world, activity, meaning, cognition, learning
and knowing (Lave & Wenger, 1991).

2. Total’ pedagogical approaches or cultures embedded in  the classroom contexts, and
immersion into these cultures. The meaningfulness of the newcomers' experiences
can be partially explained by this totality principle: there was unity and connection
between the different aspects of the classroom life, individual features were felt as
integral parts of the whole situation, mutually supportive and  in congruence with one
another (e.g., teacher and pupil roles, physical organisation and rules of action etc.). It
was not a question of learning solitary techniques or units of knowledge but becoming
acquainted with a developed system of thought and action, i.e. culture, within which
every part found its meaning in relation to each other and to the context. The
wholeness is also seen in that instead of event thinking, dwelling on each event  as a
world in itself, which is typical to teacher culture, critical events were seen as
connected to the socio-cultural context with its norms, values, relations and
interaction and action patterns.

3. Linking teacher development to attempts to improve pupil learning; i.e. to classroom
innovations. The findings justify the initial assumptions of the study which
emphasised that to enhance inquiry-oriented and reflective stance in our teachers, we
must situate their learning to the classrooms in which constructivist and inquiry-
oriented pupil learning is practised, and that the teachers should themselves be
educated according to the same principles that they are to foster in their pupils, such
as inquiry-oriented learning, collaborative, democratic approach. It could be clearly
seen that on the one hand adult and pupil learning entail similar features, and flourish
in the atmosphere of freedom and even power relationships, which make a genuine
dialogue and inquiry possible. The findings indicate that the classrooms that were
designed to be supportive, inviting and many-sided learning environments for the
pupils, proved out to be conducive to teacher learning and growth as well.

4. Providing opportunity for open, free relations with the children From the point of
view of inquiry-based learning, it is noteworthy that the teachers mostly connected
critical events and experiences to their observations or interactions with the pupils. It
was hence not the supervising teachers but children in these classroom who became
critical persons in the teachers' re-socialisation and transformation. The physical,
structural and psychological contexts of the classrooms provided them with (better)
opportunities (than traditional classrooms) to closely observe  pupils' learning
processes and outcomes, which deeply affected their views about learning and how it
should be organised at school. This highlights how a (different) culture makes certain
things visible and foci of attention, while making other things invisible and without
attention. It was the pupils and their individual styles, processes and products of
learning that became visible in these contexts, and hence incidents that turned out to
be critical for raising teachers' awareness of  cultural and habitual which constrains
learning at school, and for making them reflect more deeply their own knowledge-in-
action.

5. Offering teachers and students formative experiences  that comply with their basic
commitments, personal needs and stage of development. The findings emphasise the
need to match professional education programs with teachers’ growth needs and stage
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as well as their initial commitments. Most students enter teacher education with
vocational commitments that involve purposes of care and nurturance. Hence, teacher
education programs, to be optimal developmental contexts, should give room for
these initial orientations and nourish them, which means channelling individual
energy of teachers to the ultimate goal of schools, that is to improve pupil learning
and growth.  From this perspective progressive and constructivist classrooms seem to
offer better contexts for teacher growth than traditional classrooms in which pupils to
a greater or lesser extent remain invisible or are treated as a mass. According to
Hargreaves (1995) for instance, educational programs and contexts or reform
activities that do not recognise the centrality of care, fundamentally threaten or
demean the emotional and moral character of teaching. I came to ponder that if the
cognitive conflict had not involved this deviation from the 'norm' to the direction that
accorded with the participants' initial, largely intuitive and inarticulate, beliefs about
the nature of children (ontological commitments) had it led to change and
transformation of their perspectives and strategies. Ultimately every student/teacher is
a unique personality, with his/her own biography, former experiences and aptitudes.
Hence, teacher education should allow them to develop in their own terms, from
where they are at present. When emphasising the uniqueness of children, we should
as teacher educators do the same for teachers – both at the pre-service and in-service
stage.

6. Providing opportunities for observation, common discussions and collective critical
reflection In accordance with the developmentalist tradition, the participants engaged
in close observation of classroom practices, and in reflection on their observations
about the classroom issues (Lauriala, 1990; Zeichner, 1993; Zeichner & Liston,
1990). The findings speak for the importance of combining critical incidents with
opportunities for collective reflection in order to achieve  informed or transformed
action. Besides experiential learning, the programs hence represent rhetoric approach
in teacher development in that they  gave room for communication – between
teachers as well as between researcher/s and practioners – and tried to create and
enhance discourse as a means of changing reality through the mediation of thought
and action (cf. Block & Hazelip, 1994; Maurice, 1990). These communities of inquiry
were partly generated by the course leaders, partly they evolved naturally among the
participants, and were in many cases maintained by them after the courses had ended.
These communities are to regarded important in developing a crucial skill of listening
to another, discussion of opposing viewpoints in an atmosphere of attention, trust,
curiosity, and fellow-feeling, and hence emphasising the social nature of knowledge
construction. More generally it can be argued that to build a culture of discussion and
open exchange of ideas the explicit development of interpersonal communication
skills is needed in teacher education.

Social interactions and their related cognitive changes seemed to be in dynamic and
dialectical  relationship with the socio-cultural and historical aspects of  the situation.
Breaking “the habitual and taken-for-granted“ at school, the innovations  aroused
questions about the roots of these traditions and their justifications. In this sense, the
courses also represent critical, emancipatory research; the participants became more
conscious of the hidden curriculum at the school, the culture and history of teaching
profession, and started to understand their impact  on school life, and to question "the
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natural, and taken-for-granted" in education, as well as to examine. their unreflective
practices like customs and traditions (cf. Lipman, 1991).
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Research on teaching: Collaborative inquiry
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Abstract

Although there is always a considerable flow of knowledge in educational research about
developing a systematic and rigorous body of knowledge about teaching, little attention has been
given to the role the practicing teacher might play in generating a knowledge base. Limiting the
official knowledge base for teaching to what academics have chosen to study and write about has
contributed to a number of problems between what is taught in classrooms, teacher’s ambivalence
about the claims of academic research, and the general lack of information about classroom life
from a truly emic perspective. This paper purposes that practicing classroom teacher and university
researcher collaboration has the potential to provide this sometimes overlooked perspective. Several
critical issues divide teacher research from research on teaching and make it difficult for the
university-based community to acknowledge its potential. This paper will explore those issues
involved such as teacher as researcher, collaborative inquiry, living resource, and support networks.

Collaborative inquiry

In the past decade, the term "teacher as researcher" has become one of the buzzwords of
educational conferences throughout the world. The educational community has embraced
this term as innovative. Yet, teacher research can trace its roots back to the fourth-century
BC to Aristotle. His ideas on the observer's role in constructing reality and his subsequent
emphasis on morally informed action as a distinct and elevated form of thought that
clarifies belief and deepens understanding is central to the naturalistic inquiry that many
teachers engage in today.

One could also say that in writing Emile, Rousseau (1712–1778) showed a strong
belief that sound educational principles were derived from naturalistic methods of
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observation. In Rosseau 's work heavy emphasis was also placed on the discovery method
of learning.

Intrigued by Rousseau's Emile, Pestalozzi using his son and, later, other children
applied naturalistic methods as he began to develop and test his theories. He encouraged
inquiry methods of observation to enable teachers to understand and address the needs of
their students.

The importance of observation and reflection reared its head again when John Dewey
at the end of the 19th century spearheaded the Progressive Education movement. Dewey's
famous Lab School at the University of Chicago viewed the classroom as a place where
students experimented in order to learn what was relevant to them and their world. This
development depended on the involvement of teachers in research. Dewey placed great
emphasis on the reflective action of his teachers to facilitate the learning of the children.

Piaget, Maria Montessori, Francis W. Parker, Kurt Lewin, Lawrence Stenhouse, the
names bring forth the very basis of today's educational theories. This idea of linking
theory with practice obviously had its roots far before the last decade. Why then has
research on education many times been limited to what academics have chosen to study
and write about as opposed to what teachers and schools actually need and practice? Why
has minor attention been paid to the role the practicing teacher might play in helping to
develop the systematic and rigorous body of knowledge about teaching. There is a certain
irony embedded in this when one considers that in many cases the research is often
conducted by a researcher, who is a teacher at the university level. It would appear than
many times the irony is wasted.

This lack of cohesion has contributed to an array of problems that have arisen between
what types of experience schools of education provide for their pre-service teachers and
what those pre-service teachers actually need in order to be successful in the classroom as
teachers and researchers.

Studies have shown that teachers make the most profound difference on student
attitudes toward school and their level of achievement. That being the case, it seems that a
practiced-based methodology that strives to create a culture of inquiry would help to
create a better link between educational research and teaching practice than has occurred
in the past. The question then arises as to how one goes about creating this partnership.
Thus, begins the process of moving away from simple episodic transactions that took
place in classrooms in the past and the creation of a more complex on-going partnership
which strives to provide a shared knowledge base which would be beneficial to all. John
Goodlad (1991) concluded that any teacher-education program created or conducted
without the collaboration of surrounding schools is defective.

The idea of partnerships between universities and local schools is in itself not a new
one. According to ERIC Clearinghouse, 302 schools and universities have embraced the
idea of university/school partnership (Campoy, 1996). In the past many of these
relationships have been ones of placement of students for field experiences, researchers
using teachers as gatherers of information and university faculty providing seminars and
lectures dictated by school administrators. The state of the educational system at present
might lead us to conclude that maybe we aren't meeting the needs of either our teachers or
their students and a new approach is needed.
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• How one goes about creating this relationship between universities and local schools
is not without its problems. In 1997 The National Council for Accreditation of
Teacher Education (NCATE) provided some standards for professional development
schools. These standards endeavored to provide answers to questions regarding
characteristics, roles and activities of professional development schools (PDS). The
critical attributes of a quality PDS are the heart of each standard. The five standards
focus on

• the PDS as a learning-centered community,
• collaboration joint work and shared responsibility among the PDS partners,
• accountability to the public and the profession,
• organizational, structural, and cultural support for the continuous improvement of

learning to teach, teaching, and learning, and norms and practices which support
equity in learning for all students and adults.

With these standards in mind and with John Dewey's (1929) caution about the
approach to knowledge being one that empowers teachers with greater understanding of
complex situations rather than seeking to control them with simplistic formulas or cookie
cutter routines, let us discuss where one goes from here.

A willingness to collaborate is essential to the success of any program of this nature.
Collaboration does not imply that all partners in an activity are equally fit to do all things,
nor that one group has superior wisdom and experience (Wisniewski & Ducharme, 1989).
It should be noted that for this endeavor to be successful interdependence and mutual
respect must exist. In order to help understand this interdependence and develop this
mutual respect to its full potential, it is important that each partner understand the culture
and the environment that affects how the other functions. Recognition of this and its
effect on the collaboration is crucial. Also, what types of resources does each participant
bring to the collaboration? An understanding is crucial in order to be able to support and
guide each other at critical times.

Even though it is important to recognize that distinctive competencies and resources
exist. It is also equally important to recognize and have a true understanding of the need
for the interdependency and the skills necessary to try and ensure that the collaboration
flourishes.

Interpersonal relationships are also crucial in establishing a productive learning
environment. We frequently discuss the profound effect that students' personal
relationship with their teacher has on their achievement. (Darling-Hammond & Berry,
1998). Why then do we tend to dismiss the notion that time, personal effort and
understanding on the part of both university professor and the classroom teacher are any
less important in the success of this collaboration?

From a university professor's viewpoint, teachers need to see how ideas connect across
fields and to everyday life. This kind of understanding provides a foundation for
pedagogical content knowledge (Schulman, 1987). Teachers also need to be able to
inquire sensitively, listen carefully, and look thoughtfully at student work and reflect. It is
also vital to structure situations in which students talk and write about their experiences
(Grimmett & MacKinnon, 1992). This feedback from the teacher and the students helps
to build a foundation of pedagogical learner knowledge. With this foundational
knowledge in place, professors need to provide opportunities for teachers to participate in
communities of inquiry. These communities can provide opportunities for teachers to
reflect and validate what has been occurring in the classroom. Time is one of the great
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barriers to this endeavor. It is important to try and obtain seed money to be used for
release time. Adding additional duties to a teacher's already overloaded day does not
encourage programs of this type to flourish. University researchers frequently write
grants to obtain funding for their scholarship. Including the teacher may help to provide
the needed funds. It also serves to validate that the teacher is an in-house expert whose
level of knowledge is vital to the success of research. Collaboratively, both plant the seeds
for the research that follows.

Another natural way for university professors to promote scholarship is to involve
teachers in presentations at conferences and workshops. This enables pre-service and
practicing classroom teachers the opportunity to place the notion of research into more
practical terms, thus providing a sense of empowerment. Opportunities such as these help
to bridge the gap that frequently exists between the university and the classroom.

There must also be a critical understanding that risk sharing is vital to the success of
the program. In order for this to take place, there must be a shared vision. Everyone must
collaborate in the planning, development and delivery of the program. This empowerment
on the part of the teachers enables them to see university faculty as partners and resources
rather than researchers simply interested in providing them with a predetermined
curriculum about which they had no input. This also reduces the isolation that frequently
takes place and encourages inquiry and supportive joint projects.

Frequently, the faculty member is faced with the need to adjust what one sees as his
role. No longer necessarily viewed as the "expert" in the development of curriculum, the
professor readjusts his role and becomes the "listener" and "supporter" in curriculum
planning and development.

The community of learners that has been established from this partnership allows
teachers and university professors opportunities to examine and reflect on critical issues
in a manner that is non-threatening and beneficial to both. This framework utilizes the
unique skills and insights of each participant in traveling toward a common goal. Creating
an environment in which inquiry, reflection and scholarship flourish.
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Abstract

This paper uses the context of the Four Year Primary Qualified Teacher Status Degree  at University
College Worcester to explore the nature and implementation of reflective practice within initial
teacher training. Its methodology is based upon an analysis of the formal documentation associated
with the programme in order to establish the nature, and location of reflective practice within the
rationale of the degree. Further data on perceptions of the nature and use of reflective practice in the
programme is provided from interviewing a group of year  four students who have just completed
their final supervised school experience. Through the analysis of this data, commentary  focuses on
the perceived meanings of  reflective practice and some of the issues arising from its employment in
the programme. These issues relate specifically to the facilitation of learning, models of partnership
between students, schools and college, the intention that improvement will accrue from becoming a
reflective practitioner and the need to offer explicit support in assisting students to be reflective
practitioners. The outcomes of this paper will also contribute to the development of the Primary
Degree at Worcester within the context of the ongoing national quality assurance procedures.

Introduction

The aim of this paper is to explore the meaning and use of reflective practice as embodied
in the rationale of the four year Primary Qualified Teacher Status Degree programme at
University College Worcester.

The national context for initial teacher training in general and for the degree in
particular is one of the teacher as researcher and the implementation of an improvement
paradigm in terms of knowledge, skills and attitudes (Hargreaves, 1996). There is also a
focus on compulsory national standards and improvement (TTA, 1998). This initiative
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gives a particular flavour to reflective practice as technical proficiency (Wellington &
Austin, 1996). The belief of the author is that reflective practice ought to have a deeper
reason, that of a dialectical purpose for improvement in line with the school improvement
movement (Reynolds & Cuttance, 1992) where the generation and application of new
knowledge and skills by the teacher is important for the improvement of the organisation.
For ITT students this begins with an exploration and clarification of values based
knowledge (Ghaye & Ghaye, 1998) and not just meeting and improving on standards set
by TTA and national government through the National Curriculum.

The methodology is to analyse the degree documentation for its use of reflective
practice in the rationale of the degree and to seek the views by means of a semi-structured
interview (Bell, 1993; Burgess, 1984) of a group of nine students who have just
completed their final supervised school experience with the author as tutor. In this way,
claims to knowledge can be validated by a process of triangulation (Cohen & Manion,
1994) with regards to the use of the concept of teacher as learner by this group within the
programme. In essence, it is a small scale qualitative evaluation seeking to interpret the
meanings applied to reflective practice by students in the programme and the use to which
the term is put (Parlett & Hamilton, 1971). The criteria being employed for this
evaluation are the ones highlighted in the interview schedule, namely:
1. The nature of reflective practice
2. The extent of implementation of reflective practice

Please see appendix 1 for details of this schedule. The anonymity of individual responses
is respected in line with the ethical guidelines published by BERA (1992). The schedule
has also been piloted with two colleagues prior to its use.

Data from the documentation

The four year Degree is predicated on the notion of the teacher as researcher and
manager. The definitive document (UCW, 1996) explicitly sets out a number of key
principles which focus on this. Foremost amongst these are that students will “develop as
critically reflective, professional teachers who will be able to evaluate their own
knowledge, skills and understanding. From this they will then set further goals for their
own development” (pp. 10). This rationale permeates the delivery of the degree through
its elements of lectures, supervised school experience and assignments and through the
expectations placed on students to engage in formative and summative evaluation at all
stages of the degree programme.

A key data collection instrument here is the maintenance by each student of their
individual Professional Development Profile. This fulfils the role of an evaluative journal
based on the required standards and is divided into sections covering knowledge and
understanding, planning, teaching and classroom management, monitoring, assessment,
recording, reporting and accountability and the development of professional attitudes and
awareness.

Supervised school experience is so planned that students are required to evaluate their
own lessons at regular intervals throughout their practices. They also receive formative
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feedback from their teacher and tutor mentors whilst in school. A summative evaluation is
written by the school on each students at the end of each practice.

Assignments have a strong evaluative flavour. The final assignment in particular,
Planning and Evaluating the Whole Curriculum (PEWC), is an action research based
report in two parts. Part 1 requires students to explore their own personal and professional
values within the context of teaching. Part 2 is a classroom based action research project
on an issue identified in part 1.

Clearly the spirit of reflection to improve practice is built into the degree programme
through these measures which serve to encourage the students to evaluate their own and
others values, knowledge and actions on a formative and summative basis.

In order to analyse the way in which the notion of reflective practice is conceptualised
and used  within the degree,  the term needs exploring, with reference to the ways in
which various authors define the term and the sort of parameters within which it is
framed. What does the wider literature have to say about reflection? Writers such as Eraut
(1994) and Ghaye & Ghaye (1998) contain discussions on the nature of reflection. Boud
et al. (1985) take the view that reflection is ‘a generic term for those intellectual and
effective activities in which individuals engage to explore their experiences in order to
lead to a new understanding and appreciation’. That is they view the process from the
learner’s perspective which includes a commitment both to improve practice and acquire
new knowledge so as to justify decisions and actions taken.

So, how might one recognise reflective practice in action? Berkley & Giles (1999)
present the following  list which could serve as criteria for anyone claiming to be
practising reflection: A reflective practitioner is one who:

• requires a deeper understanding of the knowledge involved
• sees and responds to everyday practices through a reflective lens
• wants to live out ‘caring’ as everyday practice
• needs to create time to enable reflectivity to take place and for new ideas to emerge
• values the concept of empowerment
• is acutely aware of the characteristics of interpersonal encounters
• is ready to apply experience into manageable reality
• has an awareness of their own values and the need to live them out
• has the ability to critically analyse practice
• encourages team discussion and team decisions
• is willing to discuss experiences and account for action
• is not afraid to say ‘I do not know’ (pp. 9)

The following points emerge from an application of these factors to the degree
documentation:

• There is a need for a model of reflective practice to be included in the definitive
document upon which to base both the rationale and the subsequent processes of
values exploration, data collection, analysis and reflection.

• There is a need for a framework of values based indicators around which to structure
the process of reflection for improvement. Currently the only indicators are those set
out as national standards for the award of qualified teacher status. They are not
immanent to the student nor do they address the more personal qualities, values and
beliefs that students bring to the process of effective teaching.
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• There is a need for the explicit location of reflective practice as a set of principles and
a cultural process early on in the degree. This could be based on values exploration
from the beginning of the programme in conjunction with an explicit model such as
those set out in the literature (Boud et al., 1985, Gibbs, 1988, Johns, 1994). In this
way the notion of reflection upon practice becomes embedded in the programme
from an early stage.

Data from the interviews

The following points emerged from an analysis of the student responses regarding
meanings given to reflective practice and how the concept was applied in their training.

• All students considered reflective practice to be concerned with learning, self
evaluation, improvement of oneself and their pupils. They had not met the term
before in their degree which seemed to indicate that the process of reflection for them
was implicit rather than explicit in their studies.

• All students could provide examples of critical incidents to exemplify their learning
improvement.

• They perceived the application of reflection to be primarily located in their
supervised school supervision experiences, their Professional Development Profiles
and the PEWC assignment. Formal introductions to the principles and processes of
reflection only came towards the end of their degree as preparation for the PEWC
assignment. This view is validated by the author’s own experieince of marking the
assignments over a number of years, where a discussion of action research and the
principles of action based reflection which underlie it as a basis for their
methodology appear to be notably absent from many of the scripts.

• The criteria for judging the success of the application of reflective practice centred
on:

Personal skills development
Improvements in pupil responses in class
Problem solving in a classroom situation and actions as exemplified in their PDPs.

Reflections

The major issues for primary  initial teacher training at UCW potentially identified from
this discussion  of data from the documentation and interviews appear to be four:

• The facilitation of learning, especially with regard to the role and actions of the tutor
when conducting supervision in schools. This involves how to manage a critical
conversation, both with oneself as a student and also in conjunction with a tutor.
There is also an issue concerning the models of teaching and learning employed on
the programme which both establish a theoretical basis for reflection and offer
models of good practice in this area and encourage students to seek excellence
through their own meta cognition.

• The model of partnership between student and tutor which is operating and by
extension, the  power/influence relationship within the mentoring process.
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• Perceived improvements by students and the criteria used by them to judge
improvements. This is closely related to their reasons for engaging in reflective
practice and what they see as its purposes. Most responses tended to range from an
immediate desire for technical efficiency in planning, managing, delivering and
assessing the curriculum to a limited intention to bring their own values and beliefs to
bear in the medium term.

• The incorporation of a more formal approach  to reflective practice in order to give a
rigorous and systematic base to the process of self evaluation inherent in the rationale
of the degree. This could be achieved by an exploration of values, understanding the
principles, eliciting critical incidents and analysing them.
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Appendix 1

Interview Schedule

The purpose of this interview schedule is to explore the conceptions and use of reflective
practice in the 4 year BA/BSc ITT QTS Primary Degree programme.
1. The Nature of Reflective Practice
a) What does the term ‘reflective practice’ mean for you within the Primary Degree pro-

gramme?
b) Was the term explained to you as part of the rationale of the programme?
2. The Implementation of Reflective Practice
a) Where in the programme was it explicitly implemented?

Lectures?
School Experience?
Assignments? For example Planning and Evaluating the
Whole Curriculum?
Any other?

b) Can you describe an example of ‘reflective practice in action’ within the programme
where improvement resulted for you?

c) What criteria do you use for claiming improvement in your own professional prac-
tice?
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Faculty of Education and psychology
University College Worcester
Worcester
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Abstract

This paper is concerned with the outcomes of a short staff exchange between two teacher educators,
one based at Ball State University, Indiana, USA, and the other at University College Worcester,
England, in 1998. The first section comprises personal and professional reflections related to the
participants' own teaching. Part two deals with the outcome of discussions and observations related
to the provision of quality pre-service teacher education within the context of two contrasting
cultures, i.e. that of England and Indiana, USA. A particular focus will be given to the issues which
arose as a result of both presenters having an opportunity to examine partnership models of teacher
education in each other's countries at close quarters. The third part is an analysis of the professional
endeavours which have resulted from the exchange, including further plans for student and mentor
teacher exchanges.

Introduction

In Spring 1998, our relationship began. We met in Muncie, Indiana, and in addition to a
hectic but enjoyable programme of visits to schools and participation in the academic life
of the Teacher’s College at BSU, we began a series of conversations comparing our two
education systems. Firstly, our routes into becoming a qualified teacher needed to be
clarified and contrasted before we could have any meaningful dialogue. Table 1 shows
what each institution has to offer its teacher education students.  The chief difference we
noted was the UCW one-year Postgraduate Certificate in Education (PGCE) course
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offered at both Primary and Secondary level, taken after an undergraduate degree in an
appropriate subject, which is not available in BSU. Other differences included secondary
teacher training at BSU which spans four years. At the time of writing in England
secondary undergraduate courses have largely died out. There may be a move in future to
reinstate them in some subjects, notably Physical Education, where secondary PGCE
courses seem to be problematic in terms of converting students in such a short space of
time to cope with the demands of the PE National Curriculum.

Table 1
A comparison of higher education routes towards qualified teacher status in England and the United
States

The next aspect of our differences which we explored was the external constraints
operating in our two institutions regarding design and content of our courses. What very
quickly emerged was a radical difference. In England we have the minimum number of
days which students must spend on school experience laid down in a Department for
Education (Circular 9/92, which came into operation in September 1994). This was
followed by a curriculum for teacher training produced by the Teacher Training Agency
(National Standards for qualified teacher status), which prescribes in great detail the
compulsory content of all teacher training courses in the country.  Ironically  it was a
right-wing government which introduced such a centralised state-controlled system, and
so far it has been continued with both vigour and enthusiasm by the present New Labour
administration. It remains to be seen whether the newly-devolved Scottish Parliament and
Welsh Assembly will push for further autonomy in educational matters. Both countries
have stuck out for regional differences in relation to the National Curriculum in the past,
and may well wish to change their relationship with the Office for Standards in Education
(OFSTED), the body responsible for school and university teacher training course
inspections, in the future.

For BSU, the curriculum is designed to complement Indiana state licensing standards
for teachers. The entire elementary education program, including specific course design,
is also reviewed by the National Council for the Accreditation of teacher education
(NCATE), which validates teacher education program throughout the United States.
Taking this decentralised approach still further, individual school systems are free to

Higher Education in England Higher Education in the United States
Teacher Education for Infants and Juniors 
(w/wo Early Years)

Teacher Education majoring in Early Child-
hood Ed. or Elementary Ed.

Associate’s Degree
(qualifies only to teach ages birth-4)

Bachelor of Arts or Bachelor of Science with qualified 
Teacher Status (BA/BSc QTS) 

Post Graduate Certificate of Education 
(PGCE)

Bachelor of Arts (B.A.) or 
Bachelor of Science (B.S.)

Master of Arts or
Master of Education  

Master of Arts (M.A.) 
Education Specialist (Ed.S.)

Doctor of Philosophy Doctor of Philosophy (Ph.D.) or
Doctor of Education (Ed.D.)
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make curricular decisions as long as they meet general expectations within each subject
and grade level. The state does require, however, formal testing throughout the
elementary and secondary grades to validate educational programs.

The most dramatic contrast in terms of the experience of the difference in these two
systems for students would appear to be that of the pattern of school experience. Whereas
an English student at either undergraduate or postgraduate level would be spending
significant periods of time in schools from virtually day one of the course and also be
expected to have spent some time in schools prior to joining the course (see secondary
PGCE course programme Table 2 for an example), the BSU pattern is much more end-
loaded in terms of school experience. Hand in hand with this change in the English
system from 1994 onwards, has come the notion of partnership with schools and the
university. Mentors in schools, teachers specially trained by the university who are
responsible for teacher education taking place in their schools, have worked
collaboratively with the higher education institutions. This enables students to make the
most of their periods of school experience. Increasingly as the roles have developed over
the years, mentors sit as equal members of university course committees and to have an
active role in course development. In like fashion, BSU has established professional
development schools where students are also mentored within school placements. These
partnerships with exemplary schools provide the best in teaching practice for university
students, as well as rich professional collaboration between mentors and university
faculty. While the progress in this area is encouraging, BSU is still solely in charge of
university course development. BSU is watching and learning from UCW in terms of
empowering mentor teachers at the university level.  Although we are at different stages
with our notion of partnership in teacher education in our two countries, nevertheless, we
were able to share many perspectives on our experiences. The consensus between us was
that moving to a model of teacher education with time spent in school throughout the
course and having mentors as partners in the job of training teachers were two exciting
and worthwhile developments in both our systems; however, we both felt that a model of
entirely school based teacher education would be neither desirable nor feasible. Teachers
rightly see themselves as educators of children and responsible to parents and the wider
community for this, and students need time out of school in their training for reflection
and study in high quality libraries which have up to date research data to enable them to
prepare adequately for their future as educators.
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Table 2
An example of one year's secondary PGCE course programme at the University College Worcester,
England 

One recent revision in the BSU teacher education curriculum requires all first years
students to participate in 50 hours of volunteer work within the local community. This
service learning is designed to prepare teachers to be active and thoughtful citizens within
the communities they teach. Service learning is considered to be an important
pedagogical tool for the education of students in a democratic society as students develop

COURSE STRUCTURE 1999–2000
Dates: week 
beginning

Weeks of 
Course Description of Experience

Total days in 
school

0 Secondary School (1 week)* 5
1999

13 Sep–24 Sep 1-2 inc. Full-time in College (2 weeks) 0

27 Sep–29 Oct

1 Nov -10 Dec

3–7

8–13

First Teaching Experience
College (2 days). School (3 days)

[5 weeks]

School (block practice) (6 weeks) with
2 whole days in College for progress workshops/tutorials

Dates Mon 15th Nov & Tues 30th Nov

12

28

13 Dec–17 Dec 14 College 0

Christmas  Vacation (3 Weeks)

2000
10 Jan–28 Jan 15–17

Full time in College (3 weeks) less 2 days for preliminary 
school visits on

Thurs. 13th Jan and Wed. 26th Jan, 1999 2

30 Jan–14 Apr 18–28
School Experience less half term holiday and one whole day in 

College for progress workshops/tutorials on
Monday 10th April 54

19 Ap–2 May Easter Vacation  (2 Weeks)
(to coincide with school holiday)

1 May–5 May 29 College 0

8 May–26 May 30–32 School (3 weeks) 15

29 May -2 June 33 College  (half term) 0

5 June–16 Jun 34–35 School (2 weeks) 10

19 June–23  June 36 College 0

TOTAL 121
*Prior to starting the course students will be required to spend 5 days in a Secondary school of their own
choosing with a focus on pupil learning.
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a broader picture of how schools fit in the complex social and political system of the
United States. Students report professional growth in the areas of interpersonal skills,
sensitivity towards others, increased sense of responsibility, increased social awareness,
open-mindeness, commitment to helping others, leadership skills, and self-confidence.
After service learning experiences, students report a significant relationship between
service and becoming an effective teacher. 

At UCW, we have similar concerns, and in addition to taught college sessions designed
to raise student awareness of issues around cultural and social diversity, our
undergraduate students are given opportunities throughout the course for school
placements in a range of areas in the West Midlands. These include areas well known for
their ethnic diversity and/or high proportion of low income families from all ethnic
groups. Postgraduate students’ school placements at Worcester are similarly monitored in
order that students as far as possible meet up with a range of pupils from a diverse
economic and ethnic background. The new government in England wishes to introduce
citizenship education into schools. Currently students are encouraged to participate
outside college time in voluntary groups, for example summer play schemes, and many
do so. It may well be in future that something like the BSU service learning course could
become a compulsory aspect of English courses, too.

A further interesting area for us to explore was the way in which child psychology and
child development are taught in our two institutions. At BSU students take separate
courses in these topics, which are considered to be highly relevant, indispensable areas
for student teachers, whereas in England these aspects are now largely taught through the
teaching of National Curriculum areas. A ‘permeation’ approach is the norm, apart from
some courses on pedagogy and management where the subject may be also briefly dealt
with in the context of how children learn, classroom management, etc. Thus in the
primary teacher training curriculum, for example, students attending a lecture on music
education for early years pupils would learn about children’s musical development, and
the same would be true for Geography or English, etc. It was felt by both of us that there
is a danger in this approach that students’ understanding of significant educational
theorists may be lacking or insufficient. In England, this area of study has fallen victim to
political fashion; during the previous Conservative administration the topics of
psychology and sociology of education were felt to be ‘woolly liberal and leftish’ and
unnecessary for intending teachers, and were consequently discouraged. Again the
present Labour government has hitherto not announced  any plans to intervene and alter
the current status quo.

Mention of the National Curriculum brings us to the subject of the school curriculum
and structure; again, we felt we needed to gain a clearer comparison of our two systems,
and so Table 3 was developed. This shows what happens to an English and an American
pupil throughout their school years; the two most significant differences are the starting
age of formal schooling, with US children starting later, and the qualifications upon
leaving it. American pupils graduate from school with a high school diploma. In England,
pupils may leave school either at 16 or 18 with a range of different qualifications, or
none.
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Table 3
Comparative ages and stages terminology for schooling in England and the United States

The exchange which we participated in was arranged through a strong institutional
partnership, and consequently we did not need to match each other perfectly in terms of
our respective roles, although we were both teacher educators. Dr Lynn Staley is an early
years specialist, and was further interested in comparing the early years curricula in both
countries. She was struck by the level of autonomy allowed US educators compared with
the tight prescription of such documents as ‘Desirable Outcomes’ for Nursery Education
and the National Curriculum at Key Stage One (see Table 4 for comparison). Jenny
Hughes teaches music education to both primary generalist and secondary specialist
students, and had the opportunity to visit US schools and experience the very different
secondary music curriculum. In the US pupils have a choice of Band, Orchestra, or Choir
in school time, compared with such groups in England being offered normally as extra-
curricular activities. Changes are afoot, however, and the US general music class seems to
be gaining greater status. World musics are being taught as one might find in an English
school at Key Stage Three, although to date the level of practical involvement in
composition is nowhere near as common in the US as it is in English classrooms. Since
the two music curricula are so different, it was felt that students on both sides of the
Atlantic would benefit greatly from an opportunity to experience each others musical
cultures, and a music students short exchange programme is planned for the future. The

Ages
National Curriculum of England Elementary, Jr. High, & High School in 

the United States
5 years Reception Early Years & Key Stage 1 (infants)
6 years Year 1 Kindergarten (not compulsory)
7 years Year 2

Note: Children are expected to achieve level 
1,2, or 3 within the requirements of Key Stage 
1

First Grade

8 years Year 3 Late Years & Key Stage 2 (juniors) Second Grade
9 years Year 4 Third Grade
10 years Year 5 Fourth Grade
11 years Year 6

Note: Children are expected to achieve level 
2,3,4, or 5 within the requirements of Key 
Stage 2

Fifth Grade

11-12 Year 7 Secondary & Key Stage 3 Sixth Grade
12-13 Year 8 Seventh Grade
13-14 Year 9

Note: Children are expected to achieve level 
3,4,5,6,or 7 within the requirements of Key 
Stage 3

Eight Grade

14-15 Year 10 General Certificate of Secondary Education 
(GCSE)

High School -Freshmen Level

15-16 Year 11 High School -Sophomore Level
16-17 Year 12 Advanced Level General Certificate of Educa-

tion ("A" levels)
High School -Junior Level

17-18 Year 13 High School -Senior Level
Diploma Diploma
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possibility of extending this opportunity to mentors, who have already expressed an
interest in both countries, is also being explored.

Table 4
A comparison of recent legislation and documentation relating to early years education in England
and the United States

Our relationship continued through e-mail between April and July 1998, when Dr
Staley brought a group of early years students to UCW to undertake school experience in
local primary schools. The students were well prepared for the visit; Jenny Hughes gave
them a short presentation while at BSU in April, and Dr Staley continued their
preparation in the intervening months. The following quotations testify to the value of the
experience for the students, many of whom had not travelled outside Indiana, let alone
visited Europe.  ‘I learned that people and cultures are very different. You can read about
these sorts of things in books, but because you’re used to living one way, it’s hard to
imagine the rest of the world living differently from you. I couldn’t have seen this and
come to this realisation at Ball State’. ‘I learned not everyone feels and does things in the
same manner that I do. Also, that we may be worlds apart but may have the same desires,
wants, and needs’. ‘I learned more in Worcester than I could ever have possibly learned
taking those classes at Ball State. I was exposed to a different culture and different
schools with different ways of doing things which I learned very much from’.

What of the future? In addition to facilitating further student exchanges, we intend to
develop our own relationship further and to write more extensively on our comparisons of

Early years in England

Legislation

Early Childhood in the United States
Publication – NAEYC
National Association for the Education of Young 
Children

Year
1984 Accreditation Criteria
1986 Developmentally Appropriate Practice

(4's and 5's)
1987 Developmentally Appropriate Practice 

(Birth – Age 8)
1988 Education Reform Act

(National Curriculum)
1989 Children's Act

Inspections by the Office for Standards in 
Education (OFSTED)

1990 Guidelines for Appriate Curriculum and Assessment
Part I (Ages 3-8)

1991 Accreditation Criteria (Revised)
(Birth – Age 5)

1995 Desirable Outcomes Guidelines for Appropriate Curriculum and assess-
ment
Part II (Ages 3-8)

1997 Developmentally Appropriate Practice
(Birth – Age 8 Revised)

1998 Literacy Hour
1999 Numeracy Hour
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the partnership model of teacher education.  We intend to use each other as a resource for
further reflection and feedback on our own research and teaching. There is no doubt that a
close relationship with a colleague from another culture can be richly rewarding in terms
of both professional and personal outcomes, and we warmly recommend it to other
colleagues -by the way, we’ve become very good friends!
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Abstract

In this paper, the authors discuss the findings of two cross-cultural studies, which investigated
conceptions of learning, and learning disabilities held by College of Education students in Finland
and Canada. The study constitutes findings of a larger research project between the University of
Saskatchewan, Canada and the University of Oulu, Finland.  The results indicated that education
students see learning, from their personal point of view, as a complex process requiring such aspects
as emotional involvement, time for reflection, an awareness of differing perspectives, a feeling of
growing personal autonomy, dialogue with others, and collaboration with peers and experts in the
learning process. On the other hand, they seem to think that pupils who fail to learn in school
settings, setting that may be devoid of these aspects, are personally disabled. The results also
showed that  both Canadian and Finnish education students overestimate the prevalence of learning
disability among school- aged children as compared with the estimates given by researchers in the
field. Education students gave estimates (Canada, 18.7%, Finland, 19,7%) that were nearly three to
four times higher than the estimates given by researchers (3–8 %). From the theoretical point of
view, we found what appears to be negative relationship between college of education students'
conceptions of learning and their conceptions of learning disabilities. That is, there seems to be a
fundamental contradiction between the ways in which education students describe favorable
learning situations and how they describe learning situations where children referred to as learning
disabled  fail to learn.
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Introduction

The way future teachers think about learning and learning disability is extremely
important for the future of their pupils. Educators’ belief systems about the abilities of
their pupils have been shown to be powerful factors in the practice of special education.
For example, in the United States 51 % of all students served in special education, are
identified as having a specific learning disability (Clark, 1997). It has been assumed that
when the movement toward more inclusive settings for pupils with learning disabilities
gains strength, it becomes increasingly important to recognize how teachers perceive the
academic skills and outcomes of these children. In their classical study Rosenthal and
Jacobson (1968) showed that pupils who were believed to be gifted by educators both
achieved higher grades and were evaluated higher than their age equivalent peers were. In
the same way educators' beliefs and knowledge on learning disability have a central role
when student is suspected to need further assistance in teaching and learning. Ysseldyke
(1983) showed that approximately 80% of students who are assumed by educators to
need special education services will result in affirmative classification. Clark (1997)
found that teachers clearly held high expectations that their students with learning
disabilities are less competent, would fail again, and should expect to accomplish less as
a result than their nondisabled peers.

On what basis do educators classify their pupils as learning disabled?  Evidently, the
most important starting point is how educators conceptualize learning disability. What
they know about its characteristics, prevalence, causes etc. On the other hand, we believe
that in order to identify a pupil referred to as learning disabled, educators have to have
some kind of preconceptions of what learning is. In this study we were interested in
knowing how these different aspects are reflected in the opinions and conceptions of
future school personnel.

How educators conceptualise learning disability

In spite of the fact that the number of studies in the area of learning disability has been
increased and, for example in Finland, various research approaches have been developed
for better understanding of the nature of learning disabilities (see e.g. Lyytinen, 1992;
Niemi, 1990; Olkinuora, 1988), we still do not have a clear picture of how well teachers,
pupils and parents have been informed about the different approaches and latest findings
of the learning disability research. Conversely, there is a growing group of researchers,
who are concerned about the accuracy of the concept of learning disability. They believe
that it is an ill-defined category and may lead to misdiagnosis and difficulties in
differentiating general learning problems from learning disabilities (Adelman, 1992;
Flynn, 1992; Hallahan, 1992; Shaw et al., 1995).

Many studies indicate that regular educators do not seem to have enough theoretical
and practical knowledge about learning disabilities (Flynn & Kelly, 1996; Swanson &
Christie, 1994; LaPointe, 1998). Problems in theoretical basis of learning disability
produce many difficulties for teachers, parents and especially pupils who may be at risk
of being misidentified as learning disabled and marginalized as persons in the school
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system. Research findings also show that regular teachers do not know the specific needs
and problems of the students identified as learning disabled. For example, students, who
were identified as learning disabled, assumed that their teachers were unaware of the
stigmatization effects caused from labeling students as learning disabled (Barga, 1996).

There is a lack of extensive information about how regular educators conceptualize the
process of learning difficulties and how they characterize pupils referred to as learning
disabled. One major difficulty facing the learning disability field lies in determining an
appropriate prevalence rate. Rates can vary widely and little consensus exists in this area.
According to previous research the estimations of the prevalence of learning disabilities
in the school-age population varied from 0–5 % (Hallahan, 1992; Trucker, Stevens, &
Ysselduke, 1983) to 5–8% (Ahonen, 1992) but during the last decade even such high
estimates  as 15–25 % have been  proposed.

The main reason for the difference in estimations lays in different definitions of the
concept of learning disability (Kavale, Forness, & Lorsbach, 1991). Problems are caused
also by the fact that diagnosing methods have been borrowed from medical sciences
(Närhi, 1993) Although one may claim that diagnosing methods have become more
accurate, the nature of learning disability has turned out to be a more complex issue than
researchers assumed. Finally a general tendency seems to exist also in learning disability
research; the more a certain phenomenon is studied the more it has been found. (Hallahan,
1992)

Kavale and Reese (1991) surveyed special educators' beliefs and perceptions about
learning disabilities. While the average percentage estimated by the special teachers was
6%, responses ranged from 0% to 30%, causing considerable variation (standard
deviation = 5%). The results also showed that according to special educators the most
popular cause for learning disabilities was neurological dysfunction, which was chosen
by 75 % of the sample. The findings of the study also revealed that special educators did
not believe that educational variables like poor teaching might influence the development
of learning disability.

In a recent study Flynn, Kelly and Janzen (1994) found that a sample of first year
college of education students in Canada estimated that 19 % of school- aged children had
learning disabilities. Such an estimate is at least three- to four times greater than the range
of 0–8% of pupils cited by experts in the field (Ahonen, 1992; Hallahan, 1992; Lyytinen,
1997; Sheperd & Smith, 1983; Tucker, Stevens & Ysselduke, 1983). The overestimation
of future teachers, if carried over into their teaching practice, may have serious
consequences for many pupils’ academic success and chances in life. Ysselduke and
Algozzine (1982) have reported that as many as 95% of pupils referred for assessment of
learning disabilities are ultimately labeled as learning disabled. Further, Lytle (1988)
found that only 2% of children placed in special education programs were successfully
returned to the regular classroom following remediation. In the worst case, young
teachers from the study of Flynn et al. (1994) might refer 19% of their pupils for
assessment of possible learning disabilities.
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Learning theory and the concept of learning disability

Our research is based on the assumption that the main problem regarding the conception
of learning disability is how it is related to contemporary theories of learning. In recent
years the debate concerning the dominant paradigm in learning research has polarized to
two main perspectives; cognitive and situative approaches (see e.g. Anderson et al., 1997,
Greeno, 1997; Kumpulainen & Mutanen, 1998). The cognitive approach is based on the
idea that human learning is basically an individual process, and the essential task of the
scientific study of learning is to clarify how various physiological, psychological and
social factors affect this process. The situative approach has been elaborated from various
theoretical point of views, but this approach agrees with the idea that the most adequate
premise in learning research is, that it is a complex social process. The situative approach
rests on an assumption that social and individual components are not distinct and separate
entities.. The main idea in learning is not in constructing the individual cognitive process,
but rather joining into the community of practices. That is, learning consists of reciprocal,
transformed and partial incorporations of the person and the world within a complex field
of relations between them. There is no clear boundary between intra- and extracranial
aspects of human experience. According to the situative approach more emphasis should
be given to social relations in which persons and practices change, reproduce and
transform into each other (Järvilehto, 1998; Lave, 1993).

However, the conventional concept of learning disability follows the medical and
individual model in describing the construct of learning disability. It is based on the
information processing theory of human learning. This perspective excludes social and
ecological aspects from the analysis, or keeps them as inert background variables of the
human learning process (Coles, 1989; Flynn, 1992, 1996; Närhi, 1993).

The aim of the study

In this paper, the authors will summarize and discuss the findings of two cross-cultural
studies, which investigated conceptions of learning and learning disabilities held by
College of education students in Canada and Finland. In the first study we were interested
in knowing how education students in Canada and Finland conceptualize learning in their
narratives of “real learning experiences“. The second study presents findings of the
investigation in which education students from Canada and Finland were administered a
questionnaire concerning the characteristics of learning disabled pupils. An important
point to consider here is that the two differing perspectives of College of Education
students' (i.e. conceptions of learning and conceptions of learning disabilities) were
studied using different methodologies. In the first part of this study, education students
described their own personal experiences of learning. In the second part of the study,
education students described the learning disabilities of others, that is, the students were
not learning disabled themselves and were not speaking in the first person about these
experiences. This methodological difference may present some difficulties when
comparing the direct results of the two studies, but, it does not hinder us in our attempts
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to answer the question of whether or not the students' conceptions of learning and
learning disabilities had any sort of common theoretical basis.

Results

Characteristics of  “ good“ learning experience given by education 
students in Canada and Finland

In the first study we examined how Canadian and Finnish education students’ beliefs
about learning were manifested in their experiences of “good“ learning situations. A total
of 120 Canadian education students (86 female, 34 male) and 114 Finnish education
students (83 female, 31 male) participated in the study. The mean age of Finnish students
was 23.03 ± 4.49 and Canadian students 23.90 ± 6.50. 

 Our aim was to study learning as “students’ social practice“ in order to understand the
way they view learning. In other words, we wanted to determine, what the characteristics
of the students’ personal experiences of favourable learning situations really are? With
this in mind, we asked Finnish 15/02/00and Canadian education students to describe any
situation in which they felt they really had learned something. Students were free to
describe any situation which came to their mind. This study consisted of the analysis of
responses to the open-ended question, “Give a concrete example of a situation and
context where you really learned something“. It was assumed that written narratives or
“critical learning incidents“, as we call them, help students to describe learning from a
more authentic and personal point of view than, for instance, asking them to define
learning.

The following six qualitatively different categories emerged in the students’ narratives
both in Canada and Finland (Soini, 1999). The major features that distinguished "good"
learning experiences were;

• Emotional involvement in the learning process
• Reflectivity and feedback
• A possibility to see things from different perspectives
• Autonomy
• Dialogue / conversations with others
• Collaboration with peers or experts.
In summary, education students see learning, from their personal point of view, as a

complex social process requiring such aspects as emotional involvement, time for
reflection, an awareness of differing perspectives, a feeling of growing personal
autonomy, dialogue with others, and collaboration with peers and experts in the learning
process.
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How education students in Canada and Finland conceptualize learning 
disabilities

Two specific aspects were chosen to describe education students’ conceptions of learning
disability: estimations of the prevalence of learning disability and characteristics of
students referred to as learning disabled. A questionnaire developed by Flynn et al.
(1994) was used to examine education students beliefs about the prevalence of learning
disability and their conceptions of learning and behaviour patterns associated with a
learning disabled pupil. The whole questionnaire consisted of 13 items concerning
different aspects of learning disability. It was designed to take approximately fifteen
minutes to complete. Students were firstly asked to indicate their age, gender and year of
university. The questions of special concern for this study were:
1. What percentage of students in school are learning disabled?
2. What sort of learning patterns or behaviour would lead you to believe a student was

learning disabled?

Education students' estimations of the prevalence of learning 
disabilities

In this study, we asked 540 College of education students from Finland (n=245) and
Canada (n=295) What percentage of pupils in schools are learning disabled?"  We found
that Finnish and Canadian education students gave estimates of the prevalence of learning
disabilities among pupils at approximately 19% of the school population. The results also
showed that Finnish education students gave higher estimates of the prevalence of
learning disabilities than Canadian education students (Flynn, Soini, Kelly, & Tensing,
1998). The average estimates among Finnish education students were 19,7 % and
Canadian education students 18,7 %. The graphic presentation of the estimated
prevalence of learning disabilities in the school population by country and year of
university is provided in Fig. 1 (Soini, 1999).

Fig. 1. Estimated prevalence of learning disabilities among school-aged children by country and year
of university (Soini, 1999).
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Education students descriptions of the characteristics of a pupil 
referred to as learning disabled

The finding that education students overestimate the prevalence of learning generated a
question: What do education students actually mean by learning disability? In order to
answer this question we asked students to describe what sort of learning patterns or
behaviour would lead them to believe a pupil is learning disabled? In other words, we
were interested to know how education students characterize pupils referred to as
learning disabled. It was assumed that the descriptions given by education students afford
us an opportunity to analyze how well future teachers are informed about the main
characteristics of learning disability. We were also interested in seeing if education
students’ beliefs about learning disability might change during their four year studies at
the college of Education. A constant comparative method was utilized to sort responses
into qualitatively different categories according to the type of disability described
(Fetterman, 1989; Lincoln & Cuba, 1985).

The following six categories provided by education  students emerged from the open –
ended responses (Flynn, Kelly, & Soini, 1998; Soini, 1999). 

1. Inattention

In order for units of meaning to be included in the Inattention category, the following
rules of inclusion were applied: 1) a pupil has lack of concentration skills 2) hyperactivity
and restless 3) attention disorders.

2. Non participation

As one of the major signs of learning disability education students described a pupil who
has 1) a general negative attitude toward school achievement. Another group of
responses in this category stressed that 2) passive and withdrawal behaviour in a learning
situation  might indicate that actually a pupil has learning problems. A pupil is  not caring
if school work is done or he/she  has a lack of motivation. He/She is 3) unwilling to
cooperate with teacher or with his/her classmates.

3. Underachievement

The responses of this category indicated that 1) a pupil is not able to perform the tasks
according to his real qualifications or prerequisites or 2) a pupil is not able to perform
the tasks according to minimal demands of her/his age level  or  3) there is a discrepancy
between some basic skills.

4. Comprehending difficulties

The category “comprehending problems” was created according to the following rules of
inclusion: 1) A pupil misunderstand the basic concepts 2) a pupil is unable to organize
his studying and he has difficulties doing homework. 3) A Pupil has difficulties in
following the directions given in a learning situations
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5. Specific difficulties in reading, writing or calculating

The responses included in this category were categorized according the following
principles: 1) A pupil has  specific difficulties in basic learning skills like reading, writing
or calculating he/she might be learning disabled. 2) A pupil may have language problems
or 3) problems in visual, auditive, motor or perceptual skills, which generate different
areas of studying.

6. Emotional disturbances and antisocial behaviour.

The category emotional disturbance and antisocial behaviour was firstly included in the
category nonparticipation. The statements which were included in this category referred
to the following features in pupil’s behaviour. 1) A pupil is anxious, withdawal or shy.
She /he has difficulties with social skills. 2) An aggressive pupil, who  is continuously in
conflict with his/her teacher. These pupils do not want to follow the orders of  a teacher
or they disturb their classmates all the time.  3) Depressed pupils with low-self-esteem.

Conclusions

The present study describes Finnish and Canadian College of Education students'
conceptions of learning from two completely different perspectives, that is, from the point
of view of successful learning and from the point of view of learning failure. The
characteristics of "good" learning found in this study support the conception of learning
developed by situative learning theory. From the student point of view real learning
experience was an emotional and holistic process where students had the possibility to
reflect on their own work, as well as others, and to look at things from new or different
perspectives. In a good learning situation artificial control was removed and students had
the ownership and control over their learning. It was based on active collaboration with
peers, or with experts, or both. Dialogue was an essential part of real learning experience.

The results concerning the education students' concept of learning disability showed
that education students in Canada and Finland overestimate the number of students
referred to as learning disabled. Students from both countries gave estimates that were
nearly three to four times higher than the estimates given by researchers and experts in the
field. When we studied more closely, what education students mean by learning disability,
we found that students identified that learning problems may sometimes turn out to be
attention disorders or passive and “nonparticipating“ behaviour in school situations. They
also knew that learning disability may appear as processing and comprehending
problems, or discrepancy between the excepted ability and the perceived achievement.
There were some slight cross-cultural differences between the ways Canadian and Finnish
education students described learning disabled pupils (see Flynn, Kelly, & Soini, 1998,
Soini 1999). However, it was summarized that education students from both countries
characterized a typical learning disabled pupil as a passive, poorly motivated and
withdrawn student, who sometimes disturbs his or her classmates and does not follow the
orders of the teacher. That is, education students included in the conception of  learning
disability all kind of learning problems found in schools.
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It was concluded that future teachers have poor knowledge of learning disability when
compared with the conventional definitions of learning disability or views of the experts
in the field (see e.g. Flynn & Kelly, 1996). For example, many Finnish education students
spontaneously  mentioned that “I do not know anything about learning disabilities“. The
main problem of “a broad perspective“ on learning disability is, that if students are not,
for instance, participating or paying attention in class, how do we know if they really are
learning disabled?

In the light of the present study it is possible to understand, why education students
overestimate the prevalence of learning disabilities among school-age children.
Researchers and experts in the field define learning disability from the narrow
neuropsychological perspective emphasizing specific disorders in academic skills and in
neurocognitive processes (see e.g. Lyytinen, 1992). Experts admit, that there may exist
problems in social interaction and emotional disturbances with learning disabilities but
they do not by themselves constitute a learning disability. Learning disabilities are
intrinsic to the individual and presumed to be due to neurocognitive dysfunctions.
However, education students included in their descriptions all kind of learning problems,
not just problems associated with specific academic skills or cognitive dysfunctions.

From the theoretical point of view, it is important to bear in mind that educators
“broader“ perspective on learning disabilities is not necessarily a “wrong“ view. Many
students for various reasons do have problems in their learning. But if the broad
conception of learning disability is connected with the narrow neuropsychological
explanations of experts then we really are in trouble. For example, Kavale & Reese
(1991) have shown that experienced educators also generally assume that neurological
dysfunctions are the primary causes of learning disabilities. According to this vision, the
number of students with learning disabilities will increase in the future (Hallahan, 1992),
but the explanations for this phenomenon are given by neurologists and
neuropsychologists, who localize the problems of learning in the nervous system of
pupils. Furthermore, educators do not seem to believe that teaching or other educational
factors could possibly influence the onset and development of learning difficulties
(Kavale & Reese, 1991; LaPointe, 1998). There is a real danger that the diagnosis of
learning disability is becoming a popular and easy way to neuropsychologize all kind of
learning problems in schools. Although the diagnosis of learning disability is not
established by teachers or other school personnel, the way future teachers think about
learning disability is extremely important for the future of their pupils. This is an
especially important point of view for the researchers of learning disability and colleges
of teacher education.

In summary, we found what appears to be negative relationship between college of
education students' conceptions of learning and their conceptions of learning disabilities,
that is, there seems to be a fundamental contradiction between the ways in which
education students describe favorable learning situations and how they describe learning
situations where children referred to as learning disabled  fail to learn. On the one hand,
education students see learning, from their personal point of view, as a complex process
requiring such aspects as emotional involvement, time for reflection, an awareness of
differing perspectives, a feeling of growing personal autonomy, dialogue with others, and
collaboration with peers and experts in the learning process. On the other hand, they seem
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to think that pupils who fail to learn in school settings, setting that may be devoid of these
aspects, are personally and neurologically disabled.

In their conceptions of learning disabilities, it would be easy to concluded that the
educators in our sample are narrow-minded in their view of the problem. If children do
not learn in school there is simply something wrong with their genetic makeup or their
neurological functioning. But we propose that the problem lies not with educators but
with the researchers in the field of learning disabilities who train these educators. The
educators are not ignorant, they are simply reporting what they have been told by so-
called experts. It is the experts who need to get their research and theoretical act together.

Overestimates of the prevalence of learning disabilities by Finnish and Canadian
education students are indicative of a troubling trend in our theoretical knowledge of the
learning process and the very nature of learning problems among pupils referred to as
learning disabled. In spite of the shortcomings of our understanding of the learning
process, and the organization of schooling subject to these shortcomings, we continue to
hold pupils personally responsible when they fail to learn effectively. This is not the fault
of educators and school administrators, it is the fault of those who inform the work of
these practitioners, that is, researchers and theoreticians in the field of educational
psychology. Researchers and theoreticians in educational psychology continue to stress
the psychological and neurological nature of learning disabilities while ignoring, for the
most part, intervening variables such as the aesthetic experience of the learner and social
ecology of that experience that is vital for successful learning.
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Abstract

Across many countries in Europe there is a drive to raise the standard of education. Many quality
assurance systems are in place to ensure high standards of pupil achievement. In Higher Education
this emphasis is often apparent in the changing curriculum for pre service and in service teachers.
There is increasing pressure to concentrate on teachers’  understanding of how to raise attainment
levels of the averagely performing and more able pupils. This has sometimes led to a reduction in
emphasis on understanding how to meet the special educational needs of underachieving pupils. In
a rapidly changing society, there are new developments in the nature of educational provision, with
polices of inclusive education providing a controversial cutting edge for change. This paper
identifies new key questions in international provision for pupils with special educational needs and
indicates ways in which national Higher Education Institutions can be more effective in meeting its
responsibilities. This is especially important when the European favoured responses are more
focussed upon social educational rather than the North American psychological approaches. The
questions raised should help teachers to enquire how to raise standards for those pupils who are less
able. It is written mainly for lecturers who are not fully familiar with current issues in responding to
special educational needs.

Introduction

Every self-respecting tutor of teachers in Higher Education will probably claim to be
aware of how to help students meet the special educational needs of pupils. In many cases
this claim will be based on their own personal classroom teaching experiences. Yet in
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recent years a number of factors have changed the nature and perspective from which
provision for pupils with special educational needs should be met. Some of these factors
include:

• A greater emphasis by national governments to raise educational standards and to
improve the quality of teaching, which in turn has focused teacher attention on the
raising of standards of achievement for the able pupils (Humphreys & Thompson,
1995).

• A move towards more inclusive education and the significant reduction of separate
special school placements, which in turn has led to a wider range of disability in the
mainstream classroom (Johnstone & Warwick, 1999).

• A change in perspective by disability groups who have argued for a more holistic
approach to meeting their needs, as they themselves perceive them (Siegal, 1999).

These changes should have a major impact on tutors in Higher Education and in
particular on the way in which special course provision is offered. This paper recognises
that there is a distinction to be made between courses for new student teachers and for
those for the qualified and experienced. It recognises that there is a distinction to be made
between general subject teachers, and those who have a recognised special educational
needs qualification. The bottom line is, that in the mainstream classroom of today,
teachers are far more likely to have to respond to pupils with significant as well as mild
learning challenges. At the same time they are also being asked to improve the
effectiveness of their teaching and raise standards of achievement especially for their able
pupils. These new demands, in turn, ask new questions of the tutors who are responsible
for providing appropriate courses. 

It is recognised that provision for special educational needs will vary from country to
country and as a consequence the needs of teachers will also vary. Therefore instead of
giving answers this paper will pose questions, the answers to which will vary according to
the culture of each country and according to the nature of Higher Education provision
(Kaufman, 1999). All of the questions raised in this paper should be familiar to those
tutors who are special educationalists, but it is hoped that they will encourage non-
specialists to enhance their current provision. The new thematic group offered by the
Special Educational Needs European Teacher Education Network SENETEN (1999), will
allow new pan-European opportunities for students to appreciate new challenges, outside
of the restrictions of their own cultural frameworks.

Some basic questions for teacher educators

Each institution in each country will have its own rationale for its own range of course
provision (Humphreys, 1997). Within each course the emphasis on the meeting of special
educational needs will vary (Driver & Cope, 1999). The following set of questions is
worthy of consideration as a set of criteria against which to evaluate the appropriateness
and effectiveness of the student experience.

• Are the students aware of the strategic direction and development of SEN provision,
both regionally and nationally?

• Can the students identify, assess and plan to meet individual special educational
needs?
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• Are the students able to teach effectively, ensuring maximum access to the
curriculum?

• Do the students appreciate the social and emotional concerns of their pupils as they
prepare for adult life?

• Do the students feel able to develop the communication, literacy, numeracy and
information communication technology skills of all their pupils?

In all instances it is essential that teachers appreciate that education is a process of
lifelong learning and that the pace of teaching should be appropriate to the ability to learn
and the demands of an age related sub culture (Grant, 1999). In this context the European
emphasis on responses to special educational needs increasingly tend to focus on the
development of self-esteem, and equality of opportunity. The North American system
tends to be still more focused on the more traditional respnonses to psychological testing.
It is important that tutors in Higher Education appreciate the value of the more
educationally inclusive European perspectives.

The question of human rights

There is a world-view of special education provision that is outlined in the Salamanca
Statement (1994). This view should be appreciated by all of those in Higher Education
when they are considering the appropriateness of their course provision. In 1994
UNESCO called upon world governments to:

• give the “highest policy and budgetary priority” to improve educational services so
that all children could be included, regardless of differences or difficulties;

• “adopt as a matter of law or policy the principal of inclusive education” and enrol all
children in ordinary schools unless there were compelling reasons to do otherwise;

• develop demonstration projects and encourage exchanges with countries with
inclusive schools;

• ensure that organisations of disabled people, along with parents and community
bodies are involved in planning decision-making;

• put greater effort into pre-school strategies as well as vocational aspects of inclusive
education;

• ensure that both initial and in service teacher training address the provision of
inclusive education;

The importance of this statement as a worldwide indicator should not be underestimated;
especially when there still remain many examples of educational disadvantage arising
from sub culture differences. There is an increasing concern with this issue about how
liberal democratic societies respond to the human rights of ethnic minorities (Singh,
1999). Teachers need to be aware of the fact that special educational needs should be met
and not created in the classroom.

Learning to listen to voices

Part of the new approach to special educational provision in Higher Education courses,
demands that students are aware of the need to listen to the voices of those pupils who
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require a special educational response. The answers to the following questions need to be
constantly in the minds of all teachers. The importance and relevance of these questions
should be discussed in course provision.

• What is the difference between difference and disability?
• How can marginalised voices be heard?
• How can barriers to communication be overcome?
• What do pupils and their families think of the current educational provision? 
• How do people with disabilities experience inclusion in education?

Perhaps the most important concern is that teachers should enquire and learn to respect
the voices of those with disability. It is important that extra time and understanding is
given, especially by teachers in training, to appreciate how those with special educational
needs feel about their learning failures and successes. Equally it is essential that much
more attention is given to the voices of the disabled when mainstream focussed research
is initiated (Rodgers, 1999). Too much of the current research in teacher education is
based on the understandings of an exclusively able bodied group of pupils. Inclusive
education involves responding to the results of inclusive research.

Acknowledging changing multi-professional roles

There is an increasing emphasis within the European Union that educational under-
achievement is closely related to social disadvantage. New policies that are emerging in
relation to Socrates and Tempus funding are stressing the need for teachers to work with
social pedagogues and social workers. This new emphasis in policy has had limited
impact on professional practices in relation to schooling and also, on the training of
teachers. In the broader context of disadvantage that is related to disability, teachers in the
“inclusive” classroom will need to understand how to harness multi professional advice
not only to guide individual pupil learning, but also to influence how they must adapt
their own approaches to curriculum planning and teaching (Humphreys & Knill, 1996).
Perhaps most importantly of all, teachers will need to readdress their practices of working
with parents in a genuine co-educational context. Tutors of teachers in Higher Education
will have new questions to ask, such as:

• How can special education provision and services contribute to the provision of more
inclusive education?

• What contributions can parents and community groups make?
• In what ways can different professional groups collaborate?
• What are the implications for the changing professional role of the teacher?
• How can special schools promote inclusion?

Exploration of these questions should be the responsibility of every tutor as they not only
refer to good school practice be teachers (Humphreys, 1997), but they would also
automatically include reference to the educational needs of all pupils.
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Understanding national policy implications

The inclusion of more pupils with a wider range of special educational needs is often
guided by new emphases within national government policy. Increasingly teachers are
aware of the speed with which national government reforms can affect their opportunities
to practise in their own classrooms. There is a clear need for all teachers to appreciate the
nature and consequences of constantly evolving legislation. Key questions might include:

• Which Groups are currently marginalised within, or excluded from existing
educational arrangements?

• What policy developments are occurring at national, district, community and school
levels?

Within the English schooling system a number of important questions are being asked of
all teachers by the government, DfEE (1997). These questions indicate the changing
culture of special educational provision:

• What more should be done to ensure that pupils with SEN, are able to reach their full
potential?

• How can we provide effective support for parents to give them real opportunities to
influence and contribute to their child’s education?

• How can we improve current arrangements of classroom practice so as to focus on
practical support?

• What needs to be done so that mainstream schools can educate children with a wider
range of SEN?

• What more should be done to improve the training of teachers and other professionals
working with pupils with SEN?

Without such awareness then the education policies of a State can themselves lead to
educational disadvantage and thereby create special educational needs (Mazawi, 1999).
In those countries where teachers in mainstream schools have become empowered to
work as having a responsibility for all pupils, then the wider communities have also
appreciated their collective responsibilities (Johnstone & Warwick, 1999).

The question of higher standards of attainment for all

Most importantly, we are seeking to ensure that more teachers see themselves as being
responsible for the education of all pupils. This applies as much to special educators who
need to be fully aware of the benefits of new practices in mainstream schools as it does to
regular teachers who need to be aware of newly evolving practices in responding to
special educational needs. In England there are a number of mechanisms by which
schools are encouraged to raise standards of pupil achievement. Ofsted and DfEE (1996):

• Setting targets to raise standards
• Internal review through data analysis
• Using indicators to monitor performance and set targets
• Involving parents
• External review and support
• The role of national targets

It is important that norm referenced educational analyses are not used to determine the
targets of educational achievement for all pupils. Success that is gauged by all pupils does
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not allow for different rates of progress of either the more able or those with lesser ability.
The right to higher educational standards is the right for all pupils. For those who are less
able, appropriate assessment procedures are essential, if teachers are to be challenged
rather than merely congratulated by their results (Fogell, 1999). In the UK current
approaches to the raising of standards for those in special schools are significantly less
sophisticated than those used in mainstream schools. It is important that all teachers are
able to appreciate that their own achievement is dependent upon the progress-related
success of all of their pupils.

Identifying special teaching skills

The most pressing questions from teachers about how to meet pupil’s special educational
needs tend to revolve around the actual challenges that are faced in the classroom
(Humphreys, 1994). These become more acute, the greater the disability of the pupil or
pupils within one class. For example dealing with one pupil with Downs syndrome can at
times be championed as a novelty of successful integration. This can be
counterproductive in the long term as the ability gap widens with increase in age. There is
a delicate balance to be achieved between the challenges of pupil learning, the range of
knowledge and ability of the teacher, and the selection of criteria used to demonstrate
which aspects of inclusion are effective (Siegal, 1999). Some of the key questions that
Higher Education courses should help teachers to address include:

• What forms of classroom practice can respond to pupil diversity? 
• What special teaching techniques contribute to the learning of which pupils?
• What organisational conditions foster the development of inclusive setting?
• What are the barriers to all pupils’ development in an inclusive setting?

Teachers would benefit from a more sophisticated awareness of differences in pupil
patterns of learning so that they varied their teaching approaches more effectively. When
tutors focus on subject content, they may forget that successful learning for all pupils may
be dependent upon successfully varied teaching strategies.

Questioning if the “Inclusion” sledge needs brakes?

In spite of the rhetoric of inclusion, there are still those who believe in the value of partial
segregation (Humphreys, 1997). Effective full inclusion is, in fact, very expensive, yet
governments seem to be supporting inclusion and integration not because of equality of
opportunity but because they perceive it to be less expensive. Limited education budgets
are being used to prove that new education systems are successful for the able and little
financial focus is given to raising standards of education for the less able.

• Many teachers still do not have the knowledge or skills to deliver the standards of
education required for less able pupils in an inclusive context (Knight, 1999). Full
inclusion may mean lack of special identification and this is counterproductive to
meeting special educational needs when teachers are inappropriately experienced.
There are two important questions to be answered here:
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• Where is the evidence that integration/inclusion improves academic performance?
• Where is the evidence to indicate the most appropriate instruction practices

performed by a single teacher in a full size inclusive school classroom?
The answer to these questions may well be complicated be the difference between the
basic beliefs of special and mainstream education. The special school tends to see the
needs of the child first and the curriculum as being in need of adaptation. Conversely, the
mainstream teacher tends to see the demands of the curriculum as being more central to
meeting the citizens’ needs into which the needs of the child are subsumed child
(Cameron, 1999).

Accessing the SEN-ETEN web-site: A special opportunity

The European experience of inclusive education is gathering momentum and more and
more pupils from special schools are being educated with their able-bodied peers. Each
country is at a different phase of development of its inclusive practices and each has its
own story to tell. There is a lot for teachers to learn by visiting different schools in
different countries. The observation of real school practice and the face to face
discussions between practitioners, is a vital component of effective course provision.

The new SENETEN web-site (1999) provides an opportunity for individuals to access
a wide variety of specialist opportunities in may countries across Europe.

• There are opportunities for student exchange and staff exchange, both of which can
be substantially funded by Socrates Erasmus from the European Union. 

• In addition Socrates Comenius funding can be used to support post-graduate activity
which will fund student access to study at Masters and Doctorate level. In order to
take advantage of both of these Socrates funds bi-lateral agreements should be
established at least fifteen months in advance of the student visits.

• There is also an opportunity to collaborate in research activity that is aimed at
producing articles worthy of international publication. Again the new SENETEN
web-site gives details of how to access these specific opportunities according to
different interests.

The SENETEN web-site provides an opportunity for two categories of tutors to access
this special resource. Firstly non-SEN specialists can appreciate how to give their
undergraduate student-teachers access to current SEN concerns and international
practices. Secondly SEN specialists can gain access to a wide variety of focused
international experiences for their post-graduate students and experienced teachers.

Looking forward

It is recognised that in each country, there is a widely different continuum of response
through pre-service and in-service provision to meet special educational needs. The
concerns that have been addressed only identify key questions. The solutions are
culturally specific and rely upon the  socio-political conditions that prevail in each
country.

• Some Basic Questions for Teacher Educators
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• The Question of Human Rights
• Learning to Listen to Voices
• Acknowledging Changing Multi-professional Roles
• Understanding National Policy Implications
• The Question of Higher Standards of Attainment for All
• Identifying Special Teaching Skills
• Questioning if the “Inclusion” Sledge Needs Brakes?
• Accessing the SEN-ETEN Web-site; a Special Opportunity

The issues raised in this paper may not be so new, but the opportunities of the SENETEN
web-site are a fresh resource that can be accessed to help tutors give their students rich
and innovative European experiences. At the very least, the tutors of our Higher
Education Institutions, should be sufficiently aware to give their students access to the
new social educational ways of understanding that will allow them to meet the
educational needs of every pupil. The traditional psychological models of meeting special
educational needs have been shown to have their limitations as well as being too removed
from current pedagogical frames of reference. It is acceptable that the tutors do not all
have the necessary understandings, but it is not acceptable that tutors deny their students
the ability to meet their teaching responsibilities.
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Inequality and teacher education: Challenges for the third 
millennium
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Abstract

The subject of equality/inequality in education is not new. It is also clear that most democratic
countries claim, and probably believe, that they espouse equality. Unfortunately, however,
arguments can readily be adduced to show that this is not so. This paper concentrates on a relatively
neglected ingredient in the debate concerned with educational inequality: that of the role of the
preparation of teachers. The education of teachers provides a unique opportunity in which
significant advances can be made in equipping teachers to tackle inequality in schooling. This is not
to subscribe to the belief that teachers, or indeed, schooling and education can ultimately effect
systematic inequality which besets our societies and underlies the differential outcomes in
educational achievement. Throughout this paper, inequality is recognised and related to class,
gender and ethnicity. If trainee teachers are to become effective in delivering equality of
opportunity, they need conceptual tools and analytical skills to critically reflect and enquire about
their own and the broader experiences of these issues in school and society. The paper strongly
advocates that teacher education needs to provide not only relevant classroom skills but also to
focus on their critical examination. It has a key role in pushing back the frontiers of inequality in
society.

Introduction

Perhaps the most noble theme within the context of education has been the concept of
equality and/or equality of opportunity. Yet, the reality within education services in most
western societies has been the persistence of inequality and of inequality of opportunity.
There is a substantial body of international literature which bears testimony to this. Much
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of this literature clearly shows that certain sections of the population or society suffer
from multiple disadvantages. Evidence also exists which shows that inequality of various
kinds operates against their chances of success in the fields of education, employment and
other aspects of life (Verma & Darby, 1992). A major obstacle to progress lies in the fact
that educationists and education services function within the legal, social and historical
contexts of the societies they serve.

More recently, social and educational reformers have begun to assert that States, by
their legislation, and perhaps more significantly, by their administrative processes, are
concerned to ensure the perpetuation of inequality so that those who have, retain their
privileges, and those who have not, continue to be deprived of them. Such an arrangement
is seen to serve the stability of the State well.

Most western European countries claim, and probably believe, that they espouse
equality and that it is a central pillar of their law and administration. Unfortunately,
however, arguments can readily be adduced to show that this is not the case. British
society, for example, has long been characterised by well-established and largely taken
for granted inequalities of gender and class, to which, more recently, should be added
‘race’. British national history is full of examples of exploitation of both minority groups
and of the working class masses. The principles of stratification present in today’s society
are grounded in Britain’s history of colonialism, imperialism, urbanisation and the
industrial revolution. It is only in the last fifty or so years that there has been the
beginnings of an ideological shift towards equalitarian issues arising from the labour
movement, civil rights campaigners and women’s rights, signalised in the United Nations’
Declaration of Human Rights.

Inequality is both a relativistic and generic term, particularly when it is analysed
within the educational context. Nevertheless, the term has an important part to play in any
discussion relating to the effectiveness, and the effects, of the educational process. More
recently, inequality has been debated in the context of other forms of social stratification –
those of gender, ethnicity, race, socio-economic status and urban/rural differences. Such
issues are very much at the heart of the ‘equal opportunities’ debate, particularly in
western countries. There is no dearth of evidence that demonstrates that certain sections
of society are not being given a fair chance to make progress in the fields of education,
employment and other aspects of their lives. There is also a relativist element in the
context of equality. For example, in many developing countries, female education beyond
a very basic level, is regarded as less important than male education. Even in some
apparently sophisticated societies, inequality in educational access and opportunity
between the sexes is not uncommon.

In many countries, debates and discussions have been going on during the past two or
three decades as to how educational institutions and the curriculum can be modified to
meet the challenges of plurality in society. There is no consensus as yet as to how best to
educate all children and young people in a culturally diverse environment. Educational
reformers have been asking what contribution education should be making towards
creating a society in which the life chances of all are enhanced and fairly distributed
(DES, 1985).

In most western societies, academics have developed various models in the last thirty
years or so, and have used them to address the issues of inequality within the educational
context. The most popular approaches to advocate and provide equality of opportunity
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have been multicultural and anti-racist education. These have had some effect on the
perceptions and practices of some teachers – mainly, however, restricted to those who
work in schools with substantial ethnic minority populations. It has to be said that
teachers in schools where main stream cultural pupils are the norm have failed to see the
significance of these approaches to them. The consequence has been that teachers have
failed to change the ideological perceptions of society at large. There has been
widespread failure to recognise inequality within the education system, and racial
prejudice and discrimination in society at large remain at a high level in the U.K.

Viewed at the global level, inequality has both social and political implications. We
live in an interdependent world, where we have to work and interact with nations of
different races, cultures, ethnicities beyond our borders and with people of varying
cultural, linguistic, religious and ethnic groups within our borders – the one affecting the
other. In such a world of increasing interdependence – economically, socially and
politically, multicultural education can play an important role in challenging stereotypes,
prejudices and ethnocentric perspectives of both individuals and groups.

Some policy makers believe that, as the twentieth century draws near to its end, we can
see more than a glimmer of hope. However, we cannot turn a blind eye to disturbing signs
of re-emerging violence, intolerance, so-called ‘ethnic cleansing’, anti-democratic and
anti-semitic activity. It is one of the duties of educators to lead future generations away
from the brink of the volcano. Such flashpoints should serve as a reminder of the dangers
of getting it wrong.

Education is about the exchange of knowledge. New technology provides great
opportunities and educators should, and do, welcome these opportunities. But like all
things with a potential for good, these new developments hold within themselves the
potential for misuse. The frontiers that exist to divide nations will not disappear in the
short term. However, education can at least begin to dismantle the barriers which exist in
our minds. It is vital, therefore, that education should have a more humanist dimension –
that it should strengthen peoples’ ethical and moral perceptions.

Over the last three decades or so, research reports, government inquiries, large- and
small-scale studies conducted in many countries of Europe have clearly demonstrated that
ethnic, religious and cultural minorities remain the object of conscious and/or
unconscious discrimination and that this adversely affects their life chances. It also
deprives them of their legitimate rights as citizens in a democratic society to enjoy the
economic and social mobility which are taken for granted by the mainstream cultural
groups. It was not until the 1960s and 70s that ethnic minorities throughout the world
were prompted by the black consciousness movement in the United States and became
aware of the fact that their identities were being eroded because of assimilationist social
and educational policies. This awareness caused them to challenge the disparity between
the declared values and principles of democratic societies and the realities of those
policies as they experienced them in their everyday lives. There is evidence from research
to suggest that many of the conflicts that arise between the school and ethnic minority
communities, and many of the cultural disparities that pupils experience, are caused by
conflicting values, beliefs and behaviour (Verma, 1989, 1990; Verma & Pumfrey, 1994).

Our own studies over the last fifteen years have attempted to identify and explain
factors associated with inequality in educational institutions in Britain experienced by
ethnic minority students. These include:
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• Stereotyped attitudes in teachers;
• Low expectations among teachers;
• A Eurocentric/Anglocentric curriculum;
• Biased assessment and testing procedures;
• Poor communications between school and home;
• Racism in the educational system;
• Racial prejudice and discrimination in society at large.

Having briefly dealt with the concept of inequality, I would like to turn to a relatively
neglected ingredient associated with educational inequality, and that is the role of the
preparation of teachers. In doing so, I do not subscribe to the belief that teachers, or
indeed, schooling and education, can have any real and immediate effect on the basic
societal inequities which beset our societies and underlay differential outcomes in
educational achievement. Nevertheless, education is an invaluable commodity, important
not only to individuals but also to the societies in which they live. Given that it is
invaluable to both, much rests on the quality and nature of the education offered, which,
in turn, rests on the quality of the teaching force available to provide that education. It
can also be argued that an active teaching force could affect public and political attitudes,
since they constitute not only a body of opinion but also a potentially powerful force to
create opinion in society.

Teachers as a professional body have both a say and a vital part to play in the operation
of the educational system. Perhaps most significantly, individual teachers have always
been instrumental in providing educational opportunity for their pupils and students and
in alleviating aspects of inequality in schools and classrooms.

In the majority of teacher education programmes in Europe, America, Canada and
Australia, there is little or no attention paid to the issues of racial and ethnic diversity,
socio-economic and social class disparities and gender discrimination (Verma, 1993).
Even those programmes that purport to address specific issues embedded in an equal
opportunities framework, usually do so in a minimal or superficial manner. Furthermore,
instead of presenting those programmes in a unified and coherent manner, they are often
fragmented and contradictory, reflecting what Reed and Beveridge (1993) refer to as the
‘pluralistic epistemology of teacher education’.

Teacher education needs not only to focus on the classroom, in terms of the
‘mechanics’ of teaching and learning, but also on the impact of these on classroom
interaction. That impact has important implications for the wider societal processes,
especially as far as the reduction of inequalities is concerned. Teachers need to be aware
that the teaching-learning processes are not culturally neutral but are heavily value-laden.
This has an important bearing not only on what is taught and how effectively it is taught,
but also on how pupils and students perceive themselves, their fellow pupils and others
around them. It is important that teachers understand more about how the cultural
messages, implicit in their teaching processes, affect pupils from diverse backgrounds: for
them, it may be possible to improve the focus of their teaching.

There is a moral obligation implicit in the task of teacher education to consider how
best to prepare teachers to work in schools so that they will be:

• conscious of the ethnically and culturally diverse nature of the societies they live in;
• capable of recognising their own prejudices;
• be able to identify discrimination in others and in the institutions they work in;
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• prepared to act as agents of change in the education of a diverse and pluralistic but
harmonious society.

There is some evidence to suggest that many, if not most, trainee teachers have quite
well-formed ambitions of the kinds of schools they wish to teach in, the priorities they
have in seeking to develop young minds, and the kinds of youngsters they intend to work
with. However, as maturing young adults undergoing a course of professional
preparation, it is reasonable to expect these intentions to be subject to change and
refinement.

How, it might be asked, could some of the objectives, referred to above, be achieved?
Let me briefly itemise some of the characteristics of a programme of teacher education
that I believe might succeed.

Teacher education programme

A teacher education course should take account of the needs of a teacher to:
• be equipped to prepare young people for a life in a multicultural and harmonious

society;
• have an awareness and understanding of racism, both historically and in contempo-

rary society, and to be conscious of the various forms in which racism manifests
itself;

• have an awareness of intercultural relations and of their social and economic con-
texts;

• be able to teach with sensitivity and skill, recognising the particular needs of ethnic
minority students;

• interact effectively with colleagues in the institutional framework in relation to these
issues.

The curriculum of a course of teacher education should be permeated with these
concerns. This can be achieved by:

• raising the awareness of the students and encouraging a critical approach to cultural
bias, prejudice, racism and stereotyping in teaching schemes, school texts and other
teaching materials, and the ways they are used;

• adopting an approach to all subjects in the curriculum which avoids an ethnocentric
view of the world;

• recognising the values of teaching which identifies and acknowledges effectively the
aspirations of all pupils and students and which seeks to enhance their chances of
maximising their potential;

• preparing all elements of the course with multicultural and anti-racist considerations
in both theoretical and practical components;

• identifying and using effective strategies of working with pupils whose mother ton-
gue is not the language of instruction.

Objectives such as these derive their legitimacy from the ideals of a multicultural
education. All students should arrive at an awareness of the cultural identity and belief
systems of different ethnic groups and a respect for their values. This should be regarded
as being of personal benefit to them as people and as essential for a humane and just
society. Without this awareness, and without an understanding of how racism operates to
their disadvantage, young people intending to be teachers are not adequately equipped to
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guide and help form the attitudes of children and adolescents as they prepare them for life
in the society in which they are growing up.

The awareness of racism

It is important that all young professionals go to their appointments:
• having had their personal consciousness of racism raised and being sensitive to the

dangers of unintentional racism in their attitudes, expectations and evaluations of
pupils from ethnic minorities;

• aware of racism occurring in all aspects of professional practice – for example, in
curriculum materials, classroom management, home-school relationships, academic
and vocational guidance, testing and assessment, and inter-pupil relationships;

• able to recognise, understand and combat racism in its institutional as well as in its
individual forms.

Intercultural relations and the socio-economic context

Trainee teachers should be made aware that schools and pupils are part of the community
and society in which they are situated and should be given a broad theoretical framework
to help them to make sense of, and respond appropriately to, the professional challenges
which they pose. This framework should include:

• the patterns of living, social customs, religions, linguistic diversity, and economic
conditions of different ethnic and racial groups;

• the sociology of urban change, and of social and economic developments with special
reference to inner-city schools, settlement and dispersal and their effects on schools;

• the effects of legislation and social policies on all forms of discrimination in educa-
tion and employment.

The school and the classroom

Trainee teachers should be made aware of the school as a whole institution and the
desirability of schools having a clear policy of equality of opportunity with its associated
code of conduct together with a published and clearly understood stance on racism in all
its forms. They should be made aware of the difference, for example, between a school
treating all its pupils the same and treating them equally. They should also be able to
understand the importance of gaining the confidence of the parents of ethnic minority
pupils if the children and adolescents in their professional care are to avoid conflict
between home and school. It is also essential that all students should have experience
during their training for professional life in a school with an ethnic minority population.

Teacher training institutions should adopt a holistic approach to deal with inequality.
This means that the system of addressing educational and social inequalities is integral to
the structure of the whole institution. An awareness of cultural and ethnic differences in
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communication, in methods of reaching decisions and implementing those decisions,
needs to be incorporated into management structures, procedures and systems. The
introduction of equal opportunities policies and procedures in many institutions has been
marked by a bureaucratic and administrative approach. If communication and decision-
making are going to be accessible to people with a diversity of social, cultural, linguistic
and religious backgrounds and experiences, then the system and structure have to use a
variety of approaches. Opportunities for the exchange of knowledge, skills and values can
create new thinking and new concepts as well as reducing or eliminating conflict.
Whatever the current fashionable terminology, the concepts of race, culture, ethnicity,
gender and social identity, combined with issues of equality are central to the
development of a structure where a diversity of peoples can engage in equal exchanges
and enjoy a fair share of resources.

We clearly have a long way to go, if we are to equalise opportunities through teacher
education. Progress depends very much on the time, commitment, energy and resources
which institutions are prepared to devote. One thing, however, is certain: ethnicity, class
and gender issues are not minority issues. They are closely bound up with the majority of
our population and are therefore a mainstream issue in both schools and higher education
institutions. We need to adopt a holistic approach to equality which means that systems
for addressing social, cultural and gender issues must be integral to entire organisations. It
is time to move these issues from the periphery to become central to our agenda as
teacher educators in the Third Millennium.
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Abstract

In this article I will reflect upon the prerequisites of emancipatory pedagogy in educational sciences
and in developing teacher education in the light of the theory of communicative action by Jürgen
Habermas. Since Habermas originally introduced his theory of knowledge and human interests in
the late 60’s, the idea of emancipatory action research has been taken up for international discussion
in the field of teacher education and in the educational sciences. The purpose of this article is to
discuss the possibilities of developing teacher education on the basis of this theory. A fairly
sceptical stand is taken for the possibilities of promoting communicative rationality in educational
practices through developing teacher education.

The applications of the theory of communicative action to action 
research in teacher education

The theoretical background of action research in the field of teacher education has been
studied from various sources. Various critical sociological and educational theories and
ways of approaching action research have for decades been contending against one
another. For years, this field of research has also focused attention upon the philosophy of

1. I have also developed this conceptual apparatus in different context - in the context of schools and higher
education generally - in the following publication: Anttonen, S., Heikkinen, H. L. T. & Willman, A. (1998)
Action Research and the Theory of Communicative Action. In R. Erkkilä, A. Willman & L. Syrjälä (Eds.),
Promoting teachers' personal and professional growth (pp. 23-34). Oulu: Acta Universitas Ouluensis. E 32.
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Jürgen Habermas, a German sociologist and philosopher and the most significant
contemporary representative of critical theory. In the 1980's, action research was
influenced by Habermas's theory of knowledge and human interests (see Carr & Kemmis,
1986). The latest applications of action research have been based upon Habermas's
(1981a, 1981b) theory of communicative action (see also Kemmis, 1995).

When looking at the relations of Habermas's philosophy and action research, one must
take into account that for instance Carr & Kemmis have applied and developed
Habermas's theoretical concepts to be used expressly by action research whereby there
are also clear differences in these approaches. For instance, the theory of knowledge and
human interests has originally been developed in the field of the theory and the history of
science. It is a theory on how three basic knowledge-guided interests have been
historically materialised in the different fields of science: in the natural sciences mainly as
technical interest; in the cultural sciences as practical interest; and in the critical social
sciences as emancipatory interest (see also Anttonen & Huotari, 1995).

In the action research in the field of teacher education, this starting point has been
applied especially to the reflection of the interests from which action research is carried
out - is it directed towards the socio-technological control of people or to the development
of activities starting from people's own needs and starting points (Carr & Kemmis, 1986;
Fischer, 1990). The relations of the theory of knowledge and human interests and action
research have been closely analysed by Erkki Lahdes in the Finnish educational sciences
(1989, 1994). The practical applications of action research has tried for example Rauni
Räsänen (1993) in the field of teacher education.

The applications of the critical theory and the Habermasian theory of communicative
action to action research may be partly explained by the fact that both approaches seem to
have the converging aim of changing existing reality and, if possible, making it better. As
Habermas (1987) states regarding critical theory: the objective of critical theory is to
change the self-understanding of modernity. The objective is more modest than what has
been customary set in classical critical theory because it does not promise, as such, very
large structural and systemic transformations as did classical Marxism. It does, however,
imply a critical orientation: the objective of which is not to conform to the kind of self-
understanding of modernity and rationality through which the economic and
administrative sub-systems of modern societies colonialise the structures of life-worlds:
culture, community and personality (see also Anttonen, 1994).

Something similar is also attempted by that type of action research which is not
intended to realize the interests of a state bureaucracy or the capitalistic system and not
designed to make the "life-worlds" or the practices of universities and teacher education
to change in conformity with the rules, regulations, and practices of these powerful
organisational systems (see in detail Kemmis, 1995). The essential questions are: “To
what extent can action research be separated from the realms of administration and
economics?” and “What are the actual objectives and interests of action research?”
Kemmis (1995) argues that some variations of action research have also been employed
as developmental measures and have originated from the initiatives of administrative
systems.
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Life-worlds and systems as problem fields of teacher education

Habermas (1981a, 1981b) conceptualises society both as a system and as a life-world.
When society is seen from the system theoretical perspective, it consists of a system and
sub-systems, for instance an economic system, a political system, an educational system,
and a general system made up of the interrelations of all these systems. These systems are
characterised by the fact that they are made up according to the logic of strategic action
whereby action is co-ordinated primarily by the instruments of money and power and
directed at the maximisation of profits and success in the "power game". When society is
looked at from the interactional point of view, it consists of a life-world whereby
attention is paid first and foremost to the interaction of people and of everyday life as a
function building society. Characteristic for the life-world is that it is made up according
to the logic of communicative action whereby action is co-ordinated in linguistically
transferred "consensus" which often forms an unquestionable and unconscious basis for
everyday action (see Habermas, 1981a, Habermas 1981b).

Another question is to what extent action research or any type of research is able to
start purely from the life-world and from the developmental needs of the grass-roots. For,
if we are to believe Habermas (1981b), the life-worlds of people are, in any case,
connected in two ways with the systems and the sphere of strategic action controlling
them: On the one hand, the people can have some influence on the constitution of the
systems, at least as voters in the political system and as consumers in the economic
system - to exaggerate the situation a little. On the other hand, the systems have a very
great influence on how the life-worlds and their different aspects (i.e. culture and cultural
capital, the stability of communities, and the personalities of the people) are formed. Even
in Finland in the recent years, there have been various changes in the system of society
which have had a great influence on the structure and operations of educational
institutions, at both the public school and higher educational levels.

Habermas' (1987) aim is to build a social analysis originating simultaneously from the
theory of “the system” and the theory of “action” by linking the concepts of system and
life-world (see also Anttonen, 1994). From the viewpoint of action research, this starting
point means the widening of such theoretical perspectives which have previously mainly
concentrated on researching and changing action at the micro-level (Kemmis, 1995).

The perspective of the system theory supplements the starting point in two ways. First,
it enables researchers to analyse what kind of effects the transformation of systems have
on people's field of action at the life-world level. It is true that Kemmis (1995, pp. 30)
warns action researchers against adopting only the perspective of the victim of the
changes in the systems in these analyses. These warnings are based on the fact that the
victim's perspective seldom leads to action, unless one can be emancipated from the role
of victim. It is, however, important to analyse the negative effects of the transformation of
systems on the life-world. Especially important are those times when the changes in the
systems are very large and take place within a very short span of time. As such, such
changes easily break the interaction of life-worlds - and even people.

Secondly, the theoretical framework of the system opens the question of the limits of
action research and the effects of action originating from the life-world. However, the
theoretical framework of action research upholds the idea that there is room for action
deriving from the grass-root level. Also, the research orientation which approaches
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educational policy primarily as a macro-level problem confirms this argument. It is again
another question as to how far the changes that have come about through action research
have had an effect. Can the cultural, social, and personal spheres of the life-world be
changed by means of action research? Can it even influence the structure of the
administrative and economic systems? And if so or if not, on what prerequisites?

What kind of transformation can realistically be expected?

The prerequisites of communicative rationality and development of 
teacher education

The Habermasian reference framework of communicative action and especially
communicative rationality places demanding challenges upon action research in the field
of teacher education. The prerequisite for a well-developed form of communicative
action is that it is directed at consensus on the objectives of common action. The starting
points of action should be formulated in discourse directed at a mutual understanding
according to the interests of all the participants (see also Anttonen, 1993, 1994). The
essential question concerning action research in this connection is whose attitudes should
be represented when formulating the common objectives and rules of action.

If in addition to this, the pursuit of communicative rationality is set as an objective of
communicative action and action research, the goal-setting becomes still more
challenging. Communicative rationality means in the Habermasian discourse ultimately
the consensus reached by the utopian ”global community”. Such a consensus would
concern the direction and goals of action which would thus be based on world-wide
solidarity, mutual understanding, and forms of action realising general interests where all
elements of subordination, suppression, and exploitation would have been eliminated.

The concept of communicative rationality is a concept of social philosophy by nature
which is closely connected with a sociological concept of communicative action. It can
realise itself in social forms of action. The manifestation of communicative rationality are
for example the acts of formation of social morality according to the principles of
discourse ethics which will be realised in public, open, active, participating and equal
communication, also in communication which has been constituted as rationally as
possible. The power of communicative rationality to direct history presupposes the
realisation of democracy and the large-scale fulfilment of the minimal conditions of
morality which has been formulated according to the principles of discourse ethics in
social reality (see also Anttonen, 1994, 1998).

In order to be able to go forward in the realisation of such goal-setting, great systemic
changes are also required to the inauguration mechanisms which derive from
communicative action in the life-world. From the viewpoint of action research, an
essential question is, “To what extent can we expect action research to contribute to the
transformation of social systems?” True, there have also been poor trials of action
research in the field of teacher education. But, also the claims and preconditions of
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communicative rationality are too demanding for these experiments of action research in
the field of teacher education.

Transformation of the life-world of teacher education

The central challenges for action research in the field of teacher education are: On which
conditions can action research produce emancipatory effects on the life-world of teacher
education? On which conditions does it produce only pseudo-effects? And on which
conditions does it only colonialise the life-world of teacher education and promote social
technology? I argue that the prospects are pessimistic for action research to produce
transformation and changes in the economic and administrative systems and structures of
universities and teacher education. It, however, is realistic to suppose that the culture of
teacher education could be changed through communicative action and especially
through argumentation, that new forms of sociality can be developed, and that people can
develop a personal relation to common action. As suggested by Habermas (1981a,
1981b), transformation, and even improvement, can take place in the following areas of
the life-world: in culture, in the community, and in the personality of individuals.

An essential question in this connection is what kind of changes can be realistically
expected to take place in the systems. Can action research contribute to the development
of communicative rationality? It is not enough that only an action-theoretical, life-world-
based perspective serves as a frame of reference for action research because actions
realised in actual interactions between people, in a communal and personal sense, do not
implement in a pure form the rules of communicative action which determine actions
directed towards mutual understanding. One can argue, for instance, that the life-world of
universities and teacher education is, to a large extent, colonialised by a strategic, even
instrumental rationality, a competitive mentality, and a success ideology and is directed
by the imperatives of the system. Action research that ignores the system-theoretical
viewpoint does not catch the realities influencing the life-world of universities and
teacher education.

Transformation of the system of teacher education

Habermas (1981a, 1981b) developed the theory of communicative action in the optimistic
and economically booming 1980's. If the Habermasian goal for orientation to
communicative rationality is taken into account in action research, it is not enough to
attempt changing and developing the contexts of the life-world alone. The transformation
of the life-world is a necessary, but not a sufficient, condition. It is not a sufficient
condition because in the light of present developmental tendencies, it is justified to argue
that the social contexts of education and scientific research are nowadays penetrated by
strategic, even instrumental rationality. In order to be able to produce development
directed at communicative rationality, action research should also be able to have
influence at the systemic level.
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An essential question for action research is: should action research also try to change
the social system? If the answer to this question is “No”, then the next question which
naturally arises is: does action research directed at the transformation of the life-world of
teacher education have significance if the instrumental rationality of the economic or
bureaucratic administration system strikes back at the life-world and waters down the
possibility for development? Is it illusory to imagine that it is possible in modern societies
to build self-enclosed islands where the realisation of self-understanding would be
different than the egoistic pursuit of one's own interests and the maximisation of profits?
Through which channels can action research influence, for instance, the reconstruction of
administrative and economic systems? One possibility might be that action research could
contribute to the generation of civil movements and civil initiatives springing from the
life-world, from the grass-root level of teachers and students.

Limits of transformation and development

An excellent example of the structure of relations between the systems and the life-
worlds are the changes which have occurred in the field of Finnish higher education and
at the universities which have also caused the threat of elitism in teacher education in
Finland. The situation is new, because the Finnish educational policy has earlier been
based on the strong emphasis on equality and democracy in the 60’s and 70’s. These
relations of educational and social inequality illustrate the system - university and teacher
education - working in the background of action research itself. The how and why of the
transformation of these systems opens a perspective on the question as to what kind of
change or changes can realistically be expected from action research.

Even an extensive mobilisation of civil movements is perhaps not a very serious threat
to the instrumental rationality of the system. As an example of such channel of influence
softly and quietly controlling the grass-root level, one can mention the evaluation system
implemented in Finnish universities and field of teacher education, even in public schools
which has, finally, mixed together all the kinds of communicative and instrumental
rationality. Action has been taken but in a way that the university community has also
offered all its life-world functions as objects of evaluation and, at the same time, started to
play an interesting elimination competition with these factors: with sociality and co-
operation, with the action cultures of the departments, and even with people's
personalities. It seems that the university’s monetaristic-bureaucratic system with its
guard dogs and evaluations has been swallowed without complaint expressly in the hope
that the media, money, and power, will "rationalise" the life-world (cf. Kemmis, 1993).

A critical question for action research in this situation is where it is possible to find the
life-world-communicative basis on which action research will flourish and on which it
can build its potential for development of teacher education according to the principles of
democracy and equality. However, according to Habermas, the concept of communicative
rationality is an ideal one. It can be seen as a remote goal for action research - a goal
worth aspiring to in spite of the fact that it can never be entirely reached. It, however, is
important even as an idea because it is an ideal of democracy and equality.
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Building democratic principles and practices through 
service learning

Larry A. Vold and George R. Bieger

Indiana University of Pennsylvania, Department of Professional Studies in Education

Abstract

This paper describes a program that was designed to provide pre-service teachers with an
opportunity to live in an inner-city setting, work with teachers and children in a public school
classroom, and meet and interact with parents and community leaders in their communities.
Students' participation in a service learning project is described and the impact of this service
learning experience is examined in terms of the extent to which it helped students develop a realistic
understanding of the hopes, dreams, and aspirations that parents and the inner-city community have,
as well as their ideas of the problems and concerns they face. Students were required to keep a daily
log of their activities in which they commented on events they felt were significant, or on other
critical incidents which occurred. Samples from these journals are used to highlight the students'
perceptions and understanding.

Introduction

The basis for community involvement in educational programs stems from the
recognition that the U.S. is becoming increasingly a two-class society; the haves and the
have-nots. The haves are that portion of society which is predominately white and who
find their share of wealth and political and economic power increasing. On the other
hand, the have-nots tend to be ethnic minorities living in urban areas or the rural poor,
whose share of wealth and political and economic power have decreased. Mass media
note that this growing disparity brings about the development of two societies in the U.S.:
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the rich and poor and the Black and White, ever further separated from each other
physically and psychologically.

It is our belief that to bring about more awareness and a greater understanding of the
problems facing our split society we need to provide experiences which bring these
divergent groups together. Through increased exposure and first hand knowledge, it may
be possible to identify collaborative efforts that can be undertaken to bring our society
into line with the ideals we espouse about equality, fairness, and justice.

One way to break down the misunderstandings, stereotypes and biases is through
direct contact and dialogue. Melnick and Zeichner (1995) note that because ours is an
increasingly culturally diverse and increasingly unequal society, the use of community
people and community field experiences may be crucial for educating students to a higher
standard.

Some believe that community field experiences can be used to help students see
individuals as part of a larger community or family, not as isolated individuals. Also,
teacher education students have low expectations for students of color and are often
hesitant to work with students and parents whose background is different from their own
(Zeichner, 1993). Additionally, their knowledge is often stereotypical about the different
groups, their cultures, their histories, and their participation in and contributions to life in
the U.S. (Lauderdale & Deaton, 1993; Wayson, 1988). Faculty in teacher education fair
no better and typically have little diverse cultural experience. Nieto (1994) wrote of the
need for an experiential component that helps students examine themselves and their
attitudes about others, and which may lead to greater intercultural competence. Zeichner
(1993) noted that community contact is needed to overcome negative attitudes toward
culturally different students, their families, and their communities.

To lend support to these views, we need only turn to current learning theory, which
tells us that seeking, and understanding new points of view is essential to constructivist
education. Each of us makes sense out of our world by synthesizing new experiences into
what we have previously come to understand (Brooks & Brooks, 1993).

As teachers we need to be aware of our students point of view and their socialization
into the groups within the community. Otherwise, we are likely to doom them to
irrelevant experiences or failures (Banks, 1992; Mitter, 1992).

Many years ago, John Dewey (1916) wrote about the power of experience and the way
individuals learn. A number of his observations and precepts form the basis of our beliefs
about how one can best impact or change the ideas, attitudes and values people hold as
well as the behaviors they exhibit toward others. Dewey argued that:

a being whose activities are associated with others has a social environment. What he
does and what he can do depends on the expectation, demands, opportunities, and
condemnations of others. A being connected with other beings cannot perform his own
activities without taking the activities of others into account (Dewey, 1916).

Community involvement and experience with others establishes that setting. Through
community field experiences, we have set up certain expectations for individuals' actions,
which is the first step. Making those individuals partners in the activity so that they feel
its success as their success, its failure as their failure, is the completing step. We want to
establish a situation where there is a common experience shared, where there is a joint
activity with two or more persons engaged as partners in an action, where what each does
depends on and influences what the other does. This participation in another life, through
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the experiential activity, exercises an educative or formative influence unconsciously and
apart from any set purpose (Dewey, 1916).

Students who have had little or no exposure to other cultural groups see their activities
as strange or foreign, sometimes morally forbidden or intellectually and socially suspect.
The unconscious influence of our environment is so subtle and pervasive that it affects
every bit of our character and mind. Things that we take for granted without inquiry or
reflection are the things that determine our conscious thinking and decide our
conclusions. These hosts of action and thought are they ones that lie below the level of
reflection but have been formed in the constant give and take experience with others
(Dewey, 1916).

The community field experience then provides the social environment and consists of
all the activities of any one of its members. It can be truly educative in its effects in the
degree to which an individual shares or participates in some conjoint activity (Dewey
1916).

The program

The program was designed to provide pre-service teachers an opportunity to live in an
inner-city setting, work with teachers and children in a public school classroom and meet
and interact with parents and community leaders on their turf.

The goals we hoped to achieve were to:
1. counteract the stereotypic views about minorities, the poor, and urban education that

our students hold.
2. help students become more comfortable working with individuals who are racially or

culturally different from them.
3. help students gain a feeling for what being a minority person is like.
4. help students develop a sense of self-confidence so that they can effectively function

in an inner-city environment.
5. help students gain a more realistic understanding of the hopes, dreams, and

aspirations that parents and the inner-city community have, as well as their ideas of
the problems and concerns.

The urban seminar program has three distinct components:
1. work in a classroom
2. evening learning forums and reflection sessions
3. community involvement work projects.

This paper will describe students' involvement in the third component and will look
specifically at the impact this service learning had upon achieving the fifth goal stated
earlier. That is, we hoped to help students develop a more realistic understanding of the
hopes, dreams, and aspirations that parents and the inner-city community have, as well as
their ideas of the problems and concerns they face.

Students were required to keep a daily log of their activities in which they commented
on events they felt were significant, or on other critical incidents which occurred.
Samples from these journals will be used to highlight the students' perceptions and
understanding.
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Students' initial perceptions

The students' first perceptions as they enter the city and begin to explore the
neighborhoods are always revealing. There is an overwhelming sense of shock, surprise,
intimidation, and sometimes fear as well as amazement. One student explained it this
way: We loaded into a van and we were on our way. There was little conversation as we
passed abandoned houses, piles of trash, drug dealers, and graffiti. I really began to
wonder what the hell I was doing here. My parents tried to talk me out of going and my
thoughts were once again that I should have listened to Mom and Dad.

Another student commented about concerns raised by significant others:
When my family and friends heard that I was going to inner city Philly they went crazy. Eve-
ryone felt it was their duty to warn me about all the terrible things that take place in the city.
It did not matter to them that they had never been to Philadelphia, they felt they knew eve-
rything.

The degree of difference among various urban settings was described by one student,
who said:

I've been exposed to urban settings through work in the Pittsburgh City schools, but they
looked like the Ritz compared to what existed in Philly.

Another young woman who spent time in Detroit noted:

There was run down row housing in Detroit but the graffiti and garbage that is spread on
the streets and in the lots I just couldn't believe.

Another young woman described her first contact by stating that:
When we finally reached Philly, I was blown away. Yes, I expected to see graffiti and houses
that weren't as nice as the ones back home but, I was not really prepared for what I did see.
There was graffiti everywhere! Even on bulletin boards that towered over the city. I remem-
ber thinking how the hell did they get up there. The girl sitting next to me remarked, if you
stand still for 30 seconds do you get sprayed? The graffiti was only half the shock, row hou-
ses that lined the streets were completely new to me. Some had giant holes in them and some
had boards for windows. It was difficult to believe people actually lived there.

Other students were initially more judgmental about the conditions they saw. As one
student stated:

I have a hard time understanding why the homes and fronts of their houses are so dirty. The
garbage and debris was terrible! I can't understand why people don't clean up in front of
their homes and the graffiti all over the place.

Another student responded:

My initial response was how can these people live like this -- garbage, old tires, run down
homes, etc. I never realized how different my lifestyle was compared to these people who
live in this area. I feel like I have been living in a protective bubble.

Living in the community, even in a dormitory, necessitates a closer contact with real
people in a variety of settings. The initial trip to the grocery store to pick up food and
other necessities brought some interesting observations. One student stated:
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The trip to Cousin's grocery store left me very frustrated. I hope all the stores in Philly
aren't like this. It wasn't dirty, but had a peculiar smell and the prices were outrageous! It
made me mad that I had to spend so much money at a place with no selection.

The grocery store serves a mixed neighborhood population of Asian-Americans,
African-Americans, and Latino-Americans. Signs in the aisles and on many products are
in Spanish.

Another young woman described the experience by saying:
I was not aware of the diverse racial population I would find. I assumed mostly Black and
White. I never conceived there would be so many Latinos and Asians. I did feel really out of
place going to the grocery store especially since I was with a group of mostly Whites. I felt
the people looked at me and thought I was better because of the way I was dressed etc.

The sense of being out of place or different was expressed by another student who
stated:

An interesting and definitely noteworthy event took place at the Diner where we ate. A little
boy and his mother came out of the diner. She started talking to us and asking where we
were from. Her little boy remarked, "You're all white and I'm black" As I looked around,
laughing, I realized that I really was the minority here.

The feelings of being a minority were echoed by another young woman when she
recounted her experience in the grocery store:

We were the only group of whites in the neighborhood. I really didn't notice this until the
employees stared at all of us walking in. I think they were surprised to see us coming into
the store especially since we were white. It was even more obvious when a bunch of us were
waiting for others in the parking lot and one Black man said where did you all come from?
Why are all of you here? This struck me as very funny. This is something that would have
been said in my town about a large group of Black people. She was quick to add; "not out of
prejudice, but out of curiosity.

While not every student reacted the same way the general sense of community
conditions, and their role as an outsider in it, was the common view.

Community involvement activities

The community involvement component of the program is planned by the professors and
community leaders from the Norris Square area of the city. It is a mixed neighborhood of
African-Americans and Latinos with the vast majority being Puerto Rican. Service
learning projects, to be done by the students, are identified by the community leaders.
There is an informal network of local residents who put a major emphasis on
neighborhood clean up and beautification with particular emphasis on developing garden
areas and painting murals.

A more formal structure is through the Norris Square Neighborhood Project. Its
director is a "Catholic Sister" who also runs an Americorp Project and who, along with
others, is heavily involved in the activities of the Philadelphia Empowerment Zone. There
are a variety of activities that the university students undertake. However, they begin with
a visit to the center, an orientation to the community, and an ethnic meal. Projects are
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discussed with the group and students return to the neighborhood to work with
community people on them. Typical projects include:

• painting wooden butterflies that would be placed in one of the gardens
• painting the letters of the alphabet with a name of an item that represented that letter

(e.g. cat was the letter "g" for "gato".)
• drawing murals on two walls.
• street cleaning and trash pick up
• checking on houses in a designated area to see if smoke detectors could be put in

them.
• painting over graffiti
• repainting damaged murals
• surveying houses and lots in a designated section and reporting on their general con-

dition (part of an empowerment zone project)
• clean the park
• working with children on school related projects
• interacting with neighborhood children (expose them to university students)
• weed and seed program
• drug vigil in a high usage area
• repair and repaint offices in several neighborhoods
At this point it is important to review what our expectations are with regard to the

students' involvement. We believe that before students can change positions, or the beliefs
that they have, they must be knowledgeable about the conditions that exist. That is, they
must have real information about a situation, circumstances, or people upon which to
build a new perspective or way of acting. We again call on John Dewey to provide a
framework and support for this effort. In his book, Democracy and education, Dewey
speaks of the negative impact that occurs when one group has interests "of its own" which
shut it out from full interaction with other groups, where schools are separated from the
interests of the home and community, and where there are divisions of the rich and poor
and between the learned and unlearned. His essential point is that isolation makes for
rigidity and formal institutionalizing of life. We tend to see others as aliens and enemies.
We tend to fear contact with others for such intercourse might dissolve our customs and
would certainly occasion a reconstruction. An alert and expanding mental life depends
upon an enlarging range of contact. Even conflict among people at least forces them to
learn from one another and thereby expand their horizons (Dewey, 1916).

While the urban seminar program is primarily a school-related experience, the service
learning component is intended to:

• challenge students' assumptions
• create a dissonance in their mindset
• develop a cadre of advocates who not only will recognize errors and injustice but also

who will behave in a way to help resolve the problems that are identified.
Dewey explained that:

… a Democracy is more than a form of government; it is primarily a mode of
associated living, of conjoint communicated experiences ... the greater the number
of individuals who participate in an experience so that each has to refer his own
action to that of others and to consider the action of others to give direction to his
own is equivalent to the breaking down of those barriers of class, race, and
territory. It is the widening of the area of shared concerns and the inclusion of a
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great diversity of personal capacities which characterize a democracy...for only
diversity makes change and progress (Dewey, 1916).

Assessing program effectiveness

To judge the success of the urban experience and to see whether or not there was an
increased awareness about community, social problems and needs as well as a willingness
actively to address those problems, we must turn to the students' comments after their
involvement in the service learning component. What we hoped to see was a heightened
sensitivity to the problems faced by inner city residents, a more complex understanding
of the problem areas, greater identification with the community, and a view of community
problems as issues they need to deal with or help resolve.

One young woman described her experience this way:
Everyone involved in the clean up was so nice you could see they really cared about the
community and wanted to change it. One man told us how two years ago that very street
was the scene of a lot of drugs and fights. It was so bad you couldn't walk down it. But the
neighborhood group took over the area and put in a garden. They also wanted to buy land
on the other side and put in a garden. I learned so much from the whole experience. You
really don't understand what the community is like until you actually get out in it. There are
people who care about things like the gardens and want to make it better for them and their
children.

Another young man noted:

The people of the community do a good job of cleaning up the area and the new playground.
I talked with the parents and some of "my kids" and was made to feel welcome. They deserve
our respect for all they have done and because they are committed to bettering their commu-
nity.

He also stated:

The close family ties seem to knit the community together. There are many other things we
could add to this service learning that needs to be done. Our group needs to help the com-
munity. The food and fun at the end seemed to cement the relationship, that the early work
started, between us and the community.

One young woman notice that after she touched up a mural:

One girl told her girlfriend and they both were excited. I talked with them about how they
could get paint and do the same if it needed to be done later. They were upset by the graffiti.
Two boys that lived next to Waterloo came over to help out with the mural. We talked about
my college he wasn't optimistic about his chances but at least he wants to go.

Another student commented:

I enjoyed installing smoke detectors in people's homes. I never really knew what one of
those bad houses looked like on the inside. Some of them are really nice. It gave one a real
feel for where my students live in fact I saw one of my boys today and he really enjoyed
seeing me. Today made me feel like I really experienced multiculturalism I felt like I was
making a difference. I wish I could make that difference everyday.
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Another young woman said:
I was amazed at how well kept some of the homes were. I thought they would all be junk
holes. I know it's not a nice thing to think of when referring to people's homes, but that is
really truthfully what I thought.

There were personal connections made by the students: one young woman stated:
I love Iris Brown she gave me a whole new perspective as to why there are Puerto Ricans in
Philadelphia.

Another indicated:
The parents were very friendly and supportive. I was sort of surprised but very pleased to
see Venu's dad. Ishamel help me most of the day and he introduced us to his sister as his fri-
ends.

One young woman who worked inside on the butterflies stated:
The afternoon was relaxing because we were inside painting and it was also informative
because we learned a lot about the neighborhood from Iris's daughter...we talked about the
accomplishments, the community working together, the danger of the drug vigils and prob-
lems with crack addicts. We also met many of the community volunteers and their families. I
fell in love with Aerial (3 year old). She was friendly and amazingly intelligent.

Another young woman noted:

The sense of cooperation here is overwhelming. It's like nothing I've never seen before. Eve-
ryone is trying to make the place safe for the children. Parents came in to talk with us about
what we were doing in Philly and I felt very welcome. I don't get this sense of community at
home. We need this in my town.

Another student stated:

Here I would have expected that if strangers arrived and started talking to children on a
playground, all the parents would walk up and take their children away and head home like
we would where I live. Instead they asked us where we were from and what we were doing.
When they found out we were doing some painting many wanted their houses added to the
list. I guess they do want to see some changes.

Yet another student echoed the sentiment:
I felt very good about what we were doing especially when two women came up to a group
of us and thanked us. The projects benefits all of us because it gave us a chance to be part of
the neighborhood...Talking to one of the volunteer workers with two children who said she
was on the streets before she joined Americorps and now she was in school. What great
determination she has to get off that cycle of poverty. We need more opportunities for people
who have no where else to turn.

Increased racial awareness also occurred during this experience. One student stated:

After lunch I ran some fences to the police station with Hector. Now before this I thought
Hector was Black but he is Puerto Rican. This really pointed out my hidden stereotypes. I
didn't really notice how I had my own picture of what a Latino person looked like until
today. It's scary, I wonder what else I may not have realized yet...the people were so friendly.
One man brought me over to his sisters to use the bathroom. They were having a baby sho-
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wer. They invited me in to see the cake and eat and meet the family. Imagine a complete
stranger they are offering food to.

Another young woman spoke of the feelings in this way:
It really impressed me how much of a family spirit the Latinos had..I also felt as if whatever
I did would be accepted. That is something that is lacking in my own culture, something that
I miss...I was also impressed with how even in such a bad setting there was a feeling of secu-
rity and warmth. I think that is what making a home is all about, regardless of where it is.

The level of recognition of problems and of the responsibility to address issues that
affect the larger community through personal involvement was gained more by some
students than by others. One young woman, however, stated clearly the impact the service
learning had on her.

My heart cries out to these kids, I just want to share with everyone that someone thinks they
are worth while and loves them for who they are. I wanted to cry when I saw people that
looked so tired, rundown and old when they really are younger. I started thinking and
brainstorming ideas of how to get wealthier families back into the city so schools and com-
munities can have more money for programs. I started thinking about programs in Philly
and other cities that are meeting peoples needs especially through jobs.

I also started thinking and praying about my part of improving the city situation and how at
fault I have been for ignoring and passing off the urban problem for so long. All of us are
guilty of adding to the problem. There is definitely pride within the neighborhoods it just
gets lost under all the poverty at times.

Can the importance of service learning be overestimated in the development of an
effective education problem and a concerned active citizen? Again Dewey offers an
answer:

To learn from experience is to make a backward and forward connection between
what we do the things and what we enjoy or suffer from things in
consequence...Experience is primarily an active passive affair...but the measure of
the value of on experience lies in the perception of relationships or continuities to
which it leads up … the senses are avenues of knowledge because they are used in
doing something with a purpose.

Dewey also recognized that reflection is critical.
Thinking is the internal endeavor to discover specific connections between
something which we do and the consequences which result so that the two became
continuous...An ounce of experience is better than a ton of knowledge because it is
only in experience that knowledge has any verifiable significance (Dewey, 1916).

Conclusions

The student journal entries and other data provide evidence that the urban seminar
program, and its service learning component, has led to significant positive outcomes that
are both programmatic as well as personal.
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Personal Outcomes. Student journal entries provide a basis for concluding that the
urban seminar experience has produced positive personal outcomes. A comparison of the
initial entries with those made toward the end of the program reveal a tendency to refer
less to "those people" and more to "my kids."

Specific comments indicated:
• a recognition of a sense of community in urban neighborhoods
• a realization of the fact that people in urban communities want a better life
• an awareness that urban families care about their homes, which may appear decrepit

on the outside, but are tidy inside
• an understanding that urban parents and children have high educational aspirations,

but which they often see as unattainable
Students revealed that they were beginning to become aware of the stereotypical views

that they held and they indicated an appreciation for the feelings associated with being a
minority for the first time in their lives.

Another theme that emerged was the recognition that there are many subtle influences
that have a significant impact on economically depressed communities and the attitudes
of those who live there. Examples included the reality of absentee slum landlords and
dirty grocery stores with high prices and few choices. This led to the awareness of the
need for more economic and other opportunities in inner cities and the realization that
they could "make a difference" through individual and collective social action. A
common idea that was expressed was that "it's my problem now."

This identification led students to express a high degree of confidence that they can be
successful as teachers in urban settings. One student stated, "…these kids are just like
kids back home. A bit more streetwise perhaps, but wanting acceptance and a chance to
learn." Others added, "I had more discipline problems in schools near campus," and,
"Parents came to my class nearly every day. You don't see that back home." Still another
student commented, "I fell in love with the children and felt like I had something to offer
and would make a difference in their life." This self-confidence is further revealed in
comments like "this experience changed my life" and comments indicating a
reinvigorated sense of commitment.

Many of these personal outcomes have contributed to changes in various aspects of the
teacher education program itself.

Programmatic Outcomes. There are several ways to assess the impact that the urban
seminar has had in terms of the program itself. One way is to track the number of students
who express an interest in urban education. There has been a steady and noticeable
increase in the number of students who volunteer to participate in the urban seminar
program. Since the primary method of disseminating information about this program is
through "word of mouth" by students who have participated, it can be assumed that the
growth in interest and participation is related to the positive outcomes experienced by the
participants. At the same time, there has been a noticeable increase in the number of
students who request an urban site for their student teaching. There has also been a
corresponding increase in the number of students who seek and accept teaching positions
in urban settings.

Faculty members have grown to accept the value of experiences in urban settings. This
claim is substantiated by the fact that more faculty members each year volunteer to
participate in the urban seminar program. Informal discussions with faculty members
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indicate that they believe that students return from the urban experience with more self-
confidence and visibly more self-assured. Instructors in university courses note that these
students are more willing to contribute to in-class discussions and that they speak from a
reality that is based on their urban experience.

Additional evidence of the claim that faculty members value the urban program comes
from several program initiatives. Our academic department has demonstrated it growing
commitment to urban education by undertaking several new initiatives in that area. First,
an urban education track has been established in the teacher preparation program. This
track, which offers specific preparation for teaching in urban settings, is a voluntary
option for students. The inaugural cohort for this track has just been recruited and will
commence in the forthcoming academic year. Second, the department has begun
discussions with an urban elementary school with the ultimate goal of establishing a
Professional Development School, which is a partnership between a school and the
university for collaborative teacher preparation. Lastly, the initial field experience for
prospective elementary school teachers will become urban based in the forthcoming
academic year.

Programmatically, we believe we are developing program elements that will help us
develop teachers who can be successful in teaching children in culturally and ethnically
diverse urban settings. Programs such as the urban seminar have produced a rapid
transition toward producing students who are effective in multicultural education when
compared to students with similar backgrounds who have not had an urban experience.
Thus, we believe we have developed a program based on experiential, service learning
that fosters an appreciation of cultural diversity. Through such programs, it is our hope to
develop teachers who are devoted to the twin fundamental underpinnings of democratic
societies, namely, freedom and equality.
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Abstract

The article argues that from many perspectives teaching is an ethical profession. It discusses the
various ethical aspects of education and the role of teachers’ ethical code. Moral education is
singled out as one of the ethical aspects of teaching and teacher education. The article introduces
several approaches to moral education and discusses their validity at different times in school and
teacher education. The conclusion is that if teaching is an ethical profession, teacher education
should make teachers aware of it and integrate moral considerations into its programmes. The
article finally focuses on analysing teacher education from an ethical point of view. After a brief
historical summary the article describes the development process undergone in teachers’
professional ethics at the teacher education department of Oulu University.

Teaching as a moral profession

The teacher’s job has been understood slightly differently at different times. Many images
have been used about its main tasks, and various aspects have been emphasised. It has
been considered e.g. as a combination of skills, a form of art, applied science, an ethical
profession, and joint action research. Partly, due to that, also teacher education has been
understood differently (e.g. Liston & Zeichner, 1991; Niemi, 1989; Räsänen, 1993; Tom,
1984, 1987; Zeichner, 1983). It has been asked whether it is teacher training giving and
practising necessary skills, or teacher education which also focuses on creating
autonomous, reflective professionals who develop themselves and their work (Case et al.,
1986; Beyer, 1986). In the latter case the development work would be based on the
understanding of principle tasks of the profession and its moral code. It has been asked
whether a teacher is merely a transmitter of the culture or also its evaluator. Is the teacher
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only a civil servant realising what books, curricula and authorities state or should he/she
have readiness and courage to question and fight for the well-being of children? What is
his/her vision of the work? Is it the best of pupils and to create a better world for future
generations to live in?

As already stated above, the teacher’s work can be regarded as an essentially ethical
profession for many reasons:
1. Teaching and education are inevitably value-laden activities, because they deal with

issues like civilisation, growth, development – the idea is to make something better.
The interconnectedness between values, education and school is visible from aims to
single details like how many hours of each school subject we have at school. The
aims and practices of school reveal what we consider important and valuable: is it
being knowledgeable, sociable, creative, morally sensitive, co-operative,
autonomous, critical, and/or responsible? Teachers’ freedom to evaluate the aims,
choose and interpret contents and methods is relatively high (Strike,1990).

2. What makes a teaching profession particularly morally sensitive is that it is working
with children, who are easy to influence and are not capable of defending themselves
or their rights like grown-ups. The teacher should be aware of children’s vulnerability
and his/her special responsibility for them, their future and through children for the
societies’ future. The teacher has a lot of power e.g. through the grades and reports
he/she gives, and in that way he/she indirectly or directly influences also children’s
personality and future possibilities. Through the knowledge and skills the teacher
transmits or interprets he/she affects the world-view, competencies, and
understanding of the world. Teachers’ positive effects on a child’s life can also be
decisive: they can encourage, inspire and open new perspectives and possibilities
through their teaching. They can be reliable, caring grown-ups who consider both the
individual growth of children and the needs of the society.

3. What also makes teachers’ task ethically complex is the number of people who have
the right to define the direction of the work. In a way the teacher has many colleagues,
clients and employers. He/she has to consider his/her responsibilities to and for
children, colleagues, parents, and society – still not forgetting his/her own principles
and fundamental beliefs about his/her work. It is not uncommon that the values or
opinions of the parties involved conflict, even the two parents of a child might
disagree on certain issues. Sometimes one has to ask who has the final right to define
the child’s best and who is most competent to decide about it.

4. The fourth criterion for considering teaching a moral profession is its wide influence
on individuals, society and the future of humankind. There are no other professionals
that for such a long time work with all (or majority) of people. Considering the time
the possibilities to influence are incomparable. If education has an effect on people
(which I believe it has) teachers’ profession is very valuable in society: Teachers
educate future citizens and decision-makers that more and more are also world-
citizens (Peters, 1970; Strike & Soltis, 1985).
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Teachers' professional code of ethics

Several professionals like doctors and lawyers have very old codes of ethics. Their role in
the society and the basic values of their tasks have been clear: to promote and cherish
health and to safeguard justice. Teaching is an old craft but it has not necessarily been
included into the group of professions, which demand special expertise, autonomy and
action according to the joint basic value basis.

Teachers’ actions have been controlled by law, and in some countries codes of ethics
have been drafted. There are various approaches to forming such a code. It can be
published and distributed by the ministry or trade union or can be drafted after thorough
value clarification and discussions among teachers. One thing is evident – the more
teachers are involved the more committed one can expect them to be. Although including
all teachers in the process of developing and studying the professional code of ethics is
not easy, it is the goal to search for. It should be the topic of discussion in teachers’ pre-
and in-service training, in the unions and ministries. Children’s future should be the
topmost concern for everyone; teachers’ professional ethics is a vital prerequisite for
aiming at children’s balanced development and well being.

Although I have emphasised the values and norms in the teachers’ ethics, one cannot
forget the many skills the teacher needs. Professional activities are based on one hand on
professional knowledge and skills, and on the other on value and norm basis of one’s task.
Neither can be replaced by the other. Lack of professional skills cannot be compensated
by good ethical principles, and vice versa; both are needed for professionally responsible
actions.

Professional ethics is not a burden but an important source of inspiration in the
teacher’s work. It directs the relation between the teacher and other people and the
teacher’s attitude towards work and his/her duties. The purpose of defining ethical
principles and studying them together is to make people conscious of the special ethical
nature that is – or at least should have been – an integral part of the teacher’s work. The
code is meant to encourage professional identity, responsibility and empowerment.

Approaches to moral education

The teacher is expected to educate responsible citizens and individuals. That is why mor-
al education has traditionally been considered one of the areas of education and teachers’
ethics, but the approaches to it have differed and changed. The approaches have been
divided into e.g. 1) value-transmission, 2) value-clarification, 3) moral development-
theories, and 4) ideals of a community of ethical inquiry (Chazan, 1985; Hersh et al.,
1980; Kay, 1975; Lipman, et al., 1980; McPhail et al., 1975, Noddings, 1987, 1988;
Power et al., 1989; Pring, 1987; Purpel & Ryan, 1976; Raths et al., 1978; Scharf, 1978;
Straughan, 1988; Wilson et al., 1967; Wilson, 1973).

Direct and efficient value-transmission has been used particularly with young children,
and it has been defended by saying that there exist some universal ethical principles or at
least values and norms that responsible people agree on. Examples of such principles are
e.g. the golden rule of ethics or values presented in human rights documents. Others argue
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that although there are no such principles it is important for the next generation to learn
the values of the society they were born in.

The school of value-clarification emerged as a protest to value-transmission, and the
dangers of possible brainwashing, lack of critical consideration and not understanding the
principles were emphasised. In value-clarification approach students are not taught values
or norms but they are presented by problems and tasks where they have to face and
evaluate them. The defenders of this approach argue that uninternalised values which
others have given from above lead to double-morality, not to morally sensitive and
responsible action. They also justify their approach by pointing out that the world changes
all the time, so even values we have considered permanent must sometimes be
reconsidered: the list of values is not important but an individual’s active role in finding
the values. What is vital is to lead the student to the road of constant value decision.

Psychologists like Kohlberg (Power et al., 1989) have investigated the moral
development of individuals as they solve ethical problems. He and his researchers have
found out that people go through different moral stages in their lives depending on how
their ethical thinking is challenged. The child is naturally egocentric and concrete in his/
her thinking: punishments, prizes and consequences decide the morality of the deed. At
the next stage, opinions of the peers, members of the reference group and laws are central
in moral decision-making. The last stage is the phase of autonomous ethical deliberation.
The person understands that laws and principles are drafted by people but they should
safeguard the good life of everyone. Kohlberg states that people need challenge,
discussion and reasoning to be able to develop in their moral thinking.

The representatives of value-clarification school have been accused of value relativism
and simplification of the relationship between individual and society. The approach is
said to underestimate the influence of environment: people do not act in a vacuum or take
part in the value-decision processes out of their social context. The approach has also
been criticised because of the lack of ethical theory or knowledge.

The individual-centred approach of value-clarification has given rise to schools,
which, in addition to individual processes, emphasise community, joint discussion and
knowledge of ethics. The supporters of these approaches argue that morally sensitive
individuals and their deliberation of ethical issues is essential, but we live in
communities, and that is why joint decision-making based on dialogue and testing of
various values and norms is also important. Examples of community-based approaches
are e.g. Matthew Lipman’s and Nel Noddings’s schools and methods. Lipman emphasises
joint moral reasoning based on stories of children’s lives and the relevant skills in wider
society. The key-concept in Noddings’s thinking is caring. She has planned a school-
curriculum to prepare children to care for themselves, other people (close and remote
ones), living creatures, nature and constructed society, and dreams and ideals to strive for.
She argues that micro-society where caring is both studied and practised is the best
preparation for responsible citizenship.
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Teacher education and ethics

In the 1960’s and early 1970’s ethics was still part of teacher education curricula in
Finland. One can criticise some of its aims and approaches, but it showed that ethical
issues were considered important in education and teacher education. In the 1970’s it
disappeared, however, and not only in Finland but also in several other countries. It is
surprising why it was abolished at the time when changes were fast and there would have
been need to reflect the direction, aims and consequences. It is equally surprising that
although ethics was mentioned in the documents regulating teacher education the rhetoric
did not lead to any action.

In the end of the 1980’s ethics again became important in teacher education discussion
and gradually was included in the curricula. Teachers’ professional ethics began to
interest; experiments to teach it were organised. In spring 1999 researchers and teachers
of professional ethics gathered in Helsinki to discuss the aims, approaches and methods of
their teaching. Several questions were raised like who has the responsibility for teaching
and learning results in professional ethics. Are the students alone responsible, or teacher
education institutions, or employers or trade unions? The general impression seemed to
be that although learning eventually depends on the students, all parties involved – and
particularly teacher education departments – should take care of the area.

The teaching experiments have helped to develop courses on teachers’ professional
ethics. According to the experiences theory and practice should be closely connected and
ethical discussions should run through the whole education. Studying ethics and
clarifying values in theory does not alone help, but the studies should be combined with
one’s actions and schoolwork. There is need to reflect one’s deeds and problems
confronted at work from the ethical perspective. In this reflection, the tutor’s task is to
pay attention to the problems and widen the perspectives to cover areas like teacher-pupil
relationship, curricula, textbooks, contents, methods, school environment and the
surrounding society. The student needs trust in his/her capabilities to solve ethical
problems but also knowledge and skills to analyse situations and structures. He/she needs
to clarify his/her own values and ethical principles but also practice in value discussions
with pupils and parents.

James Rest (1994) has defined moral action as the combination of three factors: ethical
sensitivity, motivation to act morally and skills to solve ethical problems. The teacher
should have sensitivity to see problems from ethical perspective, a kind of ethical reading
skill. In addition, he/she has to have will and strength to do something about moral
problems. In solving actual problems, experience and knowledge help. Support from
colleagues is also essential in the moral development and action. Ethical professionalism
requires search for joint moral basis for education and internalising key principles about
one’s profession. It has been suggested that human rights documents could form such a
basis. They are a good start. One has to remember, however, that human rights process is
not perfect or finished but would need continuous discussion, further work and inclusion
of all cultures in the dialogue.
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Developments in the Teacher Education Department of Oulu

A pilot study

Teachers’ professional ethics and ethical education have been important development
areas at the Department of Teacher Education in Oulu for a long time. Various aspects of
ethics were emphasised by the principals of the department since the very beginning of
the institution (e.g. Kaljunen, Kyöstiö, Jussila), but as a more collaborative approach it
emerged in the 1980’s and 1990’s, and many members of the staff raised these questions
within various courses. In spring 1989 a group of students presented a wish for optional
studies in ethics. As the request was repeated by another group, a course on teachers’
ethics was started on voluntary basis in autumn 1990, and was realised with special
groups three times. The aim of the project was to develop a meaningful study unit
together with the students through means of action research, and at the same time to
improve the consciousness of ethical issues among those involved. The study grew into a
many-cycled project in which phases concentrating on theory and practice alternated. In
order to be able to conduct the study unit, one had to get deeply acquainted with the
theory of ethics. The realisation of the course tested the theories but also gave birth to
several new questions, which urged to dialogue with colleagues and returning back to
relevant literature (Räsänen, 1993).

The project proved popular; the students regarded the study unit as central in teacher
education and thought the course had broadened their views of teaching. In particular,
they stated that the course had deepened their self-reflection and understanding of
different viewpoints and increased their consciousness of the complexity of ethical
questions. The collected data supported the students’ feedback. The students’
consciousness of ethical questions broadened from immediate interaction between the
teacher and the pupil to also considering the context of the school, pupils’ homes, society
and global questions. Personal reflection, critical thinking and the need to actively
influence the teaching profession, its circumstances and ethical questions seemed to have
increased in the students’ work.

During the research process many changes took place in the planning and
implementation of the study unit: its main approaches, contents and methods. The nature
of pedagogical relationship and approaches to moral education in teacher education began
to interest more and more. Although the students seemed to agree about the basic tasks
and values of their profession (like working for children’s best, children’s needs and
rights), value transmission seemed a wrong approach with adults whose actions would
depend on how well they had understood and internalised the chosen principles.
Professional ethics is not a question of rhetoric or repetition but personal involvement and
determination, which includes cognitive and emotional aspects and striving for
corresponding actions.

At the beginning of the action research project the intention was to let students as
much as possible clarify their own values connected with their work, and provide
exercises and material that would help them in that task. However, that approach alone
did not satisfy the tutors nor the students; clarifying one’s own values is necessary for
teachers but not enough when we live in a society and work with people of different
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values. Students demanded discussion about their values, dialogue where they could
listen to others’ views and arguments and test their own ones. In that way they could find
values – personal and professional – they might agree on – in spite of many differences.

In addition to dialogue, the students emphasised the roles of practical experience and
knowledge about ethics in their professional studies. They pointed out that teachers’
knowledge in the area is often minimal, and tools for analysing ethical issues are seldom
satisfactory. Still, that would be necessary for instance in value discussions with parents
and pupils and when solving conflict situations at school. The matter that caused a lot of
consideration was the question of how to connect studies and reflection more closely with
educational practice and students’ own experiences. The best solution seemed to be to
include a practice period in the middle of the course, to prepare it beforehand, to ask
students to keep a diary and reflect the faced ethical dilemmas in the follow-up meetings.
It would be ideal if the tutor could attend the practice and raise ethical dilemmas and open
new perspectives. On the whole, the learning tasks that required personal involvement,
combination of experience and reflection, studies in ethics and dialogue with people who
inquire similar issues, seemed to be most beneficial for the development.

The role of the tutor and the study group became central. A group of people with
different views proved to be important for ethical growth, and the students were
suspicious about self-directed learning in ethics education. The role of the tutor as the
creator of the learning atmosphere, as the guide to learning tasks and discussions, as a
perspective-opener, and as an expert in the field cannot be underestimated. All groups are
not supportive for joint inquiry, either. Ideal learning environment presupposes
commitment to the tasks and secure, open and democratic learning ethos.

The more comprehensive approach

The experiences from the action research project with smaller groups helped to construct
theoretical solutions for a more comprehensive approach. Since 1993 the Module called
Philosophical and Ethical Foundations of Education has been included in teacher
education curriculum as a four-credit unit compulsory for everyone. The inclusion has
inspired to develop the contents and methods as a joint research task as more members of
the staff have been involved. One aspect of contents to be integrated has been the human
rights documents and knowledge about the human rights process. Most often students are
familiar with Human rights declaration and Children’s rights convention, but the
numerous other documents are unknown. The aim has been to give an idea of the whole
process and of the applications of the principles in practical school situations. The human
rights discussion has raised questions about the universal value basis of education, the
various interpretations of rights and duties in different cultures, and about the need to
continue the discussion about the common value basis although respecting also cultural
differences. The question often raised was whether human rights could or should be the
common value basis of teacher education – and if so, what would it mean in the aims,
contents, methods and environment.

Another development area in the latter half of the 1990’s has been the improvement of
methods and taking students out of the institutional context into a more peaceful learning
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environment. The chosen place has been a beautiful fishing island near to Oulu. The
change of environment has caused some practical difficulties, but has provided a peaceful
place to stop and reflect outside the everyday worries, hurries and constraints. The new
environment has presented new challenges as to the suitable methods and roles of tutors.
Experiential learning has become important, and drama has been successfully applied in
sensitising activities and moral dilemmas. Environmental education, in addition to human
rights, peace and equity issues, has been included in the agenda.

The action research project has been supported by the research group on Encountering
otherness, which started its work in the beginning of the 1990’s (Räsänen & Sunnari,
1997). Several other projects have strengthened discussion about ethics at the Teacher
Education Department of Oulu. One of them has been co-operation with the practice
school in connection with UNESCO-activities; both the department and the school are
UNESCO-institutions. Ethical viewpoints have also been considered both in Women
studies and Multicultural studies. In autumn 1994 there was a new programme started at
the department, which offered many new possibilities for long-term ethical concerns with
the same group of students. The programme was called MEd International Programme; in
addition to giving a teacher’s diploma, it aims at developing systematically students’
intercultural sensitivity through five years of studies. The perspective in the programme is
ethical: to raise global awareness and to encourage action for a more just and equal
society for children of all cultures, countries and backgrounds.

A lot has been done at the department to increase the consciousness of the ethical
dimension. The importance is recognised by a large number of students and teachers.
Some signs of involvement are students’ initiatives in societal participation which have
required courage and moral commitment, and the increasing number of research
including ethical perspectives. However, the many projects and experiments are not
satisfactorily integrated, and the value-basis of teacher education is still unclear. But after
all, a lot of development and research has taken place, and the long experience has shown
that most students find ethics teaching vital for their professional development, and the
courses can be realised so that they are motivating and meaningful to university level
students.

Future of ethics in education

Teachers’ profession has been symbolised by a light, torch or a plant. One of the slogans
the Finnish teachers’ union uses is ‘You are touching future in your work’. All the
symbols present essential aspects about educators’ tasks: growth, enlightenment,
guidance, caring, supporting, warmth. Very often the task requires patience; the work is
rewarding but the results show only in future.

It is difficult to imagine that ethical challenges would decrease in future. On the
contrary, life seems to get more complex and changes become faster. Diversity has
increased in many aspects, which on one hand provides us with enormous cultural
richness but also increases the amount of choices and raises questions about universal
ethical principles. In the midst of choices and varieties children need more guidance and
value-discussion than before. It may be that it is more difficult to find common ethical
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rules but one can help people to the road of seriously searching for them. The same
applies to teachers: value-clarification makes basic orientations easier and knowledge
gives tools for teaching moral aspects. Besides, it is much easier to agree on basic
professional values than on professional ones. Ethics is needed: many problems have not
been solved yet: the phenomena of inequity, violence and injustice still exist on personal,
societal and global level.
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Abstract

Discussion in this paper and the demonstration focus on the development and utilization of an
Internet Web class page to enhance learning and student involvement in distance education and on-
campus classes. The interactive nature of the Web class page,  i.e. actively involving learners in the
course content and discussion, was demonstrated via a live Internet connection to illustrate the
potential of this technology for curricular innovation and its impact upon learning. The
developmental process utilized in creating the Web class page and the analysis of the research data
collected for this study provides information for applying this model to other learning
environments. The role of this technology in distance learning instruction is critical. In such a
setting the teacher must plan for interaction with students and among students in ways that are quite
different from the traditional face-to-face classroom. The dynamic and pervasive nature of Web
technologies makes the prospect of gaining access to information, communication, and learning
through this format an emerging educational transformation.

Introduction

The Internet, specifically the World Wide Web, has the potential to reinforce and enhance
university teaching and learning. It is beginning to have a massive impact upon faculty
and students on many college campuses. In August 1997 the Chronicle of Higher
Education  reported that UCLA  planned to “provide a Web page for every course in its
largest unit,  the College of Letters and Science.” This promise “amounts to a revolution
in the way the university views the Internet” (Chronicle of Higher Education, August 1,
1997).
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Much of the hype behind this clamor has been based upon reported early successes of
Web class pages. The benefits of this powerful communication strategy have been so
obvious that some college administrators have concluded such pages should become
universal. Easy and convenient access to information and learning activities provided
through the Web create a newly defined learning environment. The dynamic and
pervasive nature of Web technologies make the prospect of gaining access to information,
communication, and learning through this format an educational transformation that is
just beginning to emerge.

Although the example from UCLA is common at many American universities, these
plans of providing Web pages for university courses raise important questions that must
be addressed. For instance: What data have been collected regarding learning
effectiveness and student experiences utilizing Web technologies? What strategies are
being planned to assist technophobic faculty in developing the requisite skills to develop
learner focused Web pages? What type of technical support is needed to develop dynamic
interactive uses of the Web? Does the Internet provide substantial educational promise?
Will this technology stimulate faculty and students to teach and learn in different ways?
Can learning communities be developed and sustained utilizing this technology? As the
transformation in teaching and learning by using these new technologies takes place, and
their novelty becomes more common, other probing questions will inevitably arise and
answers will be needed.

Purpose

Educational theorists have long claimed that effective learning is enhanced by the active
involvement of the learner (see Astin, 1984; Holmberg, 1989; Johnson & Johnson, 1994;
Rogers, 1969; Rotter, 1954). If learning requires interaction among learners, then
educators need to develop and assess strategies which encourage interaction in the
educational setting. It  is critical to plan for interactivity in a distance educational setting,
particularly in a setting in which a one-way video / two way audio format is utilized as
the delivery system. This was the case in the environment for the study presented in this
paper: a study involving a distance education classroom that utilized the Internet World
Wide Web and the designing and developing of an interactive Web class page.

Teaching on television (distance education) is usually conducted in one-way video /
two-way audio or two-way interactive video formats. What are the key issues essential to
quality instruction via distance learning, regardless of the mode? As teaching and learning
address the urgency of the technological explosion, compatible accommodations must be
made for impending changes in the ways teaching and learning are observed and
assessed.

Paradigms used in the observation and evaluation of regular classroom teaching may
not be applicable when observing instruction via distance learning. Television instruction
needs close scrutiny and critical evaluation because it is becoming increasingly prevalent.
The costs to accomplish this may be prohibitive, but the impact for teachers and learners
is far too great to ignore. Distance education instruction is not a panacea to increase
enrollment; neither should it be dismissed with an attitude of “this too shall pass!”
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Technology is changing the world and there must be a willingness to utilize technological
advances to promote learning.

Research on effective teaching has, for the most part, been accumulated through
observations of teaching in regular classroom settings. These same research findings,
when applied to teaching on television, may not be appropriate. At the very least, teacher
behaviors tried and tested in regular classrooms will need modification if they are to be
successful in distance learning. This is especially true when the teaching occurs in a one-
way video mode.  In this mode, the student must assume more responsibility for learning.

Distance education is distinguished from other educational forms by its separation in
both time and place and by the nature of teaching and learning. While technology itself is
a unique feature, the learning formats of television instruction must also be
distinguishing. The lack of proximity to the students creates for many teachers a
challenge to establish a personal dimension to their teaching.  Teaching via distance
learning demands more than mere dispensing of information; it calls for creativity and
instructional effectiveness.

The effectiveness of the teacher's distance instruction is critical and documenting the
effectiveness of teaching represents a challenge. One way to determine the effectiveness
of distance instruction is to observe and document the behaviors of distance learning
instructors and compare them with the teaching behaviors found in the research on
effective teaching. Specific teaching behaviors such as providing effective praise, use of
advance organizers, or frequency of reviews can serve as starting places.

Questions about effective teaching might include the following: 1) How often does the
instructor initiate interaction with each student? 2) How often do the students initiate
interaction with the instructor? 3) How much “wait time” does the instructor give a
student responding to a question? 4) How often does the instructor use advance
organizers? 5) How much time does the instructor spend in reviewing previous lessons?
Questions like these are more useful in an observation instrument for television teaching
than an instrument used for evaluating regular classroom instruction.

Review of literature related to instructional technology and the issues 
in this study

Several studies assessing student attitudes toward media and technology in the distance
learning environment have been conducted (Allen, 1995; Bangpipob, 1995). Attitudes by
adult students toward instructional technologies are positive and influenced by their
familiarity with the technologies employed (Smith & McNeils, 1993). Kinzie, Delcourt,
and Powers (1994) found that attitudes are important predictors of success and are critical
areas for future research. Clearly, any examination of instructional effectiveness must
consider an assessment of student attitudes toward the learning delivery system.
However, preconceived notions about the delivery system offer opportunities for bias.

Teaching strategies and course design also influence student attitudes in a distance
learning environment, but interactive learning environments have proven difficult to
design and deliver. Current instructional emphases must consider new interactive
technologies if "transactional distance" between learners and instructors is to be bridged
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(Keegan, 1993). Students are positive toward interactive teaching methods, but their
attitudes toward the impact of technological difficulties are negative (Burge, 1994). This
was evident in Saba and Shearer's findings when they stated that students "felt connected
and satisfied in a computer-facilitated interactive video classroom, yet felt isolated from
the main class and saw themselves as passive observers in a video-only classroom" (Saba
& Shearer, 1994).

Teachers and learners must realize computers are not inherently interactive. They
provide an excellent environment for discussion, but they are only interactive if students
participate responsively and regularly. Distance learning students express a "need to know
classmates" and a desire to interact with others in class. The practice most often
mentioned by students in a description of outstanding electronic teaching practices was
the practice of providing for student-to-student and instructor-to-student interaction
(Western Cooperative for Electronic Telecommunication, 1995).

The one-way video / two-way audio format necessitates conveying information where
the nonverbal dimension of teaching is, for the most part, missing (the student can see the
teacher, but the teacher cannot see the student). The role of the teacher is radically altered.
The teacher must make illustrations by describing or creating verbal pictures for the
students. Without the opportunity to see the student, the teacher must prepare the students
to assume more responsibility for their learning. There is seldom opportunity to check for
understanding or immediate clarification. The teacher who uses an instructional research
based teaching approach will find this to be a difficult problem.

Preparing students to learn is an essential element in effective teaching. How the
teacher addresses learning at the beginning of the class period is extremely important.
First impressions tend to have lasting effects, and teaching at the beginning of the period
is more influential than instruction later in the period. The beginning of class is one of the
most critical "teachable moments." When one views a distance education class, what are
the criteria for observing and documenting such teaching acts?

Setting the stage for learning when teaching on television is a demanding task. The
flow of instruction must be planned in advance, and materials and teaching strategies that
are used will require student interaction during the class period. With learning largely
dependent on the learner, the distance education teacher is challenged when the student is
not motivated. Perhaps a more realistic approach for observing, planning, and organizing
for instruction over a one-way video / two-way audio format would be to examine the
materials themselves and try to determine the intent of the teacher.  Observation could
then discern the teacher's intent and determine how effectively it was communicated.

It is critical for the distance education teacher to plan for student interaction. Class
assignments should be given that require students to interact with each other via
computers, telephone, or with teacher provided materials.  The preparation for interaction
will greatly enhance the likelihood that it will occur. In some distance learning situations,
teachers use "chatrooms" or "newsgroups" where students interact via the computer
between scheduled class times. When students log on, their messages are recorded and
the teacher is able to assess the amount and quality of student interaction.

Effective teaching also includes modeling on the part of the teacher.  Observing
instruction on television can focus on modeling behaviors as they are displayed for the
distance education students. Interviews with university teachers who have taught on
television verify that students have the advantage of verbal and nonverbal dimensions of
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the teaching act, and are able to discern and communicate more clearly with the instructor
and other students in the class. Thus, a criterion for observing teaching on television is to
determine how well the teacher utilizes the students who are present at the programming
site for demonstrating teaching points he/she wants to make (in some cases students may
not be at the programming site).

How does one observe the teaching behaviors described by Kounin (1970), i.e.
"overlapping” or "with-it-ness," on television?  One suggestion is to see if the teacher
starts a review session by directing a question to the entire class.  While the students are
thinking about the answer (wait time), the teacher could call on a student or a site that he/
she thinks will answer. By utilizing strategies like this, the teacher can conduct the review
and take care of "housekeeping" chores at the same time. The stage is set for the students
to think about their answers and compare them to the one given by the student or site
called upon. In this way, misunderstandings or incorrect answers are corrected or clarified
without embarrassment if the situation is handled correctly. On television this teaching
situation is modified and the students who are in the studio are asked to model the
behaviors sought by the teacher. One cannot give in to the tendency to interact only with
the captive audience.

How the teacher models respect for students in the class sets the stage for how the
students interact with each other.  In an attempt to explore the impact of invitational
teaching practices on underachieving and apathetic teacher education students, Lange
(1988) found a positive correlation between the teacher's attempts to invite student
participation and increased positive experiences for students. This study looked at
positive modeling behaviors and their impact on students who were disenchanted with
their career choices. Teacher behaviors designed to enhance student motivation and
attitude should be included in any evaluation paradigm of television teaching.

An instructional research based teaching model indicates the need to check for
understanding.  In the one-way video / two-way audio format, opportunities to check for
understanding are infrequent. The teacher must develop opportunities for this crucial step
in the teaching process. Student interaction in distance learning situations is often
accomplished via telephone or computer. If the students use the telephone to interact from
distant sites, elapsed time may be dependent upon the number of lines accessible to the
students.  Further, responsive telephone calls by students may consume so much time that
the question or comment becomes out of place in the sequence of interactive events.
Without the opportunity to check for understanding at the most opportune time, the
teacher is not as aware of student comprehension. This makes adjustment of instruction
for optimal learning difficult.

Classes which permit only selected on-line students to call the instructor can hardly
pretend to be interactive when a majority of the students are simply watching a one-way
TV instructional program. Interaction is increased when students at a receiving site can be
on-line with students at other receiving sites at the same time, thereby enabling not only
teacher/student interaction but also student/student interaction.

Effective use of time is a variable necessary for successful teaching; however, when
one observes teaching on television, one realizes the use of time must be evaluated
differently. In a traditional class, when the teacher asks a question, the effectiveness of
three to five seconds of wait time is well documented (Rowe, 1996). This is not realistic
in a distance learning classroom. An adjusted expectation might well be as long as ten
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seconds or an adjusted definition of wait time might be developed to include student/
teacher interaction via telephone. If wait time must be extended, how does a teacher
provide the necessary learning material needed in the course? If the teacher adjusts and
makes decisions to concentrate on more essential elements of the content, who
participates in the decision as to what is essential? Evaluating such teaching behaviors
requires different criteria than those existing currently.

Interviews with teachers who have taught on television indicate it is not possible to
process as much material initially. But, over time teachers adjust and tend to acclimate to
the demands of teaching on television. With practice and experience, improvement does
take place. Strategies that might be applicable to increase interaction include repeating
content several times at spaced intervals or using proactive markers such as "look at this,"
"watch me," or "now get this."

Teaching in a distance learning format that is one-way video / two-way audio presents
a different situation from that of the traditional classroom. A study of communication
includes a discussion of how much of a spoken message is received and decoded through
the nonverbal gestures accompanying it. Estimates indicate that a high percentage of a
spoken message is received nonverbally. Teaching on television in a passive one-way
video system mandates that the teacher must convey information or processes in a
medium that restricts the nonverbal dimension of the communication process. In
observing teaching, it is common to view a series of communication exchanges that result
in teacher and student behaviors that can be codified. The observation may be accurate
only to the extent that the observer has the opportunity to summarize the complete
exchange.  In observing teaching in a distance learning format, the observer will not have
access to complete verbal and nonverbal exchanges and may have to extrapolate or
hypothesize as to what occurred. This raises the potential for differential or erroneous
interpretation.

The role of the student in distance learning is quite different from that of a live
classroom. Students must assume more responsibility for their own learning. Perhaps this
is the greatest real gain. With students assuming more responsibility, collaboration with
the teacher becomes more important to the student. When the medium is a passive
learning format like distance learning, additional effort is demanded of both the teacher
and the learner. The teacher must be more precise in the choice of language in introducing
concepts or giving definitions. Concepts are attained more completely when examples
and clarity are provided.

Learning is enhanced when the teacher states each concept, law, or rule clearly. This
might be accomplished by defining or stating the components, explaining in a language
from which the students can profit, or in such a way as to allow the students to
demonstrate either by example or analogy. When students have opportunities for guided
and independent practice, achievement is enhanced. Anderson, Evertson, and Brophy
(1979) found a strong correlation between the number of minutes spent in guided practice
(where a large number of questions were asked) and achievement. They also found a
positive correlation between student achievement and the number of responses. The
pertinent question becomes, "How does the teacher provide guided practice in a distance
teaching/learning format?" Again, if one is evaluating, the criteria for judging this needs
to be developed.
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Independent practice used to extend content that has already been taught is a sound
research based teaching practice. It involves working on the first few examples or
questions, and reinforcing the students when they have mastered the material. Instruction
is focused on the teacher's behavior, and learning is largely dependent upon the teacher,
not the student.

In distance learning formats, it is difficult for the teacher to incorporate independent
practice while the lesson is being taught. Learning entails work or practice beyond the
classroom. Teaching on television can be greatly enhanced by use of computer-assisted
interaction and this may be an effective way to incorporate independent practice into a
distance learning course. In computer-mediated communication, social interaction is
increased, writing skills are enhanced, knowledge construction and thinking are
facilitated, and independent learning strategies are developed (Mason & Kaye, 1989;
Riel, 1993). In such situations, lack of visual cues inhibits depth of communication. When
an observer is trying to assess independent practice of a teaching episode on television,
activities that occur beyond the classroom and between times when classes meet must be
assessed.

Instruction via distance learning is becoming a widespread practice among educational
institutions. Colleges and universities use distance learning for a variety of instructional
purposes from delivering classes within and between states to video conferencing that
might have international hookups. The explosion of technology has served to remove the
barrier of distance for access to learning. The speed with which electronic signals can
transmit information has permeated nearly all facets of society; education is no exception.

An issue in distance learning that must be considered is the quality of the instruction
and learning that takes place. The research on evaluating instruction via distance learning
formats has been largely confined to analyses of self-reported data from participants. Very
little empirical evidence exists to substantiate the effectiveness of instruction. Careful
observation with well-researched criteria are needed. The research on effective teaching
has been accumulated largely in traditional elementary and secondary classrooms: little
evidence exists from higher education.

The distance learning site is not a traditional classroom as far as teaching and learning
are concerned. Traditional criteria utilized for observing and evaluating  teaching
probably are not appropriate for observing and evaluating instruction via distance
learning. As evaluators use the results of instructional research on effective teaching and
apply them to distance learning instruction, modifications of existing criteria must be
made. At the end of the 20th century there is a critical need for new criteria which are
more compatible with distance learning environments that have emerged.  Enhanced
instructional successes will be the result of such inquiry.

In the distance education environment it is critical for the instructor to focus upon pre-
planned interaction strategy components to enhance involvement and learning. The
absence of such planned learner engagement will potentially result in the one way
delivery of instructor lecture information with little student interaction with either the
instructor or other students. One of the persistent criticisms of distance education has
been that the instructional approach used too often has involved what has been called the
“talking head” syndrome approach, i.e. information is provided with very little exchange
between students and instructor. An alternative to address this concern must consider
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ways to increase learner efficacy through greater student involvement (Bates, 1995;
Sayers, 1996).

Procedures

To explore the issues described in the preceding pages, a study involving a distance
education classroom that utilized the World Wide Web and a Web class page was
designed and developed. The subject of the study was a graduate level course in
Curriculum taught on television. Data were collected regarding the impact of utilizing an
asynchronous Web class page  to enhance: (1) interaction between the instructor and
students, (2) interaction between students and peers at different sites, and (3) student
utilization of Web resources provided through the class page.

The participants were primarily elementary school teachers (47 graduate students)
enrolled in a television course entitled “Elementary School Curriculum” (EdCur  610).
Data were collected through the use of survey instruments developed to determine
participants’ perceptions and actions regarding the Web class page and their interactions
with both the instructor and other students enrolled in the class.

A series of time dated surveys (eight in all) were administered during the semester.
Data collected from these surveys were compiled and reported in raw frequency numbers
and percentages rounded to the nearest whole number. The resulting frequency and
interaction patterns were analyzed and used to interpret the responses and activities
attributed to the Web class page.

Goals of the Web Class Page

The Web class page was designed and developed to increase student interaction, i.e.
content discussion between students and the instructor and additional dialogue and
sharing between students outside scheduled class time, in a typical distance learning
environment.  Specifically the class page was created to accomplish the following goals:

• to increase classroom interaction
• to provide instructional resources
• to establish a communication forum for out-of-class interaction
• to supplement class preparation
• to create a user friendly site, and
• to model instructional technology
The overarching goal in the developmental process was simple. The instructor wanted

what every teacher wants  --  student involvement and engagement in learning! The
challenge was to create a dynamic, interactive learning community in a distance
educational setting.
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Data relative to the utilization of the Web Class Page

At the beginning of the semester students were surveyed regarding their computer skills
and usage patterns.  These data were critical to the success of the project since computer
skills were essential to the effective use of Web based technologies.

Initially 70% of the population reported access to a personal computer in their
respective homes; 92% had a computer available at work. Both were used primarily in
word processing tasks. However, only 57% of the available computers had Internet
access. The prime Internet provider was America On-line (AOL) (19% of the total
population). The only provider that consistently had problems in actively enabling
students to use the sites and post ideas to the class Web site were students using the AOL
service.  This could be explained in part due to the heavy traffic found on this provider’s
service, but the AOL system interfaces and early software did not support the interactivity
available through the Web class page.  Only 54% of the students had previously used
electronic mail. Eight percent (8%) of the students enrolled in the class used the Internet
on a regular basis; yet, only thirty-three (33%) had used the Internet  more than once prior
to this class.  Fifty-seven per cent (57%) had never performed any function on the
Internet.

The overwhelming majority of those enrolled lacked familiarity with newsgroups, chat
rooms, or search engines.  Only 5% of the population described themselves as being
“very skilled” in using this resource.  When asked if computer training would be helpful,
72% responded affirmatively; and 86% requested help in using the Internet. When asked
“which computer-related area(s) do you anticipate will be a challenge,” 27% indicated
finding an available Internet-linked computer; 14% thought personal lack of computer
skills would be a problem; 22% expressed discomfort with computer use; 43% expressed
concern about getting help with computer related problems; and 30% did not anticipate
the above areas would be a challenge.

The above data, combined with additional data collected during the study but not
reported here, confirmed an erroneous assumption: computer and technology skill levels
and experiences in the class were much lower than first assumed. This presented a
challenge but also an opportunity to provide valuable experiences and skills to a group of
professional educators thereby enhancing their classroom effectiveness.

The survey administered following the first two weeks of class confirmed the
researchers’ optimism: the students viewed the class as an opportunity.  Using a five point
scale from “strongly disagree” to “ strongly agree”, 85% of the students agreed or
strongly agreed they would learn new computer skills using the Web class page. Seventy-
nine per cent (79%) of the students indicated they enjoyed exploring the resources
available on the class page. Seventy-one per cent (71%) strongly agreed that exploring the
Internet was an enjoyable new experience.

Frustration was also expressed as to the new expectation associated with using this
resource. Students did not view the Web class page as a way of getting to know fellow
classmates (no one “agreed” or “strongly agreed” with this statement), and few saw the
class page as a vehicle to discuss class content (29% “agreed” or “strongly agreed”).
Only 11% “agreed” it was a vehicle to express personal views.  This early feedback
indicated a desperate need to teach the students to utilize the Web class page as a learning
and communicating resource. In spite of these frustrations, 83% of the students provided
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specific examples of content or ideas that were helpful to them in the initial classes. In
other words, class meeting time was conforming to or exceeding their expectations. This
was not a surprise as this was familiar territory for the students based upon their previous
class experiences.

As the semester progressed, more students utilized the Web class page as a learning
resource. After six weeks, 58% of the students indicated they were secure in their use of
the class page; 62% acknowledged it encouraged out-of-class participation; and 66% of
the students reported they enjoyed exploring the Internet through the class page. Fifty
percent (50%) of the students reported finding additional class resources through the web
sites posted on the Web class page, and 77% reported using e-mail to correspond with
fellow students.

By the 10th and 11th week the feedback on using of the Web class page became
increasingly positive. Sixty percent (60%) of the students reported the distance learning
setting encouraged class involvement. Seventy-six per cent (76%) of the students
indicated the “Discussion Area” on the class page encouraged the examination of
important topics; 83% of the respondents stated they were gaining important computer
competencies; and 86% reported the class page was user friendly.  Regarding the earlier
reported fear of personal technical problems, 91% reported the University support
provided was very good or excellent.

Other aspects of the Web class page were designed to encourage interactivity, and
respondents rated course “handouts” as very good or excellent (72%); “class questions”
stimulated thought and discussion (78%); the notice board kept them informed (84%); the
linked Web sites provided valuable educational resources (81%); and the usefulness of the
class page was judged as valuable (80%).   Eighty-three per cent (83%) of the students
gave examples of actions they had taken to make the Web class page valuable in out-of-
class activities.

A survey administered during the 13th week of the semester provided information that
66% of the students regularly used the class page to interact with classmates. Only six per
cent (6%) “strongly agreed” with the statement “I am frustrated when using the Web class
page.” When asked about concerns, two students expressed continuing frustrations with
established class expectations, and five students described concerns that were analyzed as
positive; e.g., “I have enjoyed this class. Sorry for the delay in the submission  of. . . .” ,
and “I am always concerned with keeping up with class assignments, but so far it hasn’t
been a big problem.” Seventy-two per cent (72%) of the respondents provided specific
examples of concepts or ideas they found helpful from using the class page and attending
class during the previous week.

The final survey, a required Faculty / Course Assessment Form, was administered
during the 15th week of the semester.  Several questions were repeated on this Form to
determine if changes had occurred in student perceptions regarding the Web class page
and the way it was used. Sixty-two per cent (62%) of the respondents reported that
interactions on the class page stimulated critical thinking.  Eighty-five per cent (85%)
deemed the resources on the class page to be relevant to course objectives and student
learning; and 77% judged the class page had helped to achieve course purposes. When
judging the expectations of students using the class page, 82% reported this was
appropriate to their current level of development. Ninety-one per cent (91%) of the
students indicated they felt free to express “ideas, judgments, and questions”.
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The fundamental purpose behind the development of this technology was to increase
interaction. A parallel assumption was that interaction would enhance student mastery of
course content. Eighty-eight per cent (88%) of the students reported interactions with
other students as very helpful in mastering course concepts and competencies. One
hundred per cent (100%) indicated peer interaction was very helpful. One can only
speculate how individuals at varied sites would interact with individuals at other sites
without the technologies provided through the class page. One additional item asked if
Web class page participation encouraged the student to apply concepts and competencies
beyond the context of the distance education classroom; 86% reported this indeed was the
case. Analysis of written responses to open ended questions found that only one
respondent failed to give examples regarding the value of using the class page during the
semester.

Summary

This study involved the use of current Web technologies combined with the creation of a
user friendly set of tools to enable the distance education classroom to become more
interactive. The course was designed and delivered with the goal of enhancing interaction
through the utilization of a class page accessed on the World Wide Web. This Web class
page was developed to promote numerous opportunities for students to become actively
involved in both course content and interaction with the instructor and class peers.

Data were collected during the course of the semester to develop understandings
regarding the potential impact and use of the developed class page upon both involvement
and interaction on the part of the students. The evidence collected regarding student
behavioral changes relative to interaction during the semester was dramatic. The impact
of the Web class page upon both interaction and learning was substantial.  Multiple items
might be used for illustrative purposes. When students were asked about their views
regarding the value of getting to know fellow classmates, perceptions shifted from 0%
(Week 2 survey) to 88% (Week 15 survey). An increasing number of students judged they
were freely able to express their views (11% Week 2, to 91% Week 15). Increases were
also noted across the semester in questions about out of class participation, enjoyment
using the Internet, use of e-mail, and perceptions regarding the distance environment tools
encouraging involvement and interaction.

At the beginning of the semester many of the students had questions or concerns about
the potential usefulness of the Web class page; the final survey found that all (100%)
viewed the class page as useful. The electronic monitoring of the class page use found
continued increase in use through the fifth week of class, and maintained consistent use
on the part of students from the sixth week of the term through the end of the semester.
Following the class, 53% of the enrolled students requested to continue using the
resources on the class page. This was indeed gratifying remembering initial concerns,
fears, and minimal Internet skills which existed at the beginning of the semester. The only
aspect of the Web class page which was not made available following the end of semester
was the e-mail post office as this area needed to be reestablished for subsequent students
entering the class the following semester.
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The Web class page was developed and used to create a valuable connecting bridge
which linked instruction with technology. The utilization of this resource greatly
enhanced interaction and contributed to the successful learning results which emerged
from this distance education classroom. The successes which resulted were based upon
the team support provided through the collaboration of University Computing Services
personnel, University Teleplex personnel, and graduate assistants. As a result, students
enrolled in the distance education class, those collaborating to make the technology and
instruction effective, and the University community benefited. The initial goal to enhance
distance education classroom interaction utilizing the Web was realized.

The literature reported in this paper was used as a rubric to examine the data produced
in the study. Specific teacher / student behaviors were documented; and teaching
strategies and activities were described. The conclusion was that by enhancing
interaction, a teacher greatly enhances opportunities for student learning. A logical
extension from this study is the need to specify behaviors, strategies and activities as
observable criteria that are appropriate for observing instruction in a distance learning
environment.

This learning experience produced a positive impact not only in the distance education
classroom, but also in the broader context of an emerging focus upon technological tools
and opportunities to assist instructional delivery and learning within the University.
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Surf or swim? Internet based active language use
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Hogskolen i Oslo, Avd. for Laererutdanning

Abstract

The new national syllabus for teaching English in the Norwegian compulsory school gives
particular emphasis to: ICT in teaching and learning; Use of and work with a wide variety of
authentic texts; Work with cross curricular themes and projects; Internationalisation and
understanding of other cultures. Many teachers find this new situation very problematical. They do
not know where to look for these new and interesting texts, they have widely varying skills in the
use of the technology in general, let alone in its use as an integrated part of a lesson, and they have
limited experience of working in the form of cross curricular projects. The Surf or Swim? Project
aims to create materials to help teachers of foreign languages in Norway in the following areas:

1. Using text from the Internet as a basis for language activity and for the production of their own
texts.

2. Integrating the study of English and other subjects in theme and project work where the
material is from other subject areas but where the language used is English.

3. Using e-mail as a means of communication for active contact with other groups and other
cultures.
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Background to Project

New syllabus for schools and new approaches to teaching foreign 
languages

When we look at the new national syllabus for teaching English in the Norwegian
compulsory school (L97), we find that particular emphasis is given among other things
to:

• Teachers and pupils are expected to make active use of ICT in teaching and learning
• Use of and work with a wide variety of authentic texts. Pupils as active participators

in the creation of text
• Work with cross curricular themes and projects
• Internationalisation and understanding of other cultures
Language acquisition research in the US, particularly the work of Stephen Krashen

(1981) suggests that a language is acquired much faster and more effectively if it is used
for a meaningful purpose. This is the way we learn our mother tongue and similar
principles may be applied to learning or acquiring a foreign language.

The situation for language teachers in the Norwegian grunnskole

Many language teachers in Norway are still very bound to the textbook. There is a
tendency to equate working your way through the textbook with learning, whereas the
new national curriculum (L97) positively encourages teachers to be more creative and
independent of textbooks. Furthermore, this plan also requires teachers to make extensive
use of  ICT in their lessons and to engage in more project and theme based teaching than
they are accustomed to.

Many teachers find this new situation very problematical. They do not know where to
look for these new and interesting texts, they have widely varying skills in the use of the
technology in general, let alone in its use as an integrated part of a lesson, and they have
limited experience of working in the form of cross curricular projects.

Aims of this project

1. To create a means for teachers to find  and make active use of texts from the Internet.
In other words we are interested in how the pupils make use of texts they find on the
net.

2. The integration of English with other subjects on the College and school curriculum.
There seems to be considerable potential if we accept Krashens theory that language
is learnt more effectively when we are using it for meaningful purpose. The Internet
provides us with an opportunity of using English language texts in a natural way to
study other subjects (for instance by taking part in an international weather reporting
survey of the type seen in Metlink International 1999).
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3. Using the Internet as means of communication with other countries and other cultures
with special reference to the interactive use of e-mail. Chat lines will not be treated in
any detail as they belong to a very particular "private" genre, and we see little use for
them in the more structured atmosphere of the school classroom.

Addressing the questions

The project aims to take up the following areas in connection with the first two aims:

Passive surfing or active learning?

When it comes to language learning, we suspect that there are parallels between passive
TV watching and passive internet surfing. Both activities involve being bombarded with
language, in the case of TV, spoken or pseudo spoken language (plays and soaps) and in
the case of internet , mostly printed forms of the language. If the TV viewer is sufficiently
interested in the content, some sort of language acquisition will take place. Thus we have
observed that children in Norway pick up a lot of language from TV programmes which
they have certainly not learned from their teachers in a classroom (shit, fuck off etc) even
though very few of them have learned to use such language appropriately. Similarly we
expect that children will learn something from reading a lot of web texts, but with similar
drawbacks to the ones we find where children watch a lot of English language TV
programmes

Furthermore, a lot of pupils have access to the internet at home and their use of it in
school therefore needs to be carefully structured to avoid mindless surfing and to
encourage active use of the language in connection with the internet texts they are
exposed to  in school time. One approach to this is to set them specific tasks related to
specific websites, and these tasks should make it impossible or very difficult for them  to
simply copy and print out material. In other words, we are interested in getting pupils to
read material which is on the web and then process this material in some active way.

The internet makes it possible for us to follow up the intentions of L97 by exposing the
pupils to a great variety of authentic texts. Our job as teachers is to make sure that they
use these texts as a basis for meaningful language activity. Our job as teacher educators is
also to try to extend the concept that many teachers still have that activity based on a text
means asking comprehension questions based on that text. This is both a meaningless and
unnatural activity and in most cases fails to set do what it sets out to do, namely to test
comprehension of the meaning of a text. Working with authentic texts and their meaning
is according to Krashen an effective way of acquiring language. ie you actually learn
language more effectively when you do something with it.
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Integrating subjects across the curriculum

The new national syllabus for the compulsory school in Norway, (L97) which suggests a
high proportion of theme and project work using authentic texts throughout grunnskolen.
Much of this project work in subject areas other than English could well be based on a
careful use of material from the Internet. This material is generally written in English
since English is "the language of the net" This provides an ideal opportunity for pupils to
work with other subjects through the use of English. Experience we have of this in a
variety of projects (particularly the Travel Buddies project)  has shown that working with
real, up-to-date material in English and often in direct contact with children and young
people in other countries is an important factor in motivating them both in the "other"
subject" and in English. Other examples of this type of cross curricular activity can also
be found in Metlink International 1999, an international weather reporting project for
schools which uses the Internet.

Internet offers a large number of opportunities for this sort of work using a wide
variety of reliable websites: museum websites, international organisations like World
Wildlife Fund, Greenpeace, Amnesty International and also networks like Canadian
Learning Network, Teachernet UK,and Montage. (an Australian schools network).

Copying text versus processing text

One of the problems teachers experience when using the net is that pupils copy large
chunks of text and present them as if they were their own. (There is, for example, a huge
number of essays on the net which pupils can simply download and present as their own
– a modern electronic version of a system that has been used by schoolchildren for
generations!)

The problem here is not that the Internet is being used, but rather the tasks given to
pupils in connection with their extraction of information. We therefore need to devise
means of working with the internet which involve the learners in extracting content from
the net without simply copying texts which they find there. An example of this is the way
we use the Internet as a basis for a lot of our "civilisation" studies with our own students
here in college, where we require them to produce posters and other types of
presentations on background topics, and where the only type of document they are
allowed to print from the net are such things as letters or other original documents with
which to illustrate their presentations. Such documents create a feeling of reality and
immediacy which is often missing from a text about a certain subject.
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The project discusses the following areas in connection with aim 3

Using networks to shrink the world

There are a variety of children's and educational networks on the web. These will be
explored with a view to assessing their suitability for establishing international and
intercultural electronic links. Kidlink, for example,provides a lot of links to material that
children can work with, but also provides a lot of opportunities for children to
communicate with each other, as its name suggests. It also tries to provide a secure site.

A useful extension of this purely electronic communication is a scheme which started
in Australia and which now covers the whole world, the Travel Buddies scheme. In this
scheme teachers in two schools (usually in different countries) get in touch using email
and over a period of a few weeks or months get to know each other. The next stage is for
the children in their classes to start emailing each other for the same purpose. The third
and most interesting stage is when each class buys a woolly animal (a Travel Buddy)
which sends to the other class, together with information collected by the children about
its country of origin. The receiving class then take it in turns to take the Travel Buddy
around with them individually and collectively. The Travel Buddy keeps a diary of what s/
he experiences which is eventually returned to the class s/he came from. What is
particularly interesting about this scheme is the combination of using technology with a
"real" object. We have run this scheme with teachers in a number of Oslo schools with
some interesting results.

• It has given rise to marked increase in meaningful activity in English in the
classroom.

• Where it has been used with an ungdomsskole class the Travel Buddy has taken on
the more mature role of a symbol or ambassador.

• The pupils who benefitted most from the scheme were the weaker pupils who often
became much more motivated when they discovered they had a use for English.

• The pupils learned about each others' countries and cultures in a lively way and at
their own age level.

Creating text on the web

E-mail and imaginative extensions of email provide us with an opportunity for more
creative and meaningful use of English on the internet. The obvious basic example of this
is for a teacher or class in Norway to exchange emails with a class in another country.
Doing this will provide useful and meaningful language practice and will also provide
opportunities for the students to gain personal experience of other cultures. An example
of this would be a Norwegian class who discussed and decided on 20 questions about
England they would like to ask an English school class. These questions are then emailed
to the English class who carry out a similar operation.

Under this heading we would also include participation in such  schemes as Simulab
which involves net-based communication between language students across national
borders, around a specific problem or simulation.
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This clearly links in with the point above on the creation of networks(especially Travel
Buddies), but is reiterated here as a contrast to the previous discussion of working with
previously existing texts from the net. Here we are looking at the creation of original text
which will often be of a highly personal (and therefore interesting) nature.

The classes which a Norwegian school communicates with do not, of course, have to
be English mother- tongue classes. Where they are not ( for example communication with
a class in Japan) this will serve to remind the pupils that English is a useful language for
international communication (lingua franca) regardless of the mother tongue of the
communicating parties. We have examples of interesting active communication taking
place between Japanese schools and Norwegian ones at the time of the Kobe earthquake.
("What's it like to actually experience an earthquake?")
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A small selection of potentially useful websites

http://www.who.org/
http://www.salford.ac.uk/d&t-times/home.htm
http://www.nhm.ac.uk/news/egal.html
http://www.actis.co.uk/projects/
http://www.meto.gov.uk/sec2/sec2.html
http://environment.miningco.com/mbody.htm
http://www.bom.gov.au/info/
http://www.hioslo.no/LU/NSM/
http://www.rmplc.co.uk/eduweb/sites/radgeog/MetNetEur/MetNetEur.html
http://learning.turner.com/coldwar/cw_start.html
http://www.britcoun.org/education/
http://www.globalwarming.org/index.htm
http://polyglot.lss.wisc.edu/lss/lang/nflrc.html#heads
http://www.ncet.org.uk/projects/linguanet/websites/wwwteach.html
http://rite.ed.qut.edu.au/oz-teachernet/projects/travel-buddies/travel-buddies.html
http://www.williamalvey.demon.co.uk/
http://www.sutton.lincs.sch.uk/frmain.html
http://www.nt-education.org/page.html
http://www.newstream.co.uk/title2.html
http://www.actis.co.uk/projects/index.html
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Teacher education in full swing in the use of ICT: Why and 
how should teacher education use ICT?

Jaap Vedder

Hogeschool Drenthe, Faculty of Education, Teacher Education

Summary

This paper is concerned of the challenges Information and Communication Technology poses on
current and future teacher education. By discussing the educational policy of the use of ICT in
teacher education in the Netherlands, the paper discusses issues that need to be acknowledged in
embedding ICT in teacher education and, consequently, in helping future educators to require
adequate skills and understanding of the use ICT in their profession.

Introduction

Over 25.000 Dutch students at this moment, are trained to be primary teachers in the next
millennium. In a form of education that will be much different from the education
nowadays, in an environment filled with Information and Communication Technology
and with changing teaching methods interwoven with ICT. Teacher Education fulfils a
fundamental part in developing teachers' skills in using ICT in education and it is pre-
eminently capable to play that innovative and leading part. It will be clear that ICT has an
influence on the curriculum, the learning environment and the teaching methods.
Institutes of Teacher Education in Holland are thinking about and working on new
teaching methods through ICT and the new way of learning with ICT. In this article some
topics related to these issues will be discussed. First, it is emphasised that we must be
aware of using ICT in teacher Education. Second, that ICT is primarily to be
characterised as a break in culture and that ICT-policy should be based on educational
considerations.
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Teacher education and information and communication technology

In the use of ICT in teacher education we must be aware of the following points of
departure:

• ICT must be culturally acceptable and must not have a separate technical status. ICT
must belong to the people themselves, not threatening, but understandable for
everyone.

• ICT-policy should be based, apart from the above, on educational considerations.
• ICT produces a change in the professional culture. From the paradigm shift ‘from

teaching to learning” teachers will have to fully re-structure their teaching in the next
decade.

• We should aim for the integration of ICT and didactics. ICT pre-eminently offers
opportunities to renew the didactic process in the direction of a more active role for
pupils and students in the educational process of learning. The teacher and tutor will
no longer be mere conveyers of knowledge, but rather attending companions of
learning processes.

• ICT-developments in teacher education should be related to the development of a
renewed curriculum. The curriculum will have to change in essence under the
influence of ICT-developments and possibilities. The workfloor should be directly
involved in this development process to a high extent. In ‘workfloor’ we should not
only include teacher trainers, but also students, teachers and pupils (triple
partnership). Therefore, create pro-active development surroundings and invest in
relevant networks.

• Institutes of Teacher Education (preferably in close co-operation with other agents)
can stimulate the field of primary education through the initial courses and through
the in-service training. The Teacher Education institutes should take the initiative
themselves. They will have to establish a good lead.

• Building and improving expertise is of essential importance.
• Mutual co-operation and co-operation with schools for primary education should be

stimulated.

Current situation in the Netherlands

The implementation of ICT can only be seen as meaningful and effective, if the pedagogy
is in a central position, and from that perspective there is a conscious and emphatic
attention for the educational use of software and for building and improving expertise. In
the Netherlands attention has mainly been given to:

• The digital driving licence for education. Technical computer skills with as yet a
limited educational component. This driving licence is derived from the common
European Computer Driver Licence (ECDL).

• The ICT co-ordinator for primary education. He or she will work as a changing agent
and help colleagues with ideas and translations for the use of computers in
educational situations.
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• ICT and management. The role of the management in the innovation process. For this
we developed a course of five days on ICT & Management, in which the role of the
headteacher of a primary school is highlighted in the light of policy-development and
implementation of ICT in one’s own primary school. For this course a professional
videotape was made “ICT in primary education”.

To aim for the integration of ICT and didactics is the main issue from now on. The most
important subject should be: obtain a clear view on educational use of ICT (not on the
costs of pentiums, a network, writing off, etc).

For the integration of ICT and didactics many chances must be created. Stimuli must
be thought of. The first steps in in-service training (Digital Driving Licence Education,
ICT co-ordinators and ICT & schoolleader) are indeed mainly technical and change-
technical in nature, but are also conditional for the necessary and urgent didactic in-
service training of present teachers. But more needs to be done.

The didactic use of ICT must be made visible, preferably with convincing examples of
good practice, that can also be easily used by others. The process of implementation starts
with the initiation of good-practice ideas. In this the three grades substitution, transition
and transformation are important.

Future direction

A number of ICT-projects that will soon be implemented on several Teacher Education
Institutes in Holland start from some principles, namely:

• The use of ICT is a quality-mark. Teacher Education Institutes who will conform to
this requirement should have the disposal of adequate software. The projects fit in the
general course programme and give the opportunities for local adaptation of the
separate Colleges.

• Students are given the opportunity to use the computer in many different ways, in the
scope of their study.

• The projects are suitable to take the occupational practice as object for study.
• Collaborative learning is characteristic: students and teachers work together in a

learning environment, with the help of e-mail and other ways of communication
outside the classroom.

By using multimedia and interactive possibilities, the learning environment is changing.
The learning process of a student becomes more adaptive and associative. ICT gives
students the opportunities to acquire knowledge, attitudes and skills in a self-supporting
way.

The learning process is also changing by the implementation of interactive
multimedia-projects: an active assimilation of information becomes central, situated in a
realistic and meaningful context.

In this, the next principles are in force (a) meaningful learning is an active process, (b)
realistic contexts are a means in the educational learning process, (c) realistic contexts are
goals of the educational learning process.
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Media-education in teacher education
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Summary

The impact of the media on individuals and society is very huge and will become even more
important. The news, backgrounds and amusement media bring, in word, image and sound,
determines in a full amount the knowledge- and culture framework of children and adults. That
huge influence of media makes it an important task of education to help pupils and students to
become media-competent. Media-competence is the knowledge, skills and vision to handle media
and their information. It is predictable that in several years handling media will become as
important as dealing with language. In this article I’d like to focus on the phrase “Media-
education“, the importance of it and how it could ideally be integrated into the school’s curriculum.

What is media-education?

There are many definitions of media-education. A simple one is  “the ability to read,
analyse, evaluate and produce communication in a variety of media forms (television,
print, radio, computers, etc.)“. But there’s also an extended definition I like to concur
with. It’s the one of UNESCO (UNESCO = United Nations Educational, Scientific and
Cultural Organisation). The UNESCO has a prominent position in national and
international debates about education, science and culture. Their definition is:

Media-education covers
1. all ways of studying, learning and teaching at all levels (primary, secondary, higher

adult education, lifelong learning)
2. and in all circumstances, the history, creativity, use and evaluation of media as

practical and technical arts,
3. as well as the place occupied by media in society, their social impact,



162
4. the implications of media communications, participation, modifications of the way of
perception they bring about,

5. the role of creative work,
6. and access to media.

From this definition you can see how media-education covers an immense field. It’s
also clear that media-education cannot be seen separate from its context: social as well as
cultural and economic. In that way, media-education has a relationship with almost the
entire educational curriculum.

Why teach media-literacy?

With the development of communication-technology, the amount of new information
increases. The Internet for example, gives a new impulse to that development. But
because we humans can only assimilate a limited amount of information, the need to
select becomes more important. We spend lots of time watching television and film, using
e-mail and the Internet, but very few schools devote formal attention to helping students
become more sophisticated media consumers. Education should be aware of the huge
impact of the media and act accordingly by teaching media-education and making
students media-literate.

The media select and process facts for us. Because they do so systematically, they
necessarily affect the way we interpret what they are saying. As well as informing us, the
media also shape us. In order to understand more fully how the process works, we need to
become literate in the various languages of the media.

But becoming media-literate means more than just responding to media messages. It
also means understanding how they work, how they differ from personal experience and
how they differ from each other. It means learning about their (dominant) styles and being
able, when necessary, to use them.

Barry Duncan (1998) of the Canada's Association of Media Literacy lists six reasons
why media-education should be taught:
1. Media dominate our political and cultural lives.
2. Almost all information beyond direct experience is "mediated" (based on media).
3. Media provide powerful models for values and behaviour.
4. Media influence us without us being aware.
5. Media literacy can increase our enjoyment of media.
6. Media-literacy can make a passive relationship active.

Barry Duncan says the essential task for teachers is not to make qualitative distinctions
between literary and media texts nor to place them on some form of hierarchical scale.
Rather, it is to help students learn how to evaluate for themselves any kind of text
according to content, form and context (Duncan, 1998).

Knowing about the contexts of production and consumption is a necessary basis for
understanding how to read texts. The realisation that texts are constructed rather than
discovered is central to the development of higher level reading skills.

Teaching about the media involves new ways of looking at familiar things. So it’s very
important to listen to what pupils and students tell you about their media habits. By
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bringing the worlds of media information and formal education together in a constructive
way, media education can be both accessible and powerful. It opens up the potential for a
form of literacy, which is more than functional, and which recognises that information is
always biased.

What needs to be taught in media-education courses?

Media education is not the acquisition of a body of knowledge about specific media texts,
forms or languages, but a means of developing critical competence and understanding.
Media education is concerned with helping students develop an informed and critical
understanding of the nature of the mass-media, the techniques used by them, and the
impact of these techniques. More specific, it is education that aims at increasing students'
understanding and enjoyment of how the media work, how they are organised, how they
produce meaning and how they construct reality. But much more basically, we must try to
tie media-analysis skills to critical-thinking curricula. And we need to show students how
the classical techniques of persuasion and propaganda are employed in contemporary
media. Media literacy also aims at providing students with the ability to create media
products and to integrate media-education in primary education. Teacher education
should give them the opportunities to acquire knowledge, attitudes and skills on media
and the use of it.

The new (digital) information and communication technologies will need to be seen as
more than simply sources of information (for example downloading from the Internet) or
as writing resources or even as a publishing forum (for example uploading to the Internet)
or as a means of interacting and exchanging ideas by networking and conferencing. They
will also need to be seen as objects of critical study in their own right. This means
studying and understanding their operation and potential not only in the classroom, but
also in terms of global information exchange and communicative commerce.

Ferguson (1996) says that teachers dealing with media-education need to “develop a
viable and ongoing engagement with the evolution of new technologies, and with the
ways in which multimedia approaches are being utilised for educational and other
purposes.“

The situation in Holland

The Dutch Council of Culture notices and recognises the need for media-education. They
say that present education still focuses too much on written media instead of electronic
media. Informative media and media that amuses (amusement-media) are growing
towards each other and schools should be aware of this development and make their plans
accordingly. But the problem is that schools lack the financial means, conditions and
guidelines to integrate media-education into their school’s curriculum. Besides, teachers
are insufficiently prepared for their teaching-job in a society that’s new and strongly
determined by media.
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The Council of Culture holds the view that the Dutch Government should stimulate
schools by offering them sufficient funding and means. The different aspects of handling
media are summarised by the Council of Culture in 11 key-issues including knowledge
and skills relating to media, the so-called “media-competencies“ (RvC, 1997). The
Council proposes to make these competencies part of the National educational standards.

The Educational broadcasting channel also focuses on media-education. For about two
months now, they have an interactive website on the Internet with lesson plans and
backgroundinformation on media-education for teachers. There’s also a lot of theses
which may lead to discussions between teachers, students and experts. The school
channel is still working on a syllabus for teacher trainers.

Some projects on media-education in Hogeschool Drenthe, Teacher 
Education

A media-education course in Lotus Learning Space

The aim of this project is to support students in creating a vision on media-education.
They have to discuss in which way they’re going to handle media-education in their
school’s curriculum. The course is based on Lotus Learning Space, a framework for
distance learning. About 8 students from different colleges are forming a team of primary
teachers from a fictive school. They all have to describe in which way they’re planning to
integrate media-education in their lessons specific for their specific grade. At the
homepage (startingpoint) the student has to make a decision where he/she wants to go in
the course. It’s most common to start at the schedule. In the schedule, there’s an overview
of the different modules in the course. Each module is divided into chapters, including
different assignments, discussions and information. The Lotus Learning Space offers
them a lot of information on media-education. For example, some key-issues from the
Council of Culture and some Educational Standards for Dutch language education.

Interactive Presentation Techniques

In one of our Teacher Education Institutes, we’re doing a project with second and third
grade students on interactive presentation techniques. The aim of that project is to let
students make their own piece of multimedia-instruction for primary education. The
students are working with an authorware-program, called ProtoPro. Another important
goal for students is to gain the technical skills of multimedia. But gaining those technical
skills is not the most importance goal. For us it is important that students, by making their
own piece of instruction, really have to think about the way they are going to use and
integrate texts, pictures, and sounds to get the message they want to deliver. Because
when one is able to deliver a good message to somebody by creating it, it is much easier
to be aware of the intentions of different media.
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Abstract

In this article technology education refers to an educational programme which aims to provide
students with skills to live in a world based on technology. The Technology Oriented Teacher
Education programme has been developed at the Oulu Department of Teacher Education as a part of
teacher education programmes. Within this programme educational technology is seen as a science
which provides an opportunity to develop its scientific foundation. The Technology Oriented
Teacher Education Programme makes it possible to apply theories into practice through teaching
school subjects and the technological substance comprised in them. New technological substance
will be developed according to the theory presented here.

Technology education and the Technology Oriented Teacher 
Education Programme

Aware of the importance of technology in modern society, the Oulu Department of
Teacher Education at the Faculty of Education, University of Oulu, has developed a
Technology Oriented Primary Teacher Education Programme. The major subject in the
programme is education, but it also includes a module in technology education.

In this connection technology education refers to knowledge and skills which give
learners opportunities to deepen their understanding of technology in such a way that they
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can cope with technology and its challenges, as well as that they can apply technological
knowledge and skills in everyday life and in educational contexts (Lindh, 1997).

The main idea of the Technology Oriented Primary Teacher Education Programme is
that every citizen should have knowledge and skills of technology and its development in
such a way that he/she can cope with a society based on technology.

Technology education is an integrative area of knowledge and skills by nature,
connecting education and technology. In the Technology Oriented Primary Teacher
Education Programme, technology education is implemented in all the studies in the
school subjects through integrative themes and contents typical to those subjects.

The Technology Oriented Primary Teacher Programme refers to a learning
environment in which it is possible to apply the opportunities offered by information
technology and technological substance to the various school subjects.

Theory behind the Technology Oriented Teacher Education 
Programme

At the practical level, the Technology Oriented Teacher Programme is based on a concern
about children and young people living in a world dependent on technology; how do they
cope with it and how do they grow as citizens who are able to influence its development.
We know that the technological world consists of concrete objects, knowledge and skills
behind them. We also know that technology in itself has a logic that has its roots in
science and practical production. So the main problem in technology education is how to
teach this reality to children and young people.

The starting point should be the technological world and the society around us (Figs 1
and 3). This world exists as a substance with characteristics in concrete and abstract
forms. From the didactic and pedagogical view points, we have to take some examples to
clarify its essence. Usually these examples are expressed as problems involving
technology and learning about technology. Because of its situational and empirical
essence, it is called situational empiry. Depending on the determination, we can create a
theory or theories on how it is functioning. When creating a theory and theories, we have
to be conscious of the nature of substance and situational empiry by comparing items of
knowledge in problem solving with each other in accordance with the method chosen for
the purpose. The methods of determination can be different depending on the type of the
problem to be solved. We have chosen an example from the surrounding technological
substance. In any case, when the learner is solving a problem, he/she is adding to the
substance available for technology education (curved down arrow in Fig. 1). (Lindh,
1997).
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Fig. 1. Structure of technology education.

On the basis of this theory it is possible to organise some of the essential principles of
the Technology Oriented Teacher Education Programme. Similarly to the structure shown
in Fig. 1 and Fig. 3, the starting point is provided by the substance. In situational empiry,
we focus on new technology and the connections between science and technology
education. By using suitable methods it is possible to offer a broader perspective for
technology education. At the theoretical level, the notions of entrepreneurial education,
information technology and mathematics & science are viewed in connection with
technology education (see Lindh, 1996).

Essential principles of the Technology Oriented Teacher Education 
Programme

When the curriculum for the Technology Oriented Teacher Education Programme was
created, some essential principles directed the work. Aware of the huge mass of
technological substance, we concentrated on the knowledge and skills available in our
university. Each of them can be considered as situational empiry at the curriculum level.
As a result at the theoretical level, we can provide some essential principles for the
Technology Oriented Teacher Education Programme:

• New contents and approaches demanded by technological development.
• Need to develop connections between science and technology education.
• Need to develop entrepreneurial education in teacher education.
• Need to develop the curriculum of educational technology e.g. to put into effect the

Information Highway co-ordinated by the National Board of Education.
• To develop a modular system for teacher education.
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• To develop co-operation between faculties by offering courses in the Faculties of
Science and Technology.

• To be familiar with modern trends in teacher education and to develop international
co-operation in that connection.

These principles will lead to competencies in which:
• The teacher is able to utilise the possibilities offered by technology in his/her work.
• The teacher is capable of teaching pupils to understand the world based on

technology, its drawbacks and advantages and how to develop it at the individual
level and at the level of society.

• The teacher is capable of utilising his science knowledge and skills to develop
technology education and utilising his knowledge and skills of technology to develop
science education.

The aim of the Technology Oriented Teacher Education Programme is not to turn the
teachers into ”technocrats”, but into experts in the field of technology (see Hacker &
Barden, 1988).

Theory of the Technology Oriented Teacher Education Programme on 
the curricular level

As a result, the Technology Oriented Teacher Education Programme can be described as
in Fig. 2, when the aim of the education is to train primary teachers. This programme is
integrated with the standard Primary Teacher Education Programme, but there are plenty
of differences in its details compared to the standard programme.

The most important difference concerns the studies in education. These studies are
divided into seven modules. The seventh module is called Technology Education.
According to its definition and theory, it provides the theoretical core and scientific basis
for this programme. The Technology Education module is divided into three themes: 1)
Form and curriculum of technology education, dealing with the practical and theoretical
structure of technology education, 2) Didactics of technology education, in which the
students learn how to teach technology to children and young people, and 3) Culture and
technology in mathematics & science education, dealing with the possibilities to widen
the concept of technology education to these sciences.

In all the themes there are lots of examples of technology education at the practical
level. According to the structure of technology education, the substance will lead the
learner to problematise it as situational empiry. If appropriate methods are available,
every student can create a view of technology education at the theoretical level.

We also hope that the influence of technology education is overwhelming in all the
items of this programme. Even at the introductory stage of the studies, the students have
more computer studies than those in the standard programme. The studies in the school
subjects involve more mathematics, natural sciences and technology than in the case of
the students attending the standard programme, and in the optional and minor subject
studies, the students can choose to pursue studies with technological contents.

The students are free to choose the topic of their Master’s theses, but our experiences
indicate that they usually choose a topic related to technology education or another other
theme close to it.
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Fig. 2. Master of Education, Technology-oriented Class Teacher Programme.

What is electronics and how to utilise it? – An example of the structure 
of technology education on a general level

This is an example (Fig. 3) of what we hope will happen when a teacher has completed
the technology-oriented programme. In this case the teacher has concentrated on the
problem of what electronics is and how to use it. As a result of his studies in technology
education, the teacher is aware of the nature of the problems in technology education.
Therefore he knows how to provide the education needed in problem solving (see
Norman et al., 1995).
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Fig. 3. What is electronics and how to utilise it?

The theoretical background for the studies in technology oriented teacher education is
provided by technology education. It can be described with a diagram consisting of the
following items (see Fig.  3):
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1. The goal of technology education is to provide education for a technological world.
The starting point of technology education is the world based on technology, its past,
present and future.

2. For learning purposes, the technological world is problematised, i.e. questions are
formulated about its essence in different areas of technology. In this way we can
establish what electronics is about and how it can be utilised.

3. To get answers to these questions, a variety of learning methods suitable for
technology education must be used.

4. A picture of the different areas of technology is formed through these learning
methods, and we learn which things and how are connected to each other. These is no
end to problem areas like these.

5. The things produced by the learners form the concrete results of learning. These
objects are a part of the technological world. When learning advances, they turn out to
be the samr things that we see around us in everyday life.

When we learn to contribute to the technological world, we learn to grow and educate
people for a society in which technology is as good as the people living in it.

In conclusion

Technology education is not a school subject in Finland, but it is a new branch in general
education. In the last few years its importance has been understood, as the Finnish society
is highly dependent on technology commercially and from the viewpoint of everyday life
as well. This is the main reason why the Faculty of Education at the University of Oulu
has chosen the Technology Oriented Teacher Education Programme as one of the
alternative lines in teacher education.
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Abstract

In the Netherlands student teachers of thirty-four teacher education colleges now use a multimedia
interactive learning environment – MILE – to study primary school mathematics learning. In this
environment the student teachers can investigate Dutch mathematics lessons. Three European
teacher education institutes and the Freudenthal Institute (Utrecht University) are going to develop
an international version of MILE. In 2000 student teachers from the three institutes will use this
international learning environment to investigate mathematics education in Finland, the Netherlands
and the United Kingdom. Together with peer students from these countries, they investigate and
discuss English, Dutch and Finnish mathematics lessons. Doing that, they will investigate and
discuss different educational systems, different cultures and different teacher education programs.
This might open their eyes for “familiar things” in their own culture they take for granted and might
help them to investigate mathematics teaching in classrooms in their own country from a new
perspective.

Introduction

MILE is a learning environment for future primary school teachers with content for
primary mathematics teachers education programs (Dolk, et al., 1996). It is a computer
based learning environment, consisting of a video database, communication tools for
student teachers and their educators, and a search engine.

The video database is composed of a digital representation of mathematics lessons in
primary education. This Dutch digital school contains at this moment 65 lessons in grades
K, 1, 2, 4, 5 and 6. The topics of these lessons vary from early number sense, and early



174
addition and multiplication to percentage. In grade 2, for instance, twenty-three
succeeding mathematics lessons are videotaped.

Each lesson is divided into short fragments. These fragments can be considered as
small narratives, each telling a story about teaching and the practical knowledge of
teachers. Together the fragments follow the events of the entire lesson. Each narrative is
accompanied with an abstract and with a number of labels. The labels, used to classify the
narratives, are based on the educational, psychological, pedagogical, and subject matter
pedagogical literature. 

In the learning environment student teachers can also investigate all the materials
related to each of the lessons: 

• the textbook series,
• the teacher’s manual,
• the planning and the reflection of the teacher as he or she documented it in his or her

journal,
• a videotaped 'interview' with the teacher,
• a videotaped consultation of the teacher and a colleague,
• the students' workbooks and other written materials.
Furthermore, MILE contains information to understand the culture of the school.

Videotapes meetings of teachers, an interview with the principle, videotaped
conversations with parents, a parent evening give student teachers insight in the schools
atmosphere.

MILE furnishes an investigative representation of real classroom teaching. The
learning environment allows student teachers, amongst others, to investigate interesting
narratives within the digital school, to view and re-view these narratives, and to place the
episode in the flow of the lessons.

The prospective teachers are given the opportunity to study all facets of mathematics
education in primary schools. They are not supposed to conduct their investigation
solitary in MILE; they can map out a learning route through the learning environment in
small groups or use Internet' communication capabilities to share and discuss thoughts
with others at other locations.

The student teachers can use the search tool to find fragments that fulfil certain criteria
and that might help them to further investigate their questions. So, they develop their own
criteria based on their investigation to select fragments among the many hours of
classroom video. The search tool allows them to use their own keywords and if possible
provides them with synonyms used in the classification tool.

Student teachers will develop knowledge based on the practical knowledge of the
MILE-teachers. They also develop mathematical and pedagogical content knowledge
based on their analyses of the students’ mathematical work, the teachers’ activities and
the knowledge construction of the children. So, MILE serves as an environment in which
the student teachers can build a common understanding of their developing sense of the
nature of both the learning of mathematics by students and of mathematics teaching by
teachers.
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A digital school in MILE

The basic idea behind MILE is simple and powerful:
• register the day-to-day mathematics teaching practice in a primary school
• do not omit a minute of the registration
• digitalize the video materials
• divide the lesson into fragments with a meaningful content
• make that available for student teachers
• have student teachers investigate teaching practice with the use of an appropriate

search engine and to-the-point impulses from experts (Dolk, et al., 1996)
MILE is more then a collection of videos. The intended use of MILE also differs from the
standard use of videos in education. Often, teacher educators use videos in a show and
tell way, showing certain footage to make their point. As stated before, with MILE we are
aiming at another approach of teacher education. This has consequences for the making
of the environment. We intend to build an environment that stimulates student teachers to
investigate education themselves and stimulates teacher educators to facilitate the student
teachers. In this chapter we focus on the environment.

The making of MILE

Real classroom teaching

The possibility to investigate real time teaching is an important element of MILE. Real
time means that we did not cut down the videotape of the lesson. However, we found it
important to allow the viewer to see who is talking and to see his or her body language. If
possible, we even want to see what a person is writing. To make it possible, we
videotaped each lesson with three cameras and edited these tapes to one tape. In the
editing the interaction in the classroom, between the teacher and students or among
students themselves, is captured by switching among the three cameras. 

The MILE-teachers deserve our utmost respect. In their classroom from 7 meters by 7
meters the camera operators and the sound operator took a strip of one meter wide. On the
ceiling several very hot spots were attached. The desks were placed so that one camera
could capture the faces of each student. The teacher was miked and on each table a small
microphone was hidden. So the teachers had to work in a classroom with at least three
other adults, in Dutch education a rare phenomenon, organized for videotaping and full of
distractions for the students. Furthermore, they were consciously or unconsciously aware
that enormous numbers of student teachers would investigate their lessons.

We asked the teachers to write a journal entree every day before and/or after the
lesson. These journals are part of MILE. Journal writing is not really common for many
Dutch teachers, so it is an extra burden for the teachers. Every morning before the lesson,
the teachers spoke with imaginary student teachers about their lesson’s plan. These
monologues are also a part of the environment. The teacher reflects on last day’s lessons,
on the reactions and actions of the students and talks about his/her intentions for today’s
lesson.
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Furthermore, the written work of the students is collected. In the registered lessons it is
visible that students are writing in their workbooks, however reading what they are
writing is almost impossible. Because all ’ worksheets are available in the environment,
student teachers can investigate students reactions based on their written work and verbal
explanations in the classroom. The written work serves as an extra source of information.

Clips and narratives

A lesson is between forty-five and seventy minutes long. Viewing the lesson as a whole is
not helpful. The arguments are well known: too much happens in the whole lesson, it
takes a long time before student teachers see the kind of action they are looking for, it is
hard to review that incident. Viewing the whole lesson at once would mean that the
environment is used as a video player.

The MILE learning environment is developed on a different basic idea. There, student
teachers are enabled to view and review smaller fragments. Therefore, each lesson is
divided into several short fragments1. The division is made on basis of subject matter,
pedagogical and educational points of view. Each fragment tells a short story about
something that happens at that moment, something that the teacher might talk about with
a colleague or a student teacher. Furthermore, each fragment can be seen as a narrative
that tells a story about the teaching and the practical knowledge of teachers. For the
student teachers their personal narrative of the event encompasses their observations,
their personal educational history and the knowledge they constructed reflecting on that
fragment. The fundamental idea behind this fragmentation of the lessons into narrative is
the concept of “a narrative way of knowing” (Gudmundsdottir, 1995). Practical
knowledge is situated and remembered in stories related to the situations. This knowledge
is personal, in the sense that there is a personal history to the situation, and, of course, a
personal interpretation of the situation. The narratives can be seen as a tool to acquire
practical knowledge in MILE.

On average a lesson is divided into sixty clips. Examples of abstracts, in which the
story of the clip is told, are:

Minke draws attention (box with...)
Minke plays dumb: 94, hang it where? There?
Suk-Yee points to 94 on the number line, Minke checks with class.
On Suk-Yee's directions, Minke hangs 94 on the number line.
Suk-Yee explains with help from Minke why the number 94 has to hang there (just before 95)

1. A major difference between the Student Learning and Teaching Environment (SLATE) (Lampert and Ball,
1998) and MILE is the way lessons are presented to the students. In MILE are the lessons fragmented into
narratives. SLATE is complete lesson oriented. Therefore, the student teachers have to find their way through
the lesson in SLATE. In MILE they are supported by the fragmentation and the accompanying abstracts.
Both, MILE and SLATE, are a representation of practice. It still is a question which representation is the best
for teacher education. There are of course more differences between both environment. For instance, the fact
that the teachers in SLATE are more problem oriented and the colleagues in MILE are more textbook
oriented.
SLATE was a source of inspiration for the development of MILE.
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Senwing reads 72 correctly and correctly points to 72 on the number line.
Vincent reacts to Suk-Yee and points out 72 close to 75.
Minke hangs 72 on number line and corrects herself, she asks for reaction from the class.
Minke asks for further precision.
Demis has pronounced 42 correctly and points to it correctly on the number line.
Demis correct on number line, Minke praises the class.
Minke purposely hangs up 42 instead of 32. She plays dumb.
Minke passes out last three numbers. She arouses tension.
Werner has 42 pronounced correctly by someone in the class and points to it correctly on
the number line.
Minke responds to class reaction (the middle) with the core question: Why does it go in the
middle?
Zavayna turns 68 into 89 and hangs that on the number line.

The abstracts make it possible for student teachers to select relevant and smaller
fragments. They can for instance select clips in which certain students are notably
present, where the teacher facilitates a mathematics congress, or where the children
develop a mathematical model.

The archive

Fig. 1. The archive, a part of the MILE environment, gives an overview of the lessons in the digital
school and of the fragments in these lessons.

Each narrative is a solitary case, but is at the same time related to the lesson as a whole.
Together the fragments follow the events of the entire lesson. Therefore, the abstracts of
all the fragments of one lesson tell the story of that lesson. In the archive student teachers
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can select a lesson and read the abstract of each clip. To select a fragment in the archive,
firstly, student teachers need to select a school and a class they want to “visit.” Secondly,
they select the lesson in the sequence of lessons. And finally, they select the desired clip
out of the list of clips. These clips are chronologically ordered. This way, the student
teachers get a quick overview over the lesson (fig 2) by reading the abstracts. They also
know where the viewed fragment is located in the lesson and in the sequence of lessons.
So, they have more information about how to interpreted the fragment.

Search engines for student teachers

Fig. 2. Seven of the twenty-one hits found with the search engine for “Number line”.

Of course, in the case of a database with more than three thousand five hundred clips a
student teacher needs other entree points besides an archive. Therefore, a search engine
allows the student teachers to search the database in a couple of ways. Firstly, they can
search the class dialogue on basis of full text retrieval. Secondly, they can search the
abstracts also on basis of full text retrieval and finally, in time, they can search the
fragments on basis of contextualized subject matter related labels. These labels, used to
classify the narratives, are based on the educational, psychological, pedagogical, and
subject matter pedagogical literature.

The search engine itself is simple, allowing for Boolean searches and showing the hits
on basis of the number of keywords. The hits are showing as a list of abstracts. In Fig.  3 a
list of hits is showing for the keyword “question.” Clicking on an abstract brings the users
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to the video screen, where they can view the fragment and at the same time get
information about the lesson.

Communication tools

A last aspect of the software is the communication tool. At this moment, student teachers
can communicate with each other and with their educator through email. Over time a
news group type of tool will be available that allows the sender not only to send a
message, but also to attach one or more clips. The receivers can view those clips while
reading the message and, if desired, they can switch to the archive and see which lesson
this fragment is a part of.

Student teachers will make notes during their investigations. They will also write a
paper at the end of their investigations. Most word processors allow the use of
annotations and this can also be used as a communication device. The teacher educator
and the student teacher can discuss the research, the theorizing by the student teacher, etc.
The educator can for instance insert supporting remarks, links to theory, suggestions for
follow-up questions or clarification, or remarks to create disequilibrium. The student can
insert answers to the educator, but also pose questions, ask for suggestions, or elaborate
on a remark from the educator. In contrast to the email conversation, this discourse now is
in its entirety part of the student teachers work.

These forms of communications do not diminish the importance of classroom
interaction at the teacher education college. The student teachers and the educator will
also have to discuss the work of the student teachers at the college. Interaction among
peers, collective investigations, comparing observations and generalizations are an import
aspect of working in MILE.

The content of the learning environment

Introduction

We can see the learning environment as a reservoir of for instance manipulatives,
mathematical models, lesson starters, and other teaching ideas. The content, the
possibilities, and the open questions are also elements of it. There are several people who
are a part of the environment: for instance the expert, in our case often the teacher
educator, and the fellow student teachers. The discourse among them and the different
ways to stimulate that discourse can also be seen as a part of the environment. However,
most important, the learning environment is a research domain, in which the student
teacher can investigate teachers’ practical knowledge and ’ knowledge construction.
Whatever way we look at the learning environment, we have to keep in mind that it is
more then just the software.
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The digital school

MILE contains a digital representation of a school. At this moment, the digital school
contains lessons in Kindergarten (reception class), grade K-1, grade 2, grade 4, grade 5
and grade 6. The topics of these lessons vary from early number sense, and early addition
and multiplication to percentage. In grade 2, for instance, twenty-three succeeding
mathematics lessons during five weeks of education are videotaped. Here we see the
children and the teachers work on the fundament of addition, subtraction and on early
multiplication. There are also a number of lessons on Geometry. In grade 5 and grade 6
we registered a series of lessons on percentages. First we videotaped five lessons in grade
5. A year later we videotaped five more lessons on the same topic in the same group of
students, now in grade 6.

Registering a digital representation of a school implies that more is needed then just
recording lessons. Conversations with children, conversations with teachers, exchange of
views and experiences between two teachers, team meetings, a conversation with a
principle, a parent’s evening, a conversation between a teacher and a parent are also
videotaped. Furthermore, the written work of the students, the journals of the teacher, the
textbook series and the manual are inserted in the digital school.

The number of lessons in one class is enough to allow investigations over time. After
viewing a fragment, student teachers can look back and view the history of that specific
episode and they can look in the ‘future’ and see the effects of the event. They can also
compare the event in the class with the teacher’s preparation and with the reflection of the
teacher. Likewise, they can compare it with the textbook series and the teachers’ manual.
These possibilities alone show already the differences between MILE and student
teaching.

Examples of investigations in MILE

The research questions student teachers can investigate in MILE very enormously. For
instance, they can focus on the question how a teacher keeps the students attention
focused. One of the teachers, registered in MILE, is able to work very intensely with her
class for more then an hour. Student teachers know they are not able to achieve that. In
their teaching students get distracted easily. More surprising is that the teacher in MILE
doesn’t seem to show any effort in keeping the students attention. Some student teachers
wonder how she manages to keep her class focused and investigate her behavior over
many lessons. They came up with a list of fifteen different classroom actions from that
teacher. This list shows the reservoir function of MILE. The discussion among the student
teachers about each of these actions and the reasons why they are successful, was the
beginning of theorizing by them.

Of course, other questions can be investigated. How can I recognize a strong student,
and how does this student cooperate with his peers? What does the teacher do to help this
student and which what effect? The student teachers in question did not start with this
question. They wondered who the strongest student in the class is. In their search for the
answer to this question the student teachers needed to investigate ways to recognize
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strong students in class, analyze the behavior of these students, and compare their
behavior with that of other students.

Student teachers are not used to the way children express themselves. In student
teaching they often discover, that it is hard to understand some children immediately. In
MILE, they can search for moments where students explain their thinking, for instance
where students pose a solution to a problem. At these moments, they can listen to the
students and try to make sense of their answer. At the same time, they can investigate,
how variable responses of students are. It will help student teachers to listen to the
students as learner and interpret their learning. Furthermore, they will discover that they
need to know more about the mathematics to understand the children and to make
decision what to do next. After all, to make a grounded decision a teacher needs not only
to understand the student’s thinking. He or she also needs to understand where the
mathematics might go, when the class spends more time that explanation. A teacher can
only be ahead of the possible ways a mathematics conference will go, when he or she
really understands the mathematics involved.

A last example of a possible investigation in MILE concerns a group of student
teachers, which had read the teacher’s journal and especially her lesson plans. Next, they
viewed a part of the lesson and discovered amongst other things that the teacher did not
follow her plans. In a way, those student teachers criticized her. This might happen,
because they expect their educator to criticize them if they would not follow their
preparation. With some guidance from their educator, the students started to investigate if
there were reasons why the teacher departed from her plan and found that she did so
because of the reactions of the children. For the student teachers the notion of “listen and
react to the children” got an extra meaning.

Student teachers in MILE

Oonk investigated the learning of two student teachers in MILE. He worked as teacher
educator closely with those two student teachers. For them he was coach and expert, for
himself he was above all researcher. In this study he discovered that the student teachers’
investigations can be characterized as cyclic (Oonk, 1999). According to Oonk, their
investigation can be seen as a succession of nine research cycles, each consisting of eight
sections: 1) motivation-a reason to start, 2) search plan, 3) search, 4) selection, 5)
observation, 6) reflection, 7) evaluation, and 8) reasons for a new start.
At the beginning of the cycle the student teachers have a reason to know more. This
reason can be found in for example an existing problem, in curiosity in the backgrounds
of a certain event, in a remark from a peer student or the teacher educator, or in the theory
found in an article or a book. The wish to know more, needs to be translated into a search
plan. After all, working in MILE often starts with searching for appropriate fragments.
The result of the search is a long list of possibly interesting fragments. If needed, the
student teachers can fine-tune their search by adding extra key words. On basis of the list
of abstracts, student teachers select a couple of these fragments. They view, review and
discuss these fragments. This will lead to a reflection upon the fragments and ultimately
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to a reflection upon their search question. Often this leads them to a new or renewed
reason to know more and to ideas on how to continue.

An English and a Dutch mathematics lesson in MILE

As a start of the European version of MILE, Melvyn Brown and his colleague Peter
Whitefield from the University of Northumbria in Newcastle, registered a mathematics
lesson in grade 2 in a school in Newcastle. Their intention was to register a lesson that, in
regard to the subject, is comparable with the first lesson in grade 2 in the Dutch
registration. Therefore, number sense and the number line were the topics of a part of
their lesson. The lesson was added to the MILE database. 

This allows us a first glimpse at the possibilities of joint investigation by English and
Dutch student teachers. We will indicate several starting-points for a discussion among
student teachers from different countries. To begin with, we will suggest possible
impressions that they might perceive from the lesson in the other country and questions
that might arise. After that, we will focus on two mathematical issues that come up in
both lessons.

A first impression

The English pupils are seated on a rug, close to each other with Peter, the teacher, in front
of the group. A whiteboard is on the side of the class. All pupils wear a school uniform, a
blue shirt and gray trousers. In the Netherlands, the pupils are seated at school desks in
groups of four or six. Minke Westveer, the teacher, stands in front of the class. A
blackboard is behind her. Here the pupils wear a set of colorful clothes, which definitely
does not represent a school uniform.

Fig. 3. Classrooms in England and in the Netherlands.
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The seating arrangements are so different that student teachers from both countries
will question each other about this. For the Dutch student teachers having students sit on
the floor is very uncommon, and might even be considered odd. In Dutch reception class,
circle time is a well-know phenomenon; the pupils and the teacher will sit on their chairs
in the circle. This is probably the only situation that approaches the English seating
arrangement. English student teachers might consider the Dutch setting formal and
demotivating.

Minke tells in her introduction to the lesson, why she chooses not to have the pupils sit
in a circle. “Basically, I like working in a circle, because of the involvement. But for
arithmetic, I sometimes find it awkward in terms of organisation and have decided not to
use it.”

Student teachers discussing mathematics education in different countries might start
with such shallow comparisons. We like to create an environment that will challenge
student teachers to compare mathematics education more in-depth. Other aspects of
education might bring the discussion to a next level. For instance, do we describe the
lessons as student centred or as teacher centred? And do we characterise the lessons as
textbook oriented or as problem solving oriented.

Due to the class arrangements, the Dutch lesson might be seen as teacher centered and
the English lesson as pupil centered. The formal arrangement of the class ,and the fact
that the teacher, Minke, stands in front of the class seem to indicate that she is running the
“show”. Peter seems to be closer to the pupils, as he and the pupils sit close to each other.
Listening to the dialogue, student teachers can take the edge of this impression.

Minke starts by setting the scene. After a traditional “good morning everybody”, she
checks the presence of the pupils and inquires about children who are absent. In her class
the conversation starts as follows.
Minke Good morning everybody!
Class Good morning, Miss Minke.

(Vincent hands over a book to Miss Minke)
Minke Thank you, Vincent.

Well, let's see. Chamaria is still absent. Has anybody heard anything
about Chamaria?
Kimberley?

Kimberly She is ill
Minke Is she ill? How do you know?
Kimberly I phoned her.
Minke Oh. I haven't heard anything from Chamaria. So I did not know, but now

I do.
Do you know what's wrong with her?

Kimberly (Nods) She has a headache and a tummy-ache.
Minke Sounds like a touch of the flu.

The beginning of the lesson in Peter’s class is similar. He also starts with
setting the scene with a “good morning everybody.” 

Peter Good morning everybody.
Class Good morning mister...
Peter Come on, come on everybody.

Good morning everybody.
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Class Good morning
Peter That is better.

Are you feeling well?
Class Yes
Peter Excuse me, has anyone anything to ask me? (Silence and puzzlement)
Peter No, what about me?
Class Are you okay?
Peter I'm very well thank you.

I was wondering when someone was going to talk to me about how I was.
I am very well and I love your smiles. 
(Laughter)
So keep that smile on.

Peter continues by introducing the topic of the lesson. 
Peter Now here goes. Can you remember last week, I did a story but it was a

bit of a different story from the one I had been telling you before that.
Victoria (…)
Peter It was a story about number.
Peter Good old Victoria, well done. You put some numbers upon the number

line. Who can tell me what we did in our story about number last week?
Helen?

Helen You put some numbers upon the number line.
Peter We put some numbers on the number line. Excellent Helen. What num-

bers did I put on the number line? Robert.
Robert The em…, the tens
Peter The tens. Excellent. Those wonderful things called tens. So look at our

number line today. Yes. You can tell me Hannah then, what numbers have
I covered up at present?

Hannah The tens have been taken away.
Peter The tens, well, have they been taken away?
Class No. They been covered up.
Peter They been covered up, because they are there still aren't they? They are

still there, but at present they are covered up. Now, can anybody tell me,
cos we did this last week, what is important about those tens?

Pupil They've got two numbers on them.
Peter They've got two numbers. Anything else, David?
David They've got no unit.
Peter They've got no units. Can anybody tell me anything else?
Pupil It should be onety, twoty.
Peter Yes it should be, alright. That's a very good one. The first one could be

onety, the next one could be twoty, because the next one is?
Pupil Thirty.
Peter Thirty, forty, then we are getting right. That was very clever.

After a small incident concerning a leaking roof and a pupil coming in late, Minke
introduces the first topic of the lesson. Here a possible difference between the two lessons
shows up. The English lesson seems to be more problem oriented, the Dutch lesson seems
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to be more textbook oriented. Minke follows the textbook and the manual to a large
extend, while Peter develops the topics of his lesson himself.
Minke You can take out your arithmetic books (children start taking out books).

Turn to page 75 (children are looking for that page) Look, Montana
(Minke shows page 75 to Montana and the class). That is this page with
the pictures. (She waits a little longer for all the children). (Next she gets
up and walks through the room) You have it too. Rachel, back a little. No,
you've gone too far. Okay. Who has not found it? Everyone, right? Good.
What do we see on page 75? Farit?

Farit A house!!
In the lesson, Minke lets the pupils talk about the four drawings on page 75 of the

textbook series, depicting four stages of the building of a house. The pupils first describe
each of the pictures and then put them in order. Later in the Dutch lesson, Minke starts
practicing with the number line too. The children have to point out numbers on the
number line. Here a second difference between the two lessons becomes visible. In
Peter’s lesson the multiples of ten were covered, in Minke’s lesson the multiples of tens
are visible. Just before this lesson she has removed the units. And like the covering up of
the tens in Peter’s lesson, this is new for the children. Minke explains her intentions as
follows:

After that we will start practicing with the number line. The children have
to point out numbers on the number line. The multiples of tens are visible.
The units have been removed and that is new for the children. The idea is
for them to count ten from a random number on the number line. 

In the lesson the difference in set-up plays through. In the English lesson a pupil has to
show where 20 belongs on the number line. In the Dutch lesson a pupil shows where 72
belongs on the number line. Of course the strategy and knowledge used by the students is
different. There are similarities. Both teachers, for instance, stress the importance of
‘estimating the right spot’. When Suk-Yee walks in the direction of the right location for
94, Minke immediately reacts with: “I see Suk-Yee looking there. Should it hang there
somewhere? Why not there?”

The laughter of the students shows their comprehension in this. Peter, in his lesson, has
more or less same statement. When Bruce is trying to locate twenty, Peter asks: ‘where
about is it going to be on that line? Is it going to be on that end or is it going to be on this
end?’ Bruce goes for the far end and uncovers 90 or ‘nine and nothing’ as he puts it.

In their use of the number line, the two teachers show similarities and differences.
Therefore the two lessons in itself form a good starting point for an investigation in the
use and subject matter pedagogy of the number line.

Student teachers could investigate these lessons trying to find answers for questions
like:

• What is the influence of the sitting arrangements?
• What is the effect of the textbook approach versus the problem based approach?
• What is the effect of the differences in the ‘half’ open number lines as used by Peter

and Minke respectively? What is the subject matter pedagogical background of each
representation? What effect will each representation have on the pupils’ knowledge
construction?
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These questions arise after watching and discussing ten minutes of video. To answer
each of these questions an in-depth investigation is needed. In doing so, the following
overall question needs to be in the back of the mind of the investigator: are these
differences the effect of viewing lessons of two different teachers, or are these differences
related to educational differences between the two countries?

MILE and teacher education

In MILE, student teachers have access to a rich source of teaching practice, which
provides them a basis for the construction of practical knowledge. Digital real
representations of teaching practice can be placed between the (past) experiences of
student teachers and their future experiences as a teacher. It will help student teachers to
go beyond their old experiences. Most of these experiences are from conventional
education, and are not reflected upon by the student teachers.

Traditionally, in college or university, student teachers learn the content of education;
they learn what to teach. In practice schools they can learn how to teach. MILE opens a
new perspective for teacher education. It helps to break down the distinction between
knowing what and knowing how. After all, it is hard to differentiate between theory and
practice in MILE. Both are interwoven in the personal experience of the student teacher
in MILE, with the narratives functioning as the basis of this. In each fragment, practical
knowledge of the teacher is visible and theoretical interpretations are possible.
Furthermore, a number of similar situations can form the start of a process of theorizing
by the student teachers. So, in MILE student teachers can learn from teaching.

MILE allows student teachers not only to learn from teaching, but also to learn how to
investigate teaching. Oonk (1999) showed that student teachers develop an investigative
approach to the teaching practice. Like stated before, the two student teachers, whose
investigation he closely observed, followed nine research cycles. They learned how to
discuss their ideas and findings, how to reflect upon teaching practice and how to pose
follow-up questions.

Investigations in a digital school allow student teachers to make sense of teaching and
learning. This can to take place by looking at and interpreting situations taken from
teaching practice from the teacher’s point of view and from the learning practice from the
students’ point of view. In the first case, a key question is “What do you, as a teacher,
have to be able to do, to do this.” The student teachers can investigate teaching situations
and the teacher’s journal in MILE to discover whatever may be concealed behind the
actions of the teacher. In the second case, key questions are “What does the student
understand about the mathematics concerned” and “What supported the learning of the
student.” The student teachers can investigate classroom situations and the students’
workbooks to discover what knowledge students show while expressing themselves in
writing and verbally. Furthermore, they can investigate the past and future of the student
to see how that knowledge develops over time.

MILE delineates teaching as a “coherent practice.” Investigations in MILE
automatically go beyond the subject matter aspect of mathematics teaching. As teaching
is situated in the classroom, the subject matter, the pedagogical and the educational
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aspects of teaching are always integrated. This opens up new perspectives for Dutch
primary school teacher education. With real classroom situations as basis, teacher
education can be organized around the teaching of the school subjects, instead of being
organized around the distinctions in educational disciplines: educational psychology,
educational policy, mathematics education. Therefore, integrating in teacher education
those aspects of teaching that are always integrated in real practice.

The international video database of teaching practice will allow student teachers to
compare teaching in different countries. Presumably, this will force them to reexamine the
educational practice in their own countries. The video study in the Third International
Mathematics and Science Studies (Stigler & Hiebert, 1999) shows that intercultural
comparison of mathematics education is fruitful and informative. “Looking across
cultures is one the best ways to see beyond the blinders and sharpen our view of
ourselves”. The video study revealed “images of teaching”; comparing mathematics
lessons across cultures diminished the internal differences between the lessons from one
country. We predict that the discussion about moments in MILE between student teachers
from different countries will also cover many elements of mathematics teaching the
students now take for granted. The European version of MILE will help students to cross
the borders of their educational culture and therefore better understand their educational
culture.

References

Dolk, M. (1999). A European Network for MILE. ICMI: Bulletin of the International Commission on
Mathematical Instruction, 46, June 1999.

Dolk, M., Faes W., Goffree, F., Hermsen, H., & Oonk, W. (1996). A Multimedia Interactive Learning
Environment for future primary school teachers. Utrecht: Freudenthal instituut, NVORWO.

Goffree, F. & Dolk, M. (ed.) (1995). Standards for primary mathematics teacher education. Utrecht:
NVORWO/SLO. (translation of a portion of Goffree, F., & M. Dolk (red) (1995). Proeve van een
nationaal programma rekenen-wiskunde & didactiek op de Pabo).

Goffree, F. & Oonk, W. (1998). A Digital Representation of ‘Full Practice’ in Teacher Education. The
MILE Project. In K. Krainer and F. Goffree (Eds.), On Research in Teacher Education. From a
study of teaching practices to issues in teacher education (pp. 187–200). Osnabrück:
Forschungsinstitut für Mathematikdidaktik.

Goffree, F. & Oonk, W. (1999). When real teaching practice can be (digitally) represented in
Colleges of Education: The MILE project. Paper presented at 1999 International Conference on
Mathematics Teacher Education in Taipai, Taiwan.

Gudmundsdottir, S. (1995). The narrative nature of pedagogical content knowledge. In: H. McEwan
& K. Egan, (Eds.), Narrative in teaching, learning and, research. (pp. 24–38). New York:
Teachers College Press.

Lampert, M. & Loewenberg Ball, D. (1998). Investigating teaching. New Pedagogies and new
technologies for teacher education. New York: Teachers College Press.

Stigler, J. W. & Hiebert, J. (1999). The teaching Gap. Best ideas from the World’s Teachers for
Improving Education in the Classroom. New York: The Free Press.

Oonk, W. (1999). Pioneers in MILE. Utrecht: Freudenthal Instituut.



List of authors

Professor Hannele Niemi 
University of Helsinki, Department of Education, P.O.Box 39, FIN-00014 Helsingin yliopisto,
Finland, Hannele.Niemi@helsinki.fi

Professor Philip Gammage
University of Nottingham, University Park, Nottingham NG7 2RD, England, philip.gam-
mage@nottingham.ac.uk
University of South Australia, Early Childhood Research, Education Centre, 31 Flinders Street,
Adelaide 5000, South Australia, philip.gammage@unisa.edu.au

Dr. Anneli Lauriala
University of Oulu, Department of Teacher Education, P.O.Box 2000, FIN-90014 Oulu, Finland,
alaurial@ktk.oulu.fi

Dr. Ann Reed
Texas Wesleyan University, 1201 Wesleyan Street, Forth Worth, Texas 76105-1536, USA,
reeda@txwes.edu

Mr. Brian Clarke
University College Worcester, Faculty of Education and Psychology, Henwick Grove, Worcester
WR2 6AJ, England, b.clarke@worc.ac.uk

Ms. Jenny Hughes
University College Worcester, Faculty of Education and Psychology, Henwick Grove, Worcester
WR2 6AJ, England, j.hughes@worc.ac.uk

Dr. Lynn Staley
Ball State University, Department of Elementary Education, Muncie, Indiana 47306-0590, USA,
00lmstaley@bsu.edu 

Professor Mark Flynn
University of Saskatchewan, Deaprtment of Educational Psychology and Special Education 28,
Campus Drive, SK S7N oX1, Saskatoon, Canada, Flynn@skyway.usask.ca

Dr. Hannu Soini
University of Oulu, Faculty of Education, Deaprtment of behavioral Sciences, P.O.Box 2000,
FIN-90401 Oulu, Finland, hsoini@ktk.oulu.fi

Mr. Keith Humphreys
University of Northumbria at Newcastle, School of Education, Coach Lane, NE7 7XA Newcastle
Upon Tyne, England, hd12@dial.pipex.com



189
Professor Gajendra K. Verma
University of Manchester, Centre for Ethnic Studies in Education, School of Education, Oxford
Road, Manchester M13 9PL, UK, Verma@fs1.ed.man.ac.uk

Dr. Saila Anttonen
University of Oulu, Faculty of Education, P.O.Box 2000, FIN-90014 Oulu, Finland, sant-
tone@ktk.oulu.fi

Dr. Larry Vold
Indiana University of Pennsylvania, Department of Professional Studies in Education, Davis Hall,
570 S. Eleventh Street, Indiana, Pennsylvania 15705-1087, USA, lavold@grove.iup.edu

Dr. Georg R. Bieger
Indiana University of Pennsylvania, Department of Professional Studies in Education, Davis Hall,
570 S. Eleventh Street, Indiana, Pennsylvania 15705-1087, USA, grbieger@grove.iup.edu

Professor Rauni Räsänen
University of Oulu, Department of Teacher Education, P.O.Box 2000, FIN-90014 Oulu, Finland,
rrasanen@ktk.oulu.fi

Professor Jay C. Thompson
Ball State University, Teachers College 902, Muncie, Indiana 47306-0590, USA, jthomp-
so@bsu.edu

Professor Bobby G. Malone
Ball State University, Teachers College 902, Muncie, Indiana 47306-0590, USA,
bmalone@bsu.edu

Mr. Ninian Millar
Högskolen i Oslo, Avd. for Laererutdanning, Pilestredet 52, N-0167 Oslo, Norway, Ninian.Mil-
lar@lu.hioslo.no

Dr. Jaap Vedder
Hogeschool Drenthe, Faculty of Education, Teacher Eeducation, Zwolle, the Netherlands,
jaap.vedder@wxs.nl

Ms. Bianca Geerts
Hogeschool Drenthe, Faculty of Education, Teacher Education, Groningen, the Netherlands,
b.geerts@wxs.nl

Mr. Matti Lindh
University of Oulu, Department of Teacher Education, P.O.Box 2000, FIN-90014 Oulu, Finland,
mlindh@ktk.oulu.fi

Dr. Maarten Dolk
University of Utrecht, Freudenthal Institute, Tiberdreef 4, 3561 GG Utrecht, the Netherlands,
m.dolk@fi.uu.nl

Dr. Kristiina Kumpulainen
University of Oulu, Department of Teacher Education, P.O.Box 2000, FIN-90014 Oulu, Finland,
krkumpul@ktk.oulu.fi


	Acknowledgements
	Introduction
	Chapter I Teaching and Teacher Education
	What is a moving horizon
	Megatrends at the society level
	Globalization
	Opposite trends are going on at the same time
	Growing unemployment and social exclusion

	Culture level trends
	Life long learning as a common metaphor
	Information society
	Multiculturalism

	Personal level trends
	What do the megatrends mean for education?
	Teachers’ role in confronting a moving horizon
	Moving horizon sets demands on evaluation
	Revealing positive outcomes of TE in the Finnish context
	How to anticipate the future?
	Evaluation for opening communicative space

	Teachers as high quality professionals
	References
	Introduction and context
	Brain development
	The media
	General implications
	Specific issues of teaching and training
	Remarks
	References
	Introduction
	Contextuality of development and change

	Designing the professional learning contexts and developmental activities for transformation of t...
	The aims and method of the study
	Describing and interpreting the experiences, processes and contextual features related to the tea...
	Phases and processes of teacher development /transformation

	Factors, processes and experiences related to transformation of teacher knowledge
	Critical experiences
	Communities of inquiry, discussion and reflection

	Conclusions
	References
	Collaborative inquiry
	References
	Introduction
	Data from the documentation
	Data from the interviews
	Reflections
	Acknowledgements
	References

	Appendix 1
	Introduction
	References
	Introduction
	How educators conceptualise learning disability
	Learning theory and the concept of learning disability
	The aim of the study
	Results
	Characteristics of “ good“ learning experience given by education students in Canada and Finland

	How education students in Canada and Finland conceptualize learning disabilities
	Education students' estimations of the prevalence of learning disabilities
	Education students descriptions of the characteristics of a pupil referred to as learning disabled
	Conclusions
	References
	Introduction
	Some basic questions for teacher educators
	The question of human rights
	Learning to listen to voices
	Acknowledging changing multi-professional roles
	Understanding national policy implications
	The question of higher standards of attainment for all
	Identifying special teaching skills
	Questioning if the “Inclusion” sledge needs brakes?
	Accessing the SEN-ETEN web-site: A special opportunity
	Looking forward
	Acknowledgements
	References

	Chapter 2 Multicultural Teacher Education
	Introduction
	Teacher education programme
	The awareness of racism
	Intercultural relations and the socio-economic context
	The school and the classroom

	References
	The applications of the theory of communicative action to action research in teacher education
	Life-worlds and systems as problem fields of teacher education
	What kind of transformation can realistically be expected?
	The prerequisites of communicative rationality and development of teacher education
	Transformation of the life-world of teacher education
	Transformation of the system of teacher education

	Limits of transformation and development
	References
	Introduction
	The program

	Students' initial perceptions
	Community involvement activities
	Assessing program effectiveness
	Conclusions
	References
	Teaching as a moral profession
	Teachers' professional code of ethics
	Approaches to moral education
	Teacher education and ethics
	Developments in the Teacher Education Department of Oulu
	A pilot study
	The more comprehensive approach

	Future of ethics in education
	References

	Chapter 3 Technology and Teacher Education
	Introduction
	Purpose
	Review of literature related to instructional technology and the issues in this study
	Procedures
	Goals of the Web Class Page
	Data relative to the utilization of the Web Class Page
	Summary
	References
	Background to Project
	New syllabus for schools and new approaches to teaching foreign languages
	The situation for language teachers in the Norwegian grunnskole

	Aims of this project
	Addressing the questions
	Passive surfing or active learning?
	Integrating subjects across the curriculum
	Copying text versus processing text

	The project discusses the following areas in connection with aim 3
	Using networks to shrink the world
	Creating text on the web

	References
	A small selection of potentially useful websites
	Introduction
	Teacher education and information and communication technology
	Current situation in the Netherlands
	Future direction
	References
	What is media-education?
	Why teach media-literacy?
	What needs to be taught in media-education courses?
	The situation in Holland
	Some projects on media-education in Hogeschool Drenthe, Teacher Education
	A media-education course in Lotus Learning Space
	Interactive Presentation Techniques

	References
	Technology education and the Technology Oriented Teacher Education Programme
	Theory behind the Technology Oriented Teacher Education Programme
	Essential principles of the Technology Oriented Teacher Education Programme
	Theory of the Technology Oriented Teacher Education Programme on the curricular level
	What is electronics and how to utilise it? – An example of the structure of technology education ...
	In conclusion
	References
	Introduction
	A digital school in MILE
	The making of MILE
	Real classroom teaching
	Clips and narratives
	The archive
	Search engines for student teachers
	Communication tools

	The content of the learning environment
	Introduction
	The digital school

	Examples of investigations in MILE
	Student teachers in MILE
	An English and a Dutch mathematics lesson in MILE
	A first impression

	MILE and teacher education
	References

	List of authors

