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FOREWORD

to gaining a meaningful understanding of the processes of teaching and learning. 
These are aimed at uncovering, through doing research, of what Deweyi called 
the  of what we see, hear, and touch. During our 2009 conference, so 

Contexts” was brought to life in the presentations and during the debates. An 
organization with members from all parts of the globe, is very well positioned to 
provide a platform for ongoing dialogue about research in education. This book 

ii, and 
books about these teachers matter to everyone aiming to educate teachers and to 
improve teaching in all levels of education.

-
seminate research on teachers and teaching and contribute to theory formation in 

-

members in approaching research in more dialogical ways, where teachers and stu-
dents are treated not just as research subjects, but as participants, informants, and 
even as co-researchers.

The collection of papers in this book is a source of inspiration for all research-
ers who take a more holistic view of research in education, in which a dialogue 

education, captured in four sections that cover the conference contributions. This 

Paulien C. Meijer

i Dewey, J. (1938). Experience and Education.

ii 
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PREFACE

The articles presented here are based on the invited keynote speeches and the 

Finland.
-

ticipants from 33 different countries and from all continents. There were over 250 

worthwhile research. This event turned out to be a most inspiring and instructive 
experience for all.

With the main theme of conference Navigating in Educational Contexts: 
Identities and Cultures in Dialogue, we wanted to point out how learning and 
growth are dependent on and embedded in contexts. The changing contexts of edu-

are the core values and principles underpinning good pedagogy? How do teachers 
cope with the complexities of their work and manage to sustain their pedagogical 

situations? 

-
taining a sense of cultural and personal identity becomes of paramount importance 
in educational contexts. There were important paper presentations that dealt with 
the kinds of contexts, relationships and practices that enable students, teachers and 

emerging from the presentations concerned how professional identities are shaped 
by dialogue and tensions between personal, professional and contextual knowledge.

Besides different topic areas, the main theme of the conference was addressed 
from different methodological stances, since different research approaches, types 
or strategies were represented in the keynotes and in paper presentations and sym-
posia. The following sub-themes indicate the special foci under the conference 
main theme. 

At the beginning of the book, the keynote speeches held at the conference will 
be presented. They address the issues of identity and challenges of education, and 
as well individual learner, learning communities as varying contexts of learning, 
from classrooms to virtual worlds.
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PREFACE

enhance professional development in different career phases and transitions and 
in changing contexts. We need to deepen our understanding on what characterizes 
teacher learning, what constitutes the critical elements for teachers to develop and 

of competence, motivation and commitment to learn. The following articles present 
some effective approaches for enhancing teacher growth and learning. 

Lisa Gross and Susan Gilbert

-

Riitta Jyrhämä and Eija Syrjäläinen from Finland base their article on teaching 
practice supervision, which they examine in the framework of a didactic/pedagogic 

linked to different types of didactic and pedagogical relations. Their research aims 
at outlining various views of supervisory roles and their development during the 
supervision course. The article illuminates the many roles of a supervisor in teacher 
education involving both empathy and rigor. 

Helena Koskinen from Finland presents research on and the development of a 

-
ies, based on cumulative and blended learning. The studies involve both on-cam-

-
sessing the training in whole. The model can be seen as a useful tool in strengthen-

John Loughran, Amanda Berry, Allie Clemans, Stephen Keast, Bianca Miranda, 
Graham Parr, Philip Riley and Elisabeth Tudball from Australia explore the nature 

of doing things to teachers (PD), professional learning refers to working with 
teachers to help them to develop skills, knowledge and abilities that are responsive 

work. Case writing is used as a method for sharing and learning about experiences. 
Creating a collaborative, trusting environment is shown to be a corner stone for 

needs, in order to create conditions conducive to genuine professional learning. 
Ian Mitchell’s and Julia Mitchell’s

four types of knowledge are needed to inform purposeful teaching and to promote 

teacher research projects, owned by teachers, when aiming at meaningful changes 
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in teacher learning and in learning to learn. Further the study points to the sig-

academics in analysing their actions and articulating their experiential knowledge.

The section, Context and Teaching, comprises articles which analyse changing 
contexts of teaching and learning. Teaching and learning take place to a great 
extent in the world of globalization. What is understood as a right to education is 
complicated by many things in a new global world and education needs to regard 

teaching practice, there is both an ethical and a behavioural aspect in the teacher-
student relationships of a caring teacher. Emotional intelligence is an important 

Christine Arnold and Michael Compf analyse policies and procedures of 
Canadian universities in credit transfers. Their conclusion is that systems of higher 

and global resources and knowledge is important. Jude Butcher, Anne Benjamin, 
Chris Sidoti, Antony Steel and Dawn Casey present new foundations of for schools 

Declaration of Human Rights has not been effectively realized in different national 
and geographical contexts. They explore the challenges the right to education poses 
on governments and school systems. Actions need to be undertaken at the local 
level of teachers and administrators. Those working in education need to be edu-
cated with regard to the extended right to education. 

Patrick Dillon and Phil Bayliss present an ecological framework for education. 

largely urban lifestyles. Western educational situations, structures, contexts and 

environments. The presented ecological framework attempts simultaneously to em-
brace both interpretations. 

Wendy Moran -

personal and teaching-related mindsets are described based on a survey and inter-
view data. Lefkios Neophytou, Mary Koutselini and Leonidas Kyriakides make an 

teaching was found to mediate the effects of both emotional intelligence as a mixed 

with improved understanding of Personal Theory. 

PREFACE
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ICT of Teaching and Learning subtheme was 

Shukri Sanber and Marea Nicholson also 

enable them to use the technology in the classroom. At the same time they are able 
to further their skills and to adapt with changing environments. 

Carolyn Broadbent, Maureen Boyle and Jo Brady discuss 

-
ive professional learning community. Results of the study suggest that collaborative 
partnerships between universities, schools and the wider educational community 

learning. They also create avenues for the construction of new knowledge and de-
velopment of skills, and, through purposeful and mutually reciprocal engagement, 

Tuulikki Keskitalo and Heli Ruokamo present a designed model for virtual real-
ity and a simulation-based learning environment for healthcare in the third article. 
The developed pedagogical model is based on the characteristics of meaningful 
learning. The preliminary results of the study show that the characteristics that were 
strongly supported were experiential, experimental, socio-constructive, collabora-

But in the future we must consider how the emotional, critical, goal-oriented and 
individual characteristics could be fully realized, since they are crucial points in 
promoting meaningful learning.

Leo Pekkala, Päivi 
Hakkarainen and Harri Heikkilä study online tutoring for media education and 
how it interns in practical training. The results of the research show some posi-
tive effects of online tutoring in relation to supporting meaningful learning. The 
students have been able to collaborate and communicate within each other during 
the training. They have been able to communicate with their academic tutor, which 

-

of social media communication tools have encouraged students to communicate 

PREFACE



IDENTITY, CONTEXT, MARGINALITY



CHAPTER 1

TEACHING AND MARGINALITY: 
LESSONS FROM TEACHERS’ LIFE STORIES

Freema Elbaz-Luwisch

the development of society. However, there are signs that teaching as a profession 

rather than the positive, focusing heavily on topics such as teacher stress and 

complain about being under constant pressure to respond to reform initiatives, in 
particular to outcome-oriented and standards-based programs that demand many 

low salaries and offered few opportunities for advancement. Overall, rapid changes 

1993), struggling to make sense of the latest reform and wondering whether it is 

-

-
ded. Contemporary global and globalizing culture, on the other hand, values skills 
that can be decontextualized and transported from place to place in a competitive 
global market fed by the ever-growing emphasis on economic values. Teaching, it 
is well known, does not create marketable products, and in an economic frame of 

-
modernism, too, knowledge and intellectual goods are seen as relative and open to 
doubt, thus undermining the status of those who convey them. As a result, schools 
and teachers come to be seen as anachronistic, almost unchanging entities within 
a context of rapid social and cultural change. Furthermore, the social emphasis on 

-

A. Lauriala et al. (eds.), Navigating in Educational Contexts, 17–29.
© 2011 Sense Publishers. All rights reserved.
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the steadily increasing feminization of teaching contributes to the devaluing of 

feminization of teaching, insofar as it exists, is to be welcomed because it provides 
a space for resisting hegemonic masculinity (p. 387).”

-

-
ners of society may have the potential to illuminate what is central. Huber and 
Whelan (1999) suggest that a marginal story may be seen as a place of possibil-

-
sons for the teaching profession, for teacher education and for research?

establishment of the state, and teaching was regarded as one of the highest forms 

housed in a large building (now a museum) that stood out, and is still an impressive 

work in a contested environment, characterized by constant reform initiatives, 
large heterogeneous classes, increased parental criticism and demands paired 

teacher published a satiric account of her work in a local newspaper, detailing 

-
plicants to teacher education programs, and teaching shortages are projected for 

-
propriate and honoured profession for women, while immigrants from the former 

CHAPTER 1
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-
ences, subjects which also confer higher status. 

The development of career from a gender perspective gives rise to some impor-
tant insights. For example, Heilbrun (1988) suggested that women tend to focus on 

that women tended to respond and adapt to external circumstance in the shaping of 

-

story themselves as playing an active role in the development of their own careers. 
These developments are further illuminated by the feminist theory of practice 

-
bodied and embedded in social relations. They are not discrete forms of activity 

-

into the practices of mothering, fathering, managing, facilitating, counselling, and 

work of this course, students produced a piece of autobiographical writing, seven 
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examined 6 autobiographies (including the two to be discussed here), looking at 

and in professional development activities for teachers, serving as an important tool 

their current practice, assess their own learning, and imagine the future (Raymond et 

conversations etc.), autobiographical texts are written with some audience in mind, 

the present case, the autobiographical writing was produced as a course assignment, 
and students knew that not only the course professor but also fellow students would 

-
ing for my research purposes, and about half of the students did so. 

and place (Conle, 1999), to the relationships of the teller to others in her setting 
and to herself, to voice and to the effects of power, and conformity and resistance 

-
ries are told or written (plot, characters, language and metaphor) are attended to. 
My intention in all this is to listen carefully to personal voices, and at the same 
to pay attention to the ways that culture, history and politics shape the narratives 

-
able a broader and deeper understanding of the narratives.

-

role of other teachers as characters in the story (whether cast as helpers or en-
emies), to perceptions of shared tasks and shared ideals in descriptions of teaching 

to marginalization.

Participants

The two teachers whose life stories will be examined here are Ariana and Marie 
(pseudonyms). Ariana is 40 years old, married with two children, and works as a 

earlier than the most recent large wave of immigration from countries of the former 

CHAPTER 1
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and lives in Haifa. These two teachers were chosen for the intrinsic interest of their 

the place where they live and their stories have something to say about marginality 
in teaching. 

socially throughout elementary and high school, and then, along with her age 

military base away from home signalled the beginning of her independence. After 
completing her stint in the army, she went on to university, managing to combine 

as a guide at a science museum, work she described as inspiring and fun, but it 

research project, a job she described as involving challenge and creativity, but this 

Ariana’s teaching career 

lack of understanding, and what she saw as self-indulgence and unwillingness to 

family and friends, teaching in a school she did not like, and meanwhile two 
children were born to the couple.
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society, and to the government that is deaf to the wishes and needs of the public.” 

-

Flashback: how this story begins…

changed, the house was destroyed and in its place apartments were built. Ev-

and thrived. 

detailing her childhood, adolescence, and military service, as well as her years at 

the bureaucratic details of where she worked and rather terse judgments about the 
school and her classes. All this is interwoven with information about the birth of 

-

in a far-off place and time, with the heroine going through a series of struggles 

waiting with optimism and hope for the future, and the expectation of a period of 
changes and new beginnings. 

CHAPTER 1
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Marginality in Ariana’s story 

for a transfer back to the north) years before beginning graduate study herself. 
Although Ariana is a committed teacher who has undertaken graduate study to 
develop her professional knowledge base, there is in her story little description 

with my older sister and two younger brothers. My parents worked hard and 

Telling about her education, in a prestigious private school run by nuns, Marie 

  

Hebrew class, nor did they speak English in the English class.”
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Injustice and discrimination

always pitied the rich kids because only the teachers liked them.”
At the graduation ceremony, Marie was singled out by the principal who 

-
rowed clothing, felt humiliated, and was inconsolable until she wrote a letter to the 
principal explaining how she felt. However, a few years later when Marie returned 
as a teacher to the school, there was a chance encounter in which the principal 
apologized for hurting her feelings.

wrong was made right, the other not.

Adult life: Becoming a teacher, seeking a partner

applied and was accepted to study English and Education at the university. During 
her studies she worked part time at several jobs, took part in a volunteer program 
which gave her a partial scholarship, and completed her degree. All this time Marie 

While still completing her teaching diploma, Marie already found work and 

-

Discovering little had changed since she was at school, Marie decided to do 
-

methods of teaching English (according to the new curriculum which had not yet 

-
gram, got a job at the school where she had been a student, and was then asked to 

met her future husband. 

CHAPTER 1
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Marie and her husband were engaged, married a year later, and their son was 
-

rience in a list of words, suggesting that the logic needed to form a coherent sen-

near, far, shelter, and the baby.” Only a month after the war ended, the school year 

Back to the beginning

attachment to the city, the neighborhood, the house where she grew up, her room 

-

found strategies to resist.

Marginalization in Marie’s story

Marie has developed a number of ways to story her experience that seem to help 
overcome marginalization. For one thing, it seems that all her stories have two (or 

that mark her life. Her family story is an example of this. Marie belongs to the 

village, but preserved a strong sense of belonging to a community, which Marie 
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open child she was fascinated and still retains detailed memories. At school she 
saw and experienced discrimination based on economic status, but early on Marie 
already felt sorry for the rich kids and was able to see the many sides of their 
privilege.

from a teacher’s perspective
taught languages, she relates this to the way that second languages are now taught 
and to her own initiatives in the classroom. Thinking back on the discrimination 
she experienced at school, she focuses on ways to do things differently in her work, 
to help weaker pupils to learn. As suggested by Drake et al. (2001), subject matter 
is central to her elaboration of her teaching identity, and is related clearly to her 
personal purpose of providing more opportunities for the less advantaged students 
in her classes.

of the past helps them make sense of the present. There are some commonalities 

are committed and serious about their work (though only Marie writes about it in 
detail). Both teachers mention good colleagues (as well as others they do not get 
along with), but for the most part they seem to work alone and without a strong 
professional community in their schools. Family and friends are central to both 

of longing for another place, yet living clearly grounded in the here and now. Both 
women story their lives as busy and intense, Ariana with more interruptions and 
obstacles than Marie. Both are sharply critical of the school system, but do not 

has completed her MA, while Ariana at 40 is still working on her thesis.

and even to a degree within her school as a teacher who goes the extra distance 

outside has brought her over the years, she has become a strong individual who is 
now able to chart her own path. 

CHAPTER 1
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As Andrews (2007) suggests, the writer is inevitably at the centre of her 

the teaching profession, these stories might not be the best place to learn about 
it. However, the stories do highlight strategies used by teachers to deal with the 

relationships with colleagues and pupils, acting locally to overcome discrimination 
by attending to weak pupils, investing judiciously in new programs and methods, 
seeking out higher education and working towards their own professional 
development. There is in these particular stories no evidence of teachers organizing 
with colleagues to change work conditions, to research their practice or to seek out 
ways of having an impact on the wider school system, strategies which seem to 

-
-

Putting teaching at the center 

for teacher educators. Teacher education programs can be more proactive in raising 

as part of the teacher education curriculum. Fostering skills of collaborative work, 
and making more space for the study of social/political and organizational aspects 
of teaching, would also contribute greatly to educating teachers who are more 
aware of their own place in the system and their potential role as agents of change.

Marginalization and teacher research

teaching close up and from the perspective of teachers and students themselves, 
are increasingly being marginalized by policy-makers and funding agencies. 

the growing demand in many countries for random-based trial research, for 

to respond by identifying and highlighting the ways that our research speaks to 
practical concerns, by allowing for a clear understanding of teaching as practice, 
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teaching from the inside, while at the same time continuing to initiate dialogue on 
the central issues of teaching that concern teachers, researchers, and policymakers, 
as members of society.

Handbook of narrative 

Teacher renewal: 
Professional issues, personal choices
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CHAPTER 2

INNATE TEMPERAMENT EXPLAINS TOO MUCH 
FROM A STUDENT’S SCHOOL ACHIEVEMENT?

Liisa Keltikangas-Järvinen and Sari Mullola

who are actually having trouble in school, and what are the children like that are 
getting well (e.g., for review see Martin, 1989). The teachers did not respond with 

academic success or lack of it to motivation, intelligence or cognitive skills but to 

Temperament refers to a biologically rooted and innate behavioral style or be-
havioural tendencies that are present in early life, and are relatively stable across 

core that provides a foundation for later developmental personality (for reviews, see 

“how” “what”, 
“why”, or “how well” 

-
ing to write (i.e., the ability and/or motivation for the reaction). Thus, temperament 
is a style of a reaction, or a tendency to react in a certain individual way.

share a high consensus that a content of temperament can be covered with the 

always cheerful, or a constant disposition to a bad temper, (2) a level of sociabil-
ity and a tendency to have a positive mood, traits are usually related to an easy 
approaching of novel things and new people, (3) a level of adaptability and experi-

-

Especially important in the current context is the fact that temperament is a 

A. Lauriala et al. (eds.), Navigating in Educational Contexts, 31–40.
© 2011 Sense Publishers. All rights reserved.
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been shown to moderate a relation between temperament and school achievement 

to novelty, and to sensitivity, it is also reasonable to agree with the statement that 
temperament contributes to how a student learns, adapts and experiences a school 
environment. 

-

model student, and is affected by three primary factors consisting of temperamental 

-

school behaviour, can be interrupted by low-level environmental stimuli), and 
Persistence (e.g. attention span, and the tendency to continue seeking a solution 

documented in the literature that a constellation of high distractibility, high activity, 

related underachievement is the most probable among students who perform 
neither well nor worse, and a discrepancy between grades and capacities remains 
therefore often unrecognized.

comprises an easy approaching of new and novel things, positive mood, and high 

-
sistence has been documented, so is documented a positive effect of personal social 

receive higher school grades than might be expected on the basis of standardized 

of student is mostly in a bad temper, his or her threshold of reactions is very low, 

CHAPTER 2
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and his or her reactions are very intensive. A person with high reactivity is al-
ways very present, and everyone knows when he or she is disappointed or unsatis-

-

high-reactivity students are seen as immature, and low in cognitive skills and ca-

Because the role of temperament is really important in school context, its con-

of those expectations and values. This is of general importance, but especially true 
with Finnish school settings where the school grades are not based on national 

-
tions offered by the authors of the school books.

Although the Finnish educational system may be internationally known, we 
will still describe it here again. The system consists of nine years of compulsory 
schooling at comprehensive schools that is followed by three years schooling at 
high schools or vocational institutions. Comprehensive school consists of primary 
school that takes six years, and is followed by the three year lower secondary 

-

the whole age cohort can be contacted owing to the fact that there are no private 
schools or parallel school systems, or at least they all follow the same curriculum 
supervised by the Ministry of Education. Furthermore, all teachers are similarly 
educated and they have all the university education.

Participants

educational competence, and the contributions of those ratings to teacher-rated 
school grades at the second stage of the comprehensive school. We also asked 
whether temperament plays different roles in different school subjects, and whether 

We took a geographically representative sample of 4255 students at the last stage 
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-
tal of 64 schools. 11 schools rejected, and the sample was completed according 
to the original random list. The original sample comprised 5992 students, and the 
complete data was available for 4255 students. From the teachers, the home room 

-
pate. This was a total of 274 teachers.

(2005–2006)

Tilastokeskus/Paikkatietopalvelu

CHAPTER 2
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Measures

The teacher-rated temperament of the participants was measured by four scales from 

(strongly disagree) (strongly agree). 
The temperament dimensions addressed in the TABC-R are Activity, Persistence, 

.81-.96.
The teacher-rated EC of the participants was assessed by three scales covering 

scale ranging from one (strongly disagree) (strongly agree).
alpha reliabilities for the scales varied from .86 to .90. Because the intercorrela-
tions between these three scales were also rather high ranging from .62 to .67, we 
created one factor called Educational Competence (EC), which comprises them all. 

solution. These procedures were followed in order to reduce possible multicol-

received at the end of each academic term and school year. 

Statistical analysis

First we asked whether temperament correlates with school grades, and the answer 
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the variance to be explained was similar.
Thirdly we asked whether the association between teacher-perceived tempera-

ment and school grades would be mediated or moderated by teacher-perceived EC. 
When the teacher perceived educational competence was added into the regression 

educational competence mediated an association between temperament and Math 

grade among students with high EC, but not among students with low EC. High 
negative emotionality predicted low Math grade among students with low EC. 

among both high and low EC students. 

-

-
sions of cognitive ability, motivation, and maturity), and teachability. Male teach-
ers rated girls higher in activity and negative emotionality and lower in persistence 
and educational competence when compared with female teachers. 

High Educational 
High Math grade

     -
tional Competence

High Educational 
High Math grade

Figure 2. The results of the linear regression analysis estimating the interaction between 
Activity, Distractibility, Negative Emotionality, and Persistence (respectively from top to 

bottom) and the Math grade as a function of high and low Educational Competence (EC).

CHAPTER 2

Competence

Competence

Competence

High or Low Educa 

High Negative 
Emotionality



37

of the variance of both subjects. Furthermore, high teacher-perceived EC (i.e., 

educational competence or vice versa, to give high grades to mature and motivated 

-

within the correlations of temperament traits. 
Furthermore, it was shown that teacher-rated EC mediated an association be-

also showed that if a teacher rated a student high in educational competence (i.e., 
mature, motivated and high in cognitive capacity) and low in temperamental activ-
ity, he/she was likely to give him/her high grades in Math. Because this was a 
cross-sectional study, an inverse explanation is also possible. 

A contribution of task orientation to school grades has been shown in the pre-

especially negative ones, strongly and intensively) was seen as a handicap to the 
-

petence, it would be likely to lead to a low Math grade. This is not surprising 

-

emotionality as shown in our study has not been found in other cultures. 
Considering gender differences teachers perceived boys higher in Activity, 

Persistence, Mood, and Educational Competence. All differences were statisti-

differently the teachers see the boys and the girls, and those perceptions are not 

-
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likely to underestimate girls. 

teachers should recognize their own temperament-based attitudes and expectations. 
This is important for two main reasons. First, temperament differs from intelligence, 
cognitive ability, maturity and motivation. Teachers who do not understand how 

their academic lives. Thus, the determination of their school grades should be as 
unambiguous as possible. Higher sensitivity among educators to the temperament 
of students, including the very bright and the underachievers, would increase the 

Multiple regression: Testing and interpreting interactions, 

Koulu, syrjäytyminen 
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CHAPTER 3

THE ROLE OF CRISIS IN THE DEVELOPMENT OF 
STUDENT TEACHERS’ PROFESSIONAL IDENTITY

Paulien C. Meijer

One of my biology student teachers two years ago, Roeland, age 25, was teaching 
three groups of pupils at a secondary school. He had signed up for teacher 

– and following the teacher education programme seemed to be ‘not a big waste 

working is built as a dual programme, so that student teachers start teaching right 

of teaching. He was in serious crisis, at school and in his personal life as well. 

and talk and he reported, for example, how his pupils had not done the homework 

betrayed and angry. He had put so much time and energy into his lesson and the 

powerlessness and he did not know how to cope with these feelings. He kept on 

Three days later, there he was again. He had taken two days off, had gone biking 

that to himself before, but now he felt it, he said. He had found his answers, he felt 
committed.

Just a few weeks later he could not imagine he would ever have wanted to do 

hard and became one of our top student teachers.

A. Lauriala et al. (eds.), Navigating in Educational Contexts, 41–54.
© 2011 Sense Publishers. All rights reserved.
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combine these two and focus on the concept of transformative learning and the role 

including such a focus in teacher education practices.

After more than ten years of working as a teacher educator and researcher and 

theories about learning to teach and my own experiences with student teachers, 

department started working with developmental models to grade the amount 

the most profound learning moments that my student teachers, such as Roeland, 
went through.

-

asking for an active role of the student teacher. 

its pedagogy was the reaching of standards for which the link with the concept of 

-
dent teachers and for purposes of feedback and self-assessment for student teach-

it provides them with a challenge which they mostly welcome. But we all know the 

is only a part of what is happening or should happen, our pedagogy is impeded by 

CHAPTER 3
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not the general steady growth that researchers and teacher educators talked about. 

about the few student teachers who did not
back to them later in this chapter. But most student teachers do report crises and 

-

Teacher identity is an issue of growing interest. The 2008 Handbook of research on 
teacher education (  

during the last two decades (see Figure 1).
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As can be seen in Figure 1, teacher identity as a concept in academic literature 
came up in the early nineteen-nineties, in the early years of the 21st century interest 

years of the 21st century, most academic literature on teacher identity focuses on 
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describing the various aspects of the concept, for example by Andy Hargreaves, 

three years, interest has focused more on the formation and development of teacher 

Handbook of research on teacher education

1. that identity is dependent upon and formed within multiple contexts
2. that identity is formed in relationship with others and involves emotions
3. that identity is shifting, unstable and multiple
4.  that identity involves the construction and reconstruction of meaning through 

stories

[Teacher identity] can be best characterized as an ongoing process, a process 
of interpreting oneself as a certain kind of person and being recognized as 

at this moment

And Parker Palmer (1998) stated that ‘identity is a moving intersection of the inner 

that most studies about teacher identity and identity formation were theoretical 
in nature and that empirical studies were rather scarce. One of the reasons for 
this might be the absence of links between literature about teacher identity and 

development.

Piaget (e.g.  1952)  described  three  types  of  learning,  cumulative  learning,  
assimilative learning and accommodative learning.

 Cumulative learning

CHAPTER 3
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2.  Assimilative learning
learning to teach it is building your repertoire of pedagogies, building practical 
knowledge about your students, building a knowledge base including several 
theories about pupil learning, your subject, et cetera.
 Accommodative learning
overcoming misconceptions or conceptual change. This is learning that feels like 

teachers it feels like a small shock when they realize that they view schools 

transformative 
learning
First, it must be clear that in learning to teach, all types of learning occur and need 
to occur. But if one looks at the main pedagogies that are used in teacher education, 
they appear to be focused on the second and third type of learning. Assimilative 
learning is the most present and some accommodative learning can be found. 
This is not surprising, as most learning theorists note that these two typify normal 

a professional identity as part of becoming a teacher, one also needs to include the 
fourth type of learning – transformative learning – of which hardly any pedagogy 

-

This learning implies what could be termed personality changes
of orientation that typically occurs as the result of a crisis-like situation 
caused by challenges experienced as urgent and unavoidable, making it nec-
essary to change oneself in order to get any further. Transformative learning 
is thus profound and extensive, it demands a lot of mental energy and when 
accomplished it can often be experienced physically, typically as a feeling of 
relief or relaxation

Mezirow introduced the concept of transformative learning in 1990. He and 

some of them being of particular interest for teacher education. For example, 

rely upon beliefs and understandings that produce interpretations and opinions 
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beliefs and understandings they generate become problematic.

-

research on adult learning, this is not so different from the process of becoming an 

many theorists say you need several identity shifts during life (e.g. Adams, Hayes 

eminent role in this. This process seems to affect everyone, in most cultures, 
after major life events. Adams et al. studied for many years how people deal with 
life changes, and in 1976 they described several features of what they called the 

they need to adapt to new situations or circumstances in order to incorporate the 

event.

Figure 2 shows how a crisis is related to change or a life event. This picture shows 
the way people in general respond to changes. A career change or new job can 

CHAPTER 3
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generally be seen as a positive event, so for the purpose of this chapter we have to 

excitement phase, a honeymoon phase, followed by a phase of inner contradictions 

depressed. Then, a few months after the change, people can feel an inner crisis. 
From that point on, there are basically four potential pathways, of which the upper 

et al. (1976) concluded that such transition cycles occur 10–20 times in most 

breakdown, broken relationships or careers.
-

most new teachers progress. Figure 3 shows how student teachers in general move 
through the phases from anticipation, to survival, to disillusionment, to rejuvena-

This is comparable to the upper pathway of the line shown in Figure 2. But we 
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whole evening preparing a lesson, but the students not even paying attention. He 
even felt a bit betrayed by his students, who did not recognize how hard he had 
worked and that he did so for them

mentioned in connection with such crises. Occasionally, aspects of the school as an 
organization contributed to their crises, such as uncertain job perspectives, or panic 
caused by a heavy workload. The crises that student teachers reported suggest a 

Moir and her colleagues found that basically after six to eight weeks of non-stop 
work and stress, new teachers enter the disillusionment phase. The intensity and 
length of the phase varies among new teachers. The extensive time commitment, 
the realization that things are probably not going as smoothly as they want and low 

-
ing both their commitment and their competence. They express self-doubt, have 

time allotted to teaching, often bring complaints from family and friends. This is 

getting through this phase may be the toughest challenge that new teachers face.

danger
opportunity

CHAPTER 3
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do they cope with their crises, how do teacher educators help them and is there 
anything else they might do to support student teachers in their transformation 
process or, in other words, in the development of their teacher identity?

Roeland was in crisis. Just before graduation, he participated in the study in 
which we asked most of our student teachers to look back on how they had expe-
rienced their teacher education year, how they perceived their learning during the 

what she knew from literature and told me that almost all beginning teachers 
she had supervised had gone through such a period of huge distress. This was 

We found that conversations with supervisors and school coaches often were 

had a sudden insight, or they regained their motivation for teaching. Also student 

students after a lesson and students who showed themselves to be genuinely 

What is found here, is that student teachers basically develop a commitment 
-

teachers. On their holidays, they meet people who immediately presume that they 

might be needed in order to make such a transition.
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But what if student teachers do not experience such a crisis? As mentioned ear-

These student teachers learn a teaching repertoire, they manage their basic tasks as 

to hefty changes instigated by, for example, educational situations aimed at personal 
and professional development. He labels such defence as a mental barrier to identity 
development and, related to that, to becoming involved in a process of transforma-
tive learning. This mostly takes place when people experience they need to ‘demol-

reality and its demands is needed here, in order to facilitate the transformative 

a developmental -
site for growth and identity resolution (Erikson, 1963). Based on his major works 
on identity development in adolescents, the processes Erikson described also seem 
to apply for the process of identity development that student teachers go through 

Foreclosure
possibilities not to be explored. Conformation to expectations of other. The 

Identity Confusion
choices are made and no lessons are learned. One is preoccupied with oneself 
and no genuine relationships with other people are developed.
Synthetic Identity
whether the chosen identity is in accordance with own deeper beliefs. There is 
an intolerance for other opinions, mostly to protect oneself against doubts about 
the choices made (Erikson, 1963).

dangers of a crisis for student teachers are foreclosure or partial 
recovery, identity confusion or extended crisis, development of a synthetic identity 

opportunity is identity resolution and transformation. But to get 
there, the crisis has to be, or become, a developmental crisis.

teacher education and research on learning to teach. First, what do you have to do 
as a teacher educator? Basically, you have to make sure that your student teachers, 

it a developmental crisis and to avoid the dangers as mentioned in the former 
paragraph.

There are two tasks. First, and the most important one, is the support of 

CHAPTER 3
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Handbook of research on teacher education
contemporary progressive teacher education programmes which advocate the sup-
port of transformative learning. Based on the experiences of these programmes 

Asking student teachers to confront and speak back to the external forces that 
shape and limit who and what a teacher is, such as colleagues, pupils and parents 

The second task of teacher educators is to make sure that all student teachers go 
through crisis, so sometimes a teacher educator even needs to provoke transforma-

should inspire mental resistance if necessary, because this is the way that 
personal competencies are developed that are so key to teaching, such as 

should use
should use several methods to foster  of assumptions 
needed for transformative learning, such as the use of critical incidents, life 
histories, collaborative learning, etc., preferably in combination.
According to Mezirow, the aim of these interventions should be the support and 

-
tive education can take place (cf. Mezirow, 2009).

-

safety. But learning beyond the comfort zone is in essence not safe and can be 

when the actual transformative learning takes place. The transition 
cycle (see Figure 2) showed that learning takes place after the crisis. The case of 
Roeland showed that his crisis was at another moment than his learning. The actual 

-

This is one of the conditions that enable successful transitions which also in-

which learning in all its facets (i.e. cumulative learning, assimilative learning, ac-
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defence mechanisms that some student teachers have to protect themselves from 

2008).

high control, work overload, unrealistic demands and abuse of life–work boundary, 

-
alistic time scales and no opportunity for fresh insights.

-

schools and teacher education institutes need to work closely together in order to 
create an environment for student teachers in which they feel safe and supported in 
such a way that they can develop an identity that goes with themselves as well as 
with the teacher profession.

There needs to be more examination of the role of crisis in the formation and 

three issues here.
The 

-
mental crises eventually lead to better teachers. We will need empirical research 

-

answer. There are personal factors at stake (pertaining to the student teacher) as 
well as organizational factors (pertaining to the teacher education institute and the 

A second
of experienced teachers. Most probably there are links, as experienced teachers are 

-

(1998) reports on many teachers who need to rediscover their commitment to or 
their passion for teaching (cf., Day, 2005), which might indicate that experienced 

might be supported in schools to turn such crises into developmental crises.
A third
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mentors coaching student teachers during student teaching in schools. Many teach-
er educators are familiar with the support of student teachers during a crisis. But 

provocation of crisis? We need very good teacher educators 
who can do that and who know that, in essence, they are not therapists, but teacher 
educators. This is a thin line and teacher educators will need support to perform 
this task well. This might even demand, for some teacher educators, for an identity 
change for them as well.

Transition – Understanding and managing personal change. 

changes in identity over time.  229–240.

Journal of Research in Personality, 40(2), 209–219.

identity. Teaching and Teacher Education, 20, 107–128.
(1), 

65–84
Day, C. (2005). A passion for teaching
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Educational 
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Handbook of research on teacher education
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CHAPTER 4

LEARNING AND TEACHING ON SPACESHIP EARTH: 
THE SEARCH FOR SUSTAINABLE VALUES IN 

EDUCATION
Michael Kompf

This paper offers some perspectives about the shifting place and status of values 
in education as globalisation affects the activities, participants and stakeholders in 
learning and teaching. The substance and inculcation of values is both explicit and 
implicit and framed through factors such as religion, nationalism, capitalism and 
technology. A constructivist lens helps understand how values are perceived and 
acted on in the personal and social contexts of learning and teaching. The ideas 

illustrate the usefulness and durability of constructivist understandings in the 
contemporary context of values in education. 

Spaceship Earth

The idea of Spaceship Earth has been used in a variety of contexts by Buckminster 
Fuller, Disney and a host of others. A spaceship is a closed and hopefully 
reliable, predictable system in which all parts and persons interact in ways that 
sustain survival. Successful anticipation and preparation are not only valued but 
essential. The mission of the spaceship USS Enterprise stated by Captain Kirk in 
the opening credits of the TV series , was “to boldly go where no man 
has gone before” The duration and budget of the show dictated how issues and 
outcomes unfolded. (Un)fortunately, life is not as neat and tidy, nor is it scripted 
in episodes and presented in instalments. Daily, each of us goes where we have 
never gone before, prepared only with the wits and understandings that helped us 
reach the “now” moment. Preparedness seems to have an inverse relationship with 
technological and social progress and has become unhinged from past experience 
and the quality of anticipations history once provided.

The inside of a spaceship imaginary and otherwise shows how structures and 
functions provide for inhabitants of a closed system in ways that sustain life in 
stable, secure and predictable ways. Spaceship Earth in its largest sense is a closed 
system as well. Environmental components including inner structural aspects as 
well as surface conditions determine the quality of life with whatever stability, 

A. Lauriala et al. (eds.), Navigating in Educational Contexts, 55–62.
© 2011 Sense Publishers. All rights reserved.
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security and predictability that can be sustained. The inhabitants of the meta-
phorical spaceship and the non-metaphorical planet earth are far less predictable 
in terms of the activities in which they become involved in their closed system. 
Geographic maps provide depictions that assist exploration. Were Spaceship Earth 
mapped by cultural understandings rather than geographic characteristics it would 
look very different. A conceptual and ideological map would create a contrasting 
picture of interests, levels of development and values with the theory and practice 
of learning and teaching as a scholarly mythos in which academics seek to boldly 
go where no one has gone before.

Constructivism and Values

real for them. Persons have no alternative except to act according to their realities 

established ways that allowed individuals to represent and better understand 

cognitive components and structures of constructs and construct systems allows 
psychologists access to individual processes and an opportunity to co-construct 
alternatives with greater likelihoods of leading to more accurate, successful and 

of construct formation would assist in understanding the basic way in which 

1.   Formation through context, e.g., gender, race, socio-economic status, nationality, 

3.   Rationalisation through literacy, comprehension, use, validation, inclusion, e.g., 

4.   Refutation through invalidation, e.g., contrary constructions that compromise 

5.   Re-formation through revision, e.g., assessment of alternative constructions 
with greatest opportunity for more successful anticipations (similar dynamics as 
Formation because the cycle is initiated again). 
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Formation and Re-formation
(Start and Restart here)

Refutation Constructs about Values Normation

Rationalisation

Core and Peripheral Constructs

Examples of these forces include, but are not limited to, gender, race, socio-

and educational agenda, can be internalised as core constructions of values. 

permeability determines the potential for revision and the effects any revisions will 

deeper matters that underlie a values paradigm. Peripheral constructs drawn forth 

to situations of everyday life. For example, the human capacity for technology is 
indicated by the evolution of tool use. From carvings and cave painting, through 
weaving looms and printing presses and now computers, cognitive and dexterity 

or survival needs or by manufactured socio-commercial need. Thus texting, word-
processing and so on are peripheral applications or constructions of the core 
constructs related to technology as derived from the more basic construct of tool 
use. The capacity for technology is a further mythic signpost of storying as its use 

to leave a trail marked with the socio-cognitive breadcrumbs that link the values, 
culture and accomplishments we call progress.
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Personal Constructs and Social Constructs

Evolution of labels, language and attitude between, among and within members of 
diverse societies moves from tolerance, through acceptance to embracing of other 

the actuality of regard in these matters is deeply rooted in core and peripheral 
personal and social constructions. 

Constructs pertaining to cultural diversity may be made more or less permeable 
through proximity, interaction and perceived threat to the ranges of convenience 
and circumstances within the grasp of those constructions. Personal values forma-
tion may be resistant to an inclusive social agenda through intolerant elements in 
society. The meeting of personal and social constructs of values is culturally em-

be understood broadly is provided by the Danish Ministry of Foreign Affairs in 
Culture and development 

and emotional features that characterise a society or social group. Culture is 
mental structures, the general patterns of understanding prevalent in a given 

forms of expression through works of artistic or cultural value. Operationally, 

(i) culture as the sum of social practices in the form of, for example, religion, 
language, education and social and family practices, and (ii) culture as artistic 

5)

Cultural values extend into other constellations of constructs having to do more 

whether we curse the river that divides us or celebrate the water that connects us. 
Common issues that supersede elements of race and religion such as environment, 
shared disaster, injustice and the like, while often tragic, move attention down into 

example when disaster strikes, the immediacy of survival dominates all else and is 
still subject to internal and external characterisations from a values-based cultural 
depiction of needs. 

Maps and Terrains of Values

expressing that an abstraction derived from an event, or the reaction to the event, 
is not the experience itself. A representation of something, for example a map of 
Finland is not Finland. The map is a metaphorical construction of the concept 
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between something and its representation are appreciated, understanding and the 
sets of cognitive abilities used for critical thought are compromised. Thus, the 

sustainable values 
must be carried on from the perspective of manifestation, or how group of values 

set of values posted in a school foyer, while subject and substance of prolonged 
discussion and debate for language and intent, are maps for unknowable terrains. 
When, for example, the value of honesty is advocated, no continuum is provided 
that distinguishes between returning a lost wallet with contents intact and 

– dishonest. The honest – dishonest construct while useful for judgement and 
decision-taking is social and therefore subject to contextualised implementation. 
Constructions of honesty as a value are derived from social constructions which 
may in turn be derived from sources such as religion or legal statutes that create 
circumstances in which personal commitment to a particular value measures worth 
and character. 

also feed stereotypes and prejudice. The basic orientation of a value set whether 
from an economic, religious, or cultural perspective predisposes those invested in 
that value set to act in certain ways consistent with those values and attached be-

rituals and routines, stories, myths, symbols, organisational and power structures 
as well as systems of control. Many social values draw on religion for guiding 

Wrath, Envy and Pride) and their counterparts of seven heavenly virtues (Chastity, 

Christian perspective have been benchmarks for values and associated behaviours 
for centuries. 

-
ing become more integrated and multicultural have a broader scope, are formulaic 

education. Many of these values seem most ambitious and vague especially when 
viewed in an operational way such as the list produced by a small school district in 

Responsibility. Measurement of the effectiveness of posting and promoting these 
values has not been successful. Enacting them may be a greater issue than con-
veyed by verbal precision as values-in-action are often most notable in their breach 
or absence. 
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Relevance and Truth in Values

the man on the street, and the well-informed citizen responsible for determining 

embracing those which are reachable to those which are absolutely irrelevant. 

within a theme. Further, some relevances are chosen and some are imposed. 

us. The term seems to imply measure of constancy and certainty that is largely 

values represent stability, security and predictability and are representations of 
personal, social and spiritual comfort food. The search for stability, security and 
predictability is what we do in order to achieve balance and harmony en route to 
discoveries of practical or higher purpose. The very acts of searching for practical 
or higher purpose operate to threaten the stability, security and predictability from 

and practices most often comes from outside of a discipline or social grouping or 
from circumstances that draw attention to values gaps as noted by violations. 

in great evidence in the growing multiculturalism that either blesses or threatens 
-

-
reates the world in the image of a global village” (1962, p. 31). The homogeneity 
once promised by village life has the same dark side embedded in all movements 
with the potential for paradigmatic paralysis. The paralysis that can occur as vil-
lages become globalised may also be caused by the inability to choose that accom-
panies over-choice which occurs when the array of alternatives is too vast for those 
in a local village paradigm. 
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Testing and Internalising Values

When values, or any learning for that matter, are used in everyday life and become 
part of a the construct repertoire of a group or individual, authentic use means 

management through the dominant social constructions in place in that location 
and time. As learning is best achieved through the principles of critical thought and 

and use. 
Critical thought dispels unwarranted assumptions about the focus or topic un-

and worth. While these are strong words and carry intrinsic weight, each may be 
viewed differently depending on who is providing criteria and determination. An 

-

by those who would espouse the view of John Dewey (1938), that an excellent 
education sets free the mind, and is an end unto itself rather than a means to an 

an articulate and deliberate set of critical thinking principles. 
-

hierarchy such as that proposed by Maslow in which survival needs (e.g., food, 

The sets of needs are loosely coupled to developmental issues such as were pro-
posed by Erikson and others in which crises or opportunities must be faced and 
resolved in a favourable ratio in ways that allows an individual to move forward 
psychologically in concert with the developmental tasks faced in the course of 

implementation of values. 

Where and How We Look

Culture is interwoven with values and linked to language and geography. Culture 
and values are also subject to stereotyping that reinforces differentiation rather than 

what inclusion means, what it addresses and what it looks like. Perhaps most 
important are the ways in which we comprehend and study culture and values.

A story is told of a man on a stroll through the countryside passing a fence on 
which many targets were painted. All of them had bullet holes exactly in the center. 
He approached a farmer and asked about the marksman. The farmer replied that he 
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-
let holes. When conceptual frames and labels are divorced from events themselves, 
associated research consists of little more than such an activity. Platitudes with 
latitude that appear in mission statements and displayed in school entry ways are 
usually the output of well-intentioned stakeholders wishing to promote and enforce 
codes of ethic and conduct representing little more than targets painted around bul-
let holes.

-
diate sharing of perspectives, opinions and images. The formation and testing of 
knowledge and values occurs in real-world, real-time contexts largely unmediated 
by the academy or the various venues of education. The ivory towers that once 
characterised the university have become towers of Babel in which commercialism 
and the development of revenue streams have replaced the crucible of learning. 

temples. 

terms and frames of reference and values. To those in established educational sys-
-

mations have been experienced as core values of the academy have been breached. 
Arguments that as times change so must all things change is specious because it 
ignores the value in conserving fundamental aspects of human need for support 
and challenge in the pursuit of knowledge that is authentic, valuable, meaningful 

-
sages we send to a time we will not see”.

The psychology of personal constructs

Science and Sanity
The Gutenberg Galaxy

Ministry of Foreign Affairs, Denmark (2002). Culture and development Strategy and guidelines, 
. www.um.dk

Books
Collected papers. Vol. II. Studies in social theory (120–
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IDENTITY THRESHOLDS: RESEARCHING THE 
SOCIO-POLITICAL IMPACT OF LEARNING IN 

IMMERSIVE VIRTUAL WORLDS

Maggi Savin-Baden

centres around games and gaming and is largely underpinned by cognitive learning 
theories that focus on linearity, problem-solving and the importance of attaining 

researching in immersive worlds seems to result in a sense of multiple identities 
and disembodiment, or even different forms of embodiment. Further, the sense of 

-

and speech are not representations that mirror experience, but instead create it, 
thus the meanings ascribed and inscribed in and through avatars are always on the 

identity/pedagogy, or possibly that provisionality and representation might be seen 
-

ity and representation are issues that inform our understandings of liminality. For 
example, struggles with understandings of what might constitute provisionality 
and how representation affects avatar identity and avatar pedagogy can inform and 
guide the different forms and formulations of liminality that occur in immersive 
virtual worlds. 

-
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of liminality exist and /or can be delineated, and thus bring with it some kind of 
constitution of a threshold identity.

learning environments, discussion forums and perspectives about what and how 
online learning has been implemented. For example, there have been a series of 

al., (2006). These studies, although using relatively small data sets, would seem to 

than many university tutors realise. Further, virtual world learning seems to offer 
new perspectives relating to the study of the socio-political impact of learning in 
higher education. This is because spaces such as second life are universal, not 
bounded by time or geography, and in particular adopt different learning values 

 et al., 
Furthermore, research by Ferreday, et al., (2006) would seem to suggest that 
identity and identity construction in virtual worlds occurs through dialogic learning 
rather than gaming. 

to transcend a number of different approaches and traditions such as biography, 
autobiography, life story and more recently life course research.

Data Collection

An initial review was undertaken of existing data available, via databases and 

to face, by telephone and in- world with 10 staff and 10 students, and analysed 
interpretively to examine the subtext of data. 

Ethics

data and the code was kept separate from the raw data. All names used throughout 

CHAPTER 5



65

acknowledged that the individuals concerned might recognize some excerpts 
within the text used to illuminate the interpretation of data.

Trustworthiness, Honesties and Informed Consent

allowed for the acknowledgement that trust and truths are fragile and encourages 
engagement with the messiness and complexity of data interpretation in ways that 

Participants signed informed consent forms and transcriptions were returned to 
them for validation.

translation and runaway pluralism.

Pedagogy and Play

The strong link between pedagogy and play that appeared to emerge in immersive 
world spaces seemed to enable an exploration of the ways in which past, current 
and future identities are present and embodied and multiply interacting with each 

how we also play in and through our identities in virtual spaces. Although staff 
spoke of a strong cross over between real world and virtual world identities, there 

you are playing a role for real as it were, across a table, you have got to throw 
yourself into that role. 
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collision less problematic. The ability to hold two identities in play simultaneously 

because that in some way they think diminishes the educational potential of 

plenty of educationalists who have completely got their heads around this and 

hard-nosed education as such, you can teach people in a way that is much 
more playful, that is much more open and to an extent you learn without 

His argument was that education needed to be more playful, particularly in the face 

and derision from colleagues about making learning fun, despite the seriousness of 

such as that of Rieber et al. (1998) who have argued for the notion of ‘serious 

considerable energy and commitment and is believed to be important for the 
development of high order thinking, commitment and engagement. However one 
of the issues that emerged across the data was the importance of not just serious 
play and playfulness but also immersion.

saw play as part of or integral to learning whereas their perception was that staff 

. . There is a real dimension there to do all sorts of creative things you might 
not have thought of. . . For some a few the whole thing is off putting, not 

(Chris).
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just as a creation tool initially.

learning space meant a different kind of staff responsibility which in this case 

against the way staff put limits not only on learning but also by the imposition of 

need it. People building chairs for people to sit on during virtual lectures, 

thinking about what is possible, think the impossible and implement it. Rath-

not enough creativity. 

There was a sense that teaching boundaries and practices were in one sense on 
the move and, on another, boundaries did need to be controlled. Perhaps the value 

educational environments. Pedagogical stances change in relation to other issues 

elsewhere demand energy or resolution, or desiring greater challenge and change in 

and play related to misunderstandings or explanations that were lost in translation.
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Dialogic Translation

of knowledge, at the borders of knowledge status and values and in new boundary 

developing a shared understanding enabled translation of the information into 

was seen as a more informal learning space than discussion forum, and therefore 

of standard of work and their participation in seminars. However, it also allowed 

there is interplay of meanings and understandings, since the nature of heteroglossia 

mirror experience, but instead create it, thus the meanings ascribed and inscribed in 

in such spaces and the shift in dialogue occurring also raised issues for students in 
terms of the imposition of pedagogic frameworks and models by staff on students. 

(virtual worlds will en-
hance learning in the future)
is that it can go the same way as virtual learning environments and be very 
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starting to interrupt knowledge and what learning means a bit more in higher 

i

you to be creative. The format allows you to try out new problem solving 

discussion. They can just watch and join in a disguised way.

and the opportunity to explore and play with learner identity. Further, the notion 
of avatar as art indicated a sense of it being both a creative expression and an 

translating your self and your way of learning in/to a new space. However, there 
were other emerging dialogic practices, such as changes in language use and new 
emerging linguistic practices. Both staff and students tended to speak of their avatar 

new phrases and language became apparent. This included the practice of adapting 
machinima, originally used to describe the use of real-

time three-dimensional graphics rendering engines to generate computer animation, 

3-D engines instead of professional 3D animation software. There has also been 
the creations of new words and phrases, such as Rez – means to create or make 
an object appear, whereas 

rezzing.”
-

staff and students speaking as if they were in a runaway world.
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Runaway Pluralism

from multiple sources, but that power was often intersecting, divided and confused 
by shifting and changing identities, roles and understandings of learning. This 

Further, the lack of entrapment of identities in essentialist ways has also resulted 

from the tendency to cleave towards particularity resulting in vulnerability to 
discrimination as both concept and practice. 

However, at the same time there were unusual issues of actual power in terms 

staff and students. The way in which digital spaces are created for staff, by com-
mercial organisations that are politicised and contained by universities, and used by 
students enables, but perhaps more often occludes, ways of seeing where informa-
tion is located. Furthermore, there has been relatively little consideration of agency 

agency in-world is devolved in very novel ways, such as particular activities or 
functions that can be scripted to make avatars respond in particular ways, which 
challenge us to extend the simple author/avatar relation to a broader consideration 
of agency as it is reconstituted by the multiple relations between author/avatar/

do anything, and the way the environment actually scripts your behaviours, 

movement, clothes, appearance and lack of or prescribed gestures. The bodily 
markers that are used to present ourselves in life, clothes, ethnicity, gender and 

how we wish to be seen or the ways in which we might like to feel differently. 

physical body is invisible, meanings, mannerisms, behaviours and unstated 

example Fran raised concerns about the values imposed through different virtual 

There. There is 
very restrictive and if you want to change even your t-shirt colour you have 
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-
ation for allowing you to change your appearance or at least guiding you on 
how to change your appearance.

There imposed appearance restriction, some staff valued the freedom and creativity 

spaces are created for staff, by commercial organisations that are politicised and 
contained by universities, and used by students enabled, but perhaps more often 
occludes, ways of seeing where information is located. One of the students, Chris, 

-

areas.

The sense of runaway pluralism therefore related to identities being on the move 
and almost out of control in terms of space/place/agency and in terms of both 
colliding and interrupting. There was also a sense of confusion occurring about 

sense not only of the multiplicity of identities involved in online learning, but also 

identities. 
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are usually unwanted feelings that we invariably choose not to own. We therefore 
believe, that someone else is thinking/feeling them instead, such as anger or judge-

wanted elements, or the chosen components of our identities that we wish to pres-
ent to/in the world. Thus in immersive worlds it would seem that the identities pre-
sented are more likely to be the functional or ideal sides rather than the projected 

seems to inform ways relationship/oppositions are seen and this seems to be 
creating a sense of chronic liminality, such that identities might be seen as being 
spatial. Through reconstituting identities as spatial it may be possible to map 
the ways in which students engage in diverse spatial zones and this might mean 
that as academics we are able to develop means of reconstituting our practice, 

(2006) has suggested that solitarist theory, whereby identities are seen as being 
formed by the membership of a given (and often single) social group, has shaped 
much multicultural thinking. Even the idea of multiple identities can be seen as 
divisive and problematic, as if identities can be divided and delineated as chunks 

and identity work are sites of stuckness through which the immutability of global 

position and action, is a threshold concept and a source of much troublesomeness 

which Claudius (his uncle) detects in Hamlet is not static but continuous, such that 

others, his location of himself and the way in which he shifts from a mourning, 

-
tices and cultures in higher education, but they are on the move in ever shifting 
spaces, they are essentially ungraspable. This ungraspability relates to the way in 
which identities differ and change according to context, culture, role and identity. 
Through understanding our spatial identities it may be possible to map the ways in 
which we might constitute ourselves as academics, might engage in these diverse 

the complex spatialities in which we work. Further the mere exploration of spatial 
identities often moves the identity explorer into liminal states. Take for example 
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of multiple identities and disembodiment, or even different forms of embodiment. 
Further, the sense of anonymity and the assumption that this was what was under-

-
ingly unmasked through immersive virtual worlds. The bodily markers that are 
used to present ourselves in life, clothes, ethnicity, gender and speech may be re-

wish to be seen or the ways in which we might like to feel differently. Furthermore, 

invisible, meanings, mannerisms, behaviours and unstated assumptions are clearly 
visible in online communication. 

The realization of the existence of spatial identities results in movement into 

as identity work or even a challenge to identity. The realisation that one is playing 

representative identities on our physical, embodied or place-based identities such 

virtual world identities spill over into work or home identities? 
How do in-world identities impact on or prompt reformulations of other 

What all of this does seem to point to is a form of liminality between our vari-

identities do not always sit easily with one another, therefore collision and uncer-

-
tulated and pursued prove fragile and often vanish before the work of ‘re-

styles as well as of changing numbers and position, which prompt men and 

disarm, relax and stop worrying. (Bauman, 2000, pp. 33–34)
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Curricula need to become a series of open-ended spaces rather than a series of 

only with uncertainty and ambiguity but also liminal states and spatial identities. 
Pedagogy and play, dialogic translation and runaway pluralism are introducing new 
spatial zones and practices. At the same time the relationship between digital and 
print cultures appear to collide in in-between world spaces, thus disjunction and 
ways of being slip across the gashes of time. There is an escalating collision of 
worlds in higher education whereby the monsters of the digital are invading print-
locked cultures of the past and ushering in as yet undiscovered identity.

Bakhtin, M. M. (1984). Problems of Dostoevsky’s Poetics. 
Bauman, Z. (2000). Liquid Modernity.

(Eds.), Handbook of Qualitative Research.
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CHAPTER 6

EARLY FORMATIONS OF TEACHER IDENTITY: 
PROSPECTIVE TEACHER CANDIDATES NOTIONS OF 

TEACHER ROLES

Lisa A. Gross and Susan D. Gilbert

As teacher educators, we are responsible for the preparation and growth of 
prospective teacher candidates and contribute greatly to their effectiveness 

increasing interest in the development of teacher and professional identities, with 
studies conducted across levels of experience. The development of a teaching 

Weinstein, 1990) while teacher and professional identity has been explored 
in various ways through the narratives and experiences of novice and veteran 

 While such studies have contributed 
to our understanding of this developmental process, we propose the need for a 
closer examination of the roles that shape these multiple identities.

Previous research on the beliefs or practices of preservice candidates indicate 

previously held notions or beliefs. There is also evidence of a perceived discon-
nect held by preservice candidates between the theoretical and the practical aspects 

compared to what is considered irrelevant or impractical. This implies that before 

teaching professionals have already shaped their perceptions of teaching and as 
well as their notions of self as teachers. 

the introductory teaching course offered at our respective institutions. Those en-
rolled are potential teaching candidates (PTCs), individuals who express an interest 
in the teaching as a career but have yet to be formally admitted into the teacher 
education program. When PTCs are asked about their interest in the profession, 

-
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aspect of self to have that potential. 

of PTCs provide a context for exploring their preliminary teaching beliefs, un-
derstanding of professional roles, attitudes toward various social groups, and for 
examining how their own interests and actions have been shaped by social interac-
tions during these formative developmental years. To develop a teacher identity, 
we believe it begins with an exploration of self. 

As teacher educators, we can no longer disregard the autobiography, the rich 
funds of knowledge, or the landscape(s) of lived experiences that these potential 
educators possess (Moll, et al.
individual must have an understanding of how his own knowledge, beliefs and at-

-
-

of self as a future teacher.

The purpose of this research is to examine how formative schooling experiences 

how these past interactions and experiences have shaped their perceptions of self as 
future educators. The PTC participants in this study are individuals who have not 
been formally admitted to a teacher education program and are taking introductory 
teaching courses. The traditional PTC is immersed in her social role as a college 
student and is continuously negotiating and reconstructing her personal identities 
as shaped by various encounters and situations, whereas, the nontraditional PTCs 
tend to be more goal-oriented, independent and stable in their relationships with a 
focus of the practical elements of their education (Benschoff, 1991).

Our research actions and data interpretation has been framed within the tradition 
of symbolic interactionism which proposes that human beings act toward things on 

We contend that sociocultural, historical, and situational conditions have shaped 
these formative notions of teaching and have contributed to their preliminary con-
ceptualizations of self as teacher. Through this interpretative approach, we explore 

-

understanding of self through an examination of their personal identities. 
While social scientists have multiple frameworks to guide their studies of iden-

 most 
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appropriate to our research intentions. The participants are in the process of deter-

course, role associated behaviors are introduced, practiced and utilized. Through 
this process, the PTC explores the correspondence between the meaning of the role 

 
There is, in education, a tradition for the autobiography or the storied self-text as 

-

PTCs have helped shape their current self-in-practice identities. Further, we intend 
to explore the PTCs interpretations of such behaviors and how they inform or con-
tribute to future (teaching) actions. 

Connelly and Clandinin (1994) used the narratives of practitioners to illustrate 
how their professional identities are shaped through daily interactions in various 

-
ing into the past through the self-reportage autobiographies of our present-day 
teaching candidates and explore those attributes perceived as contributing to their 
future decisions and actions.

in-
terpsychological) and then inside the child (intrapsychological). This applies 

concepts. All the higher functions originate as actual relationships between 

context of school that had, at their core, an interpersonal/relational component ei-

social plane were then reported by PTCs as being a part of what constructed their 

interpsychological plane, 
and then, later on an individual or intrapsychological plane. This process of cogni-
tive development known as internalization does not take place in isolation. They 

viewed these cognitive developments as a result of a dialectical process where the 

parents, mentors, and in this study, teachers. 
Finally, a study on the development of a teacher identity necessitates a brief 

-
dates in this study, the majority of PTCs have grown up in southeastern Appalachia 
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in this region are characterized by its predominantly Christian population and are 

raised. A high percentage of those who graduate from teacher education programs 
in this region will seek positions in their states of licensure, and in many cases, will 

upbringing. 
-

the part played by teachers in these recollections, their attributes and actions, and 

Research questions
-

ences shape their perceptions of the teaching profession?

the teacher?
What attributes does the PTC identify of self that will contribute to their effec-

tiveness as a future educator?

METHOD

Participants

This case study was conducted on three groups of potential teaching candidates 
and included multiple information sources to represent what Cresswell (1998) 

teacher education programs. Extension group includes 25 potential teaching 
candidates enrolled in the introductory teaching course at an extension facility, 
thirty miles from the main campus. All students are elementary education majors, 

Extension population is currently working in local school systems in 
some capacity – having assumed roles as teaching assistants, food service workers, 

Extension 
participants are working in a profession/vocation other than teaching.

Public group is comprised of 17 students, 13 females and 4 males, averaging 20 
years of age. This group represents the more typical student population enrolled 

Public group members live 
-

clude elementary education (5), secondary education (10), physical education 
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(1), vocational tech (1) and undecided (1). Private group is a traditional group of 

elementary, 1 Theater Arts, and 3 Physical Education. 

describe the research protocol and make our intentions explicit. These initial ac-

1990, p. 248). With consent from the PTC, course assignments (names replaced 
with numeric aliases) and multiple sources of information from class discussions, 
assignments and in-class activities are collected. 

Instrumentation

This paper is a part of a larger study conducted on the prospective teaching 

groups and collected for analyses. The primary instrument used to explore teacher 

The survey is a class assignment distributed to all PTCs prior to or during the 

with student biographical information, assists in the preparation of class lectures, 
discussions and activities related to the teaching profession. The survey consists of 

around syllabus topics and asked candidates to share memorable schooling experi-
ences, identify teacher roles in these experiences, and to rate favorite and superior 

-

The following items from the survey were analyzed for the purposes reported in 

experiences.

teacher play in making it happen?

were also superior teachers.

   b. Agree
   c. Agree somewhat
   d. Disagree
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characteristics do you possess that best represent the type of teacher you hope 
to become?

Data Analysis

(1991) system used in his study of two classroom teachers, the contexts and 

researchers read through the data sets to gain a general sense of the experiences 

responses were evident across all three groups, the survey data was then divided 
extension and public/private. Each researcher independently 

conducted a keyword analysis on her data set and developed a corresponding 

-
pared coding categories that had emerged. Discrepancies in interpretation of mean-

con-
 Metaphors, 

that captured the essence of self, emerged from these discussions. The coding of 
the remaining open-ended survey responses was conducted over the next four 

, Extension, Public, and Private group responses were examined 
in isolation, allowing the researchers to compare data patterns within groups. 

-
rior teachers resulted in enumerative listings by participant that could be compared 

-

the following section.
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As evident in Table 1, teacher relationships and extracurricular activities were 

compassionate, strict, wise), instructional behaviors (engaging, entertaining, fun, 

-
rable schooling experience)

Percentage of 
PTC responses

Content/Curriculum 11

Extracurricular 34

Relationship w/Teacher 38

Relationship w/Peers 9

4

3

Thirty-four percent of the PTCs described their participation in extracurricular 
programs or events. Within this category, four subcategories were developed for 
representation of patterns indicated by respondents (athletic/club events, programs, 

extracurricular memories were related to personal performances (play, recital). 
Across the remaining three subcategories, participation in school traditions (prom, 
homecoming), as an athlete or club member, or memories of being a teacher 

Extension 
Public and 

Private participants were more likely to report their involvement in extracurricular 
activities.

 during the experience as 

the teacher played in the memorable experience. This resulted in seven categories 
indicated in Table 2. 
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Table 2. Role of the Teacher.

did teacher play in making 
most memorable happen?)

Percentage of 
PTC Responses

29

28

10

Respectful 12

14

5

Challenged me 2

facilitator/guide. Extension

of the Public and Private group members described how the instructional actions 
of the teacher differed and that these differences in approach had a positive effect 

-
vorite teacher also superior 
teacher).

Percentage of 
PTC Responses

51

Agree 26

Agree somewhat 0

Disagree 0

2

21

responses across all three groups overwhelmingly indicated that the candidates 
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Of these responses (Table 4), nearly half of the PTCs indicated that their favorite 
teachers were superior because they demonstrated a love of the job or a passion for 

Extension
responses and to describe the actions of these passionate teachers whereas Public 
and Private

Table 4. What made my favorite teacher a “superior teacher?”

teacher also superior teacher).
Percentage of PTC 
Responses

49

3

Fun/Exciting/Creative 17

9

11

Mastery of Content 11

represent the type of teacher they intend to become. Public and Private group data 
were compiled and analyzed as one set, representing traditional students across 
areas of licensure from both institutions. Extension group responses were coded 
separately for comparative purposes. Table 5 illustrates the three primary themes 

-

-

-
mate” represents those candidates (26) who perceived a self-attribute that naturally 
contributed to a necessary feel or atmosphere in the learning environment. The 

through past teaching situations (vacation bible school, tutoring, etc.).
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-
categories of self-attributes 

 (with PTC representative sample)

Being with; acting toward: The avuncular (relational)

   Caring

 
   Patient

Creating classroom climate Teacher as center: The maestro (individual)

   Energetic/Enthusiastic
classroom via interactions with my students.”

   Humorous
students will enjoy the class.”

   Passionate
generate an enthusiasm atmosphere in my classroom.”

   Fair
self-esteems.”

Instructional Artistry A way of doing (actions/goals): The bricoler 
(individual)

   Teaching of Content

give my students a cure for test anxiety.”

-
gies for different types of learners.”

Public and Private participants (20 of the 30) indicated 
their capacity for nurturance of students, an attribute categorized within the 

Public 
and Private
teachers in their future classrooms. 
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job satisfaction. The data also revealed that favorite teachers were perceived as 

Love 
of job responses revealed a shift from the subjective (self) as personal recollections 
demonstrated an awareness that even at a young age, many of the candidates 

We found this to be especially prevalent in the Extension group. We believe this 
demonstrates the developmental differences of these primarily adult-learner PTCs, 

reported experiences with school, although inextricably bound with relationships, 

ability to create innovative  instructional  activities . PTCs memories and reportage 
indicates that their self-identities remain bound in the personal and social realms.

When asked to identify the role of the teacher in their memorable experiences, 

majority tended to describe attributes -

reinforce historical and social expectations of the teaching profession in regard to 
establishing relations with students and in the facilitation of curriculum.

We asked PTCs to describe the actions and attributes of superior teacher and 
-

pretations rarely centered on their experiences (self) or needs as learners, but rather 

their favorite teachers were superior as evident in their teaching actions – these 
-

on past schooling experiences, the PTCs had explored self through a memorable 

to their ideal notions of superior teachers. We feel that throughout this process, the 
candidates moved from a more subjective view of these relationships (self as cen-
ter of experience) to a more observant objective posture when asked to identify and 
in a sense, evaluate their favorite teachers according to the attributes and actions 
constructed to describe that of a superior teacher.

-
butes of the teaching professional as supportive and facilitative the need to estab-
lish relations with students. The metaphor we chose to describe this in terms of 
teacher role is that of the benevolent uncle, or The Avuncular, someone who is 
all-understanding, gently prodding their students to consensus, guiding them ei-
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placed the role of the teacher as center, the facilitator or guide. For this, we chose 
the metaphor of the orchestral conductor or The Maestro. The daily actions of the 
teacher promulgate a rhythm of high energy and creativity when on stage in his 
classroom. 

artistry and actions. What is distinctive about this category is that in addition to 

by the perceptions of others. The metaphor we chose for this was The Bricoler.
this context, The Bricoler is one who enters a situation and creates, organically, 

than forcing them into preconceived or existing structures. While the content to 
be taught remains the mortar or the unifying agent, the structure emerges organi-
cally respecting the composite parts, the diversity, and the differentiations in the 
classroom. This we believe is the difference between an artist and a merely trained 
practitioner, for the artist (the favorite teacher in this case) allowed whom they 
were to guide, to lead their instruction.

resonances we believe in the areas of early professional identity formations, teacher 

perceived that their teachers loved their job and this had positive far-reaching 
effects in their later adult decision to become a teacher. Currently there is a national 

support in the workplace.” There are few other degreed/licensed professions where 
these attrition numbers would be tolerated or acceptable. This is where we believe 

of PTCs. There is a gap in the curricula in many teacher education programs, 

time is allotted for PTCs to systematically and critically examine their inner lives 
and formative early schooling experiences to better understand why they want 
to be teachers. We believe that with this practice, PTCs can examine their early 
experiences so, in part, they are conscious of and responsible for what drives their 

The Courage to Teach 
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-

depends heavily on self-knowledge (Palmer, 1998).

We, as teacher educators, need to do a better job developing curricula throughout 

offer pre-service teachers best-practice strategies that promote introspection that is 

develop and promote true collegiality in the workplace. 
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CHAPTER 7

EXPLORING THE NATURE OF TEACHERS’ 
PROFESSIONAL LEARNING

John Loughran, Amanda Berry, Allie Clemans, Stephen Keast, Bianca 
Miranda, Graham Parr, Philip Riley and Elizabeth Tudball

expectation that they will implement the workshop ideas in their own practice. 
What is clear is that the professional learning of teachers has become increasingly 

but also for developing the teaching profession more generally (Berry, Clemans, 

develop their skills, knowledge and abilities in ways that are responsive to their 
(pedagogical) needs, issues and concerns.

Education (DEECD) sought to develop a suite of programs designed to support 

The program was designed to support teachers who were responsible for lead-
ing professional learning in their respective schools, by assisting them in exploring 
issues, concerns and dilemmas in their own practice and to document that profes-

4 day structured program (1 x 2 days, 2 x 1 day) spread over a teaching year 

A. Lauriala et al. (eds.), Navigating in Educational Contexts, 93–102.
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supported their ongoing professional learning between program meetings (7-10 

Case writing, review and the development of learning communities.

contribute to continued growth and development of their school.

-
cesses for professional learning such as mentoring for new staff, the development 
of induction programs and peer observation practices, through to curriculum in-
novations and departmental policy implementation related to the Performance and 
Development Cultures in schools.

task was a one-day case writing activity. Participants were asked to carefully con-
sider an important learning incident during the implementation of their project that 

writing methodology, participants constructed their cases, shared and discussed 
-

through their experiences of the program. Cases have been viewed as important 
for providing a real-world classroom context in which to foster discoveries about 
teaching and learning at both a theoretical and practical level. Cases highlight the 

cases offer insights into the specialist knowledge and skills of teachers, they form a 
strong base from which ongoing professional learning might be developed. Hence, 
they were used in the program because they were considered as an important way 

-

clearly evident in the data below).
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An important reason for implementing case writing was based on the perceived 
value of participants documenting and sharing their professional knowledge of 
practice. Therefore, participants were encouraged to think carefully about what 

learnt and why does it matter in understanding a given situation?”

What is this a case of?
What are the facts of the case?
What contextual details are important to help in analysing/understanding the 
case?
What issues/dilemmas/tensions do you see in the case?
What solutions exist/how might you manage the dilemmas/how do you feel 
about the situation?
What is in the case that would help others identify with it?
What approach to portrayal would help to strengthen the case and make it 
engaging for others?

The research approach developed included two parallel aspects of data collection 

analysing them using a thematic approach in terms of the intent/topic of the case. 

of the researchers reading the full set of cases and independently coding the case 
content to develop thematic groupings under which all cases could be allocated.

The second involved interviews with a volunteer sample of participants (n = 12) 
one year after the completion of the program. For this data set, a researcher who 

volunteers to be interviewed about their experience of the program. The researcher 
then organised a time and place convenient to the volunteer to be interviewed using 
a semi-structured interview protocol (below). The interviews were audio taped and 
transcribed and these data sets were then subjected to independent content analy-

sets, the nature of professional learning, the value of the experience, the impact of 

growth were able to be more fully explored.
Semi-structured interview protocol:

2.  Can you give any examples of how the program helped you in your professional 
learning?

3.  How has your learning from the program actually been sustained? Any 
examples?

4.  What did you think about the process/experience of developing and writing 
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cases? Have you used them?
5.  What did you learn from your case writing experience, what value did you see 

in actually writing a case?
6.  What do you want or need in terms of professional learning now?
7.  Where do you expect to get professional learning from?
8.  What do you think about the idea of teacher professional knowledge? Does it 

have any meaning to you? 
9.  What were your aims for your project, what did you get out of it?

Case writing

The cases were analysed and thematically grouped as one way of exploring the 

professional learning in their schools. Table 1 offers an overview of that analysis.

Cases theme Number of cases

14

12

9

Recognizing multiple needs and perspectives 8

7

6

Peer observation 5

TOTAL

Being an experienced classroom teacher does not necessarily mean that the shift to 

participants were experienced classroom teachers that leading professional learning 
(n = 14), learning to work with teachers (n = 9) and recognizing multiple needs 

students to teaching adults captured the attention of many of the participants.

they came to see a need to develop their knowledge and practice (or perhaps begin 
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and learning situations in ways that encouraged their own learning about practice 
in new ways. However, that does not mean that such a shift is automatic or simple. 
The experience of change in their teaching context (students to adults) led to their 
search for a knowledge base from which to draw on in order to foster their col-

granted assumptions about how they approached their teaching.
Analysis of the cases comprising the theme of stability and change illustrates 

that their focus on leading professional learning carries over to not only what 
it meant to participants at a personal (leadership) level, but also in giving them 
insight into the amount of change experienced by teachers generally. The cases 

major role of teaching students, as opposed to being driven more by the demands 

look into their practice in ways that highlighted professional learning as being 
grounded in something personally relevant and particular to their given situation, 
rather than something imposed or mandated by others. The notion of autonomy 
and control then emerges as an important aspect of professional learning and as a 
catalyst for change.

Interview data

Perceived value of the program
Perspectives on cases
Each of these is elaborated on individually in the following sections.
Participants’ goals for LPL: Participants who spoke about their goals for be-

ing involved offered views that focussed on their personal concerns about gaining 
leadership skills. The overwhelming response (8/12) was associated with the need 

because of the demands of their role as a leader of professional learning. Perhaps 
-
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skills and a lot of experience to share and it validates what you already know. 

For two of the participants, the development of knowledge and skills was important 
in terms of their ability to use such development as an entrée to promotion and to 
continue to enhance their work in a positive manner. 

Teacher type work and towards getting a career in that pathway. (Emma)

Only one interviewee (Betty) was involved for the express purpose of developing 
how to skills for the delivery of Professional Development to others, because she 

The majority of interviewees were new to their leadership role and saw the program 
as a way of assisting and supporting them in their development.

Perceived value of the program: Most perceived the value of the program as that 
of learning through sharing with like-minded people in similar roles and that the 
knowledge they gained tended to reinforce that which they already knew. For some 
(5/12), the opportunity to speak to their peers was viewed as a rich experience and 

in creating ideas and approaches for further development. 

a professional development event somewhere else and listening to a speaker 
and it just gave me a much broader picture of what professional learning can 

people who have been doing that for a while in their school. (Anita)

is and how it is different from professional development. Half of the interviewees 

more forward planning going into the actual presentation and planning out 

interviewees described it is highlighted by the way they thought about the need to 
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share their learning with others both formally and informally.

learning program and shared it with colleagues who have entered leadership 
programs this year or intend to do it for next year. (Tom)

Perspectives on cases: 
product, the cases book, came from identifying with similar dilemmas and learning 

to read it because a lot of it centred on issues to do with leadership support in terms 
of professional development.”

The cases book was a resource that interviewees valued as it validated the de-
velopment of their own professional knowledge and offered a range of other expe-
riences that helped to extend their understanding of professional learning beyond 
their own individual situation.

Anita hints at an aspect of the cases book that was common for all participants. 
They shared the book with others as a resource and could see possibilities for its 
use, but even for those who had not used the book themselves, that personal lack of 

-

writing. (Tom)

perspectives on professional learning that had a major impact on her understanding 
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been in a similar sort of situation where they were leading a meeting and they 

to captivate their audience or what turned the meeting around that was the big 

writing, it was really valuable because it really did get you, not to just look at 
a situation at the surface level, but to actually go right behind it and ask what 

effective/why was it not effective? What was the moment where everything 

synergy that happens when you talk with people. The shared understandings 
are often much more powerful than if you just thought about it yourself, but 
the actual process of writing something down does something in the brain 

The data clearly demonstrates that all interviewees appreciated the opportunity to 

essential element of professional learning. 

The interviewees largely described their professional learning as occurring through 
communicating and sharing their experiences with their peers (8/12) and taking 

their experiences and as a product was an obvious form of dissemination of those 

developing a case to demonstrate their learning encouraged interviewees to push 
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the boundaries of their practice and to use those experiences as the focus for their 
case writing which led to better understanding and valuing of their professional 
learning.

-

-

professional development does not always lead to professional learning. Fullan 

The use of case writing is an approach to supporting professional learning based 

case writing outlined in this chapter can be seen as one way of recognizing and 

professional learning.

There is increasing consensus that the most effective forms of professional 
-

tice, intensive and sustained, integrated with school-reform efforts, and that 
actively engage teachers in collaborative professional communities. Teachers 
in many high-achieving nations [e.g., Finland] have these kinds of opportuni-
ties on a regular basis, as considerable time is built into their work week for 
collegial planning and learning, lesson study, and peer observations. (p. 39)

personal professional needs and expectations by embedding their learning in their 
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professional and personal contexts, issues and dilemmas. As the results of this 

professional learning by making time and space available for them to grapple with 
and articulate their professional learning in ways that validated them as ‘knowledge 

and make friends and be able to have professional conversations. The time to 

-

Dimensions of professional learning: Identities, 
professionalism and practice

professional learning Retrieved 11 March, 2009, from 

Fullan, M. (2007). Change the terms for teacher learning. Journal of Staff Development,, 28(3), 35–36.
Teachers and schooling making a difference. 

Teacher learning for educational change: A systems thinking approach

Journal of Educational 
, 315–337.

Opening the classroom door: Teacher, researcher, learner. 

Who learns what from cases and how: The research base for teaching and 
learning with cases

professionalism. (4), 733–746.

Books.
Case methods in teacher education.

Professional 
learning in the learning profession: A status report on teacher develompent in the U.S. and abroad. 
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DEVELOPING PEDAGOGICAL EXPERTISE DURING 

TEACHER EDUCATION
Helena Koskinen

i

construction of teacher identity, and it has a strong effect regarding expectations 
for the studies under discussion. The theoretical background of a new mode, as 

that there are needs to strengthen the development process of teacher identity, to 

context of teaching, learning and studying and to increase interaction and better 

interested in becoming teachers for different schools or who want to work as an 

critical partners in the development of the studies and the metaphor of steps taken 
along the learning pathway invites designers and educators to join the students in 
shared learning.

When starting the studies, many of the students already have experiences in 

with their major subject at universities. Afterwards, they worked as part-time or 

they managed to work as a teacher based on the experiences of personal schooling 
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© 2011 Sense Publishers. All rights reserved.



104

have any teaching experiences before studies but they all had some working life 
experiences.

ii run at the 
Finnish universities to support the implementation of the Bologna process, and that 
gave an excellent opportunity to design and make use of the mode as a pilot of 

and arranging discussions between partners working on different topics to improve 
learning at Finnish universities. 

educators to build up possible models to continue professional development after 
training at work. These sorts of effective actions are important especially in short 

working.

teacher identity or teacher expertise. The development of teacher identity is seen as 
not being linear but an on-going, dynamic process, following individual routes and 

training play in this progress? 
A teacher needs theoretical and practical knowledge and the capacity to adapt 

his/her expertise to different situations both individually and collectively, and the 
capability to justify his/her actions. Expertise as personal experience is based on 

-

experiences. This has been a leading way of rethinking for development of the 
-
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the confrontation comes true in practice. During the training students get teaching 
experiences under supervised practice. The best experiences are built up in the real 
teaching situations with full responsibility. 

Dreyfus and Dreyfus (1986) model the progression to expertise as a process from 

from relying on abstract principles to using concrete experiences as paradigms and 
change in the view of perception of situations and as a change from observer to 
involved performer. 

-

to study a new profession or they do not know what to study and how to cope with 
life. For the empowered teacher, teacherhood, i.e., teacher identity is personal ex-
perience of and awareness regarding his/her own profession describing as well the 
way he/she feels about teaching. Also it is a phenomenal link to others with similar 
education and training. When developing the pedagogical studies, teacherhood has 
been seen as an entity including subject knowledge, pedagogical know-how, skills 
in collaboration and interaction and skills demanded in the working life such as be-

Pedagogical know-how should be developed as an integrated part of each 
-
-

pedagogical studies. Teacherhood is under development continuously in education 
contexts and in society and personally through both formal and informal learning 

designed to be an integrated unity of on-campus contact periods, off-campus e- 

schools in mentored teaching practice. Practice is based on the students´ prior 
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assumes the main role in transformative learning theory (Mezirow, 1991), and is 

being awarded and able to monitor the development of learning and 

Professional development starts in education and continues on into the working life 

i.e., peer dialogue makes professional development explicit, both in education 

in each case. As members of the learning society, we all have such a variation of 

Already during school times, those who feel willing to take over a teaching role 

cases, pedagogical thinking remains on the action level and reaches neither the 

are seen as self-oriented and able to set their individual goals to act and to learn. 
According to personal experiences in teaching, the student may think he/she knows 
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of expertise, these students can be a great challenge for educators. 
Being aware of the consideration of prior learning and experiences, we design-

ers and educators in these studies talk and write about development to become a 
teacher (those who do not have teaching experiences) and about development as 
a teacher (those who already have teaching experiences accumulated over many 

-
er identity is an ongoing process. Also an adult learner joining the studies may 
already have an identity of some other profession such as nursing or engineering 
according to his/her former education and work experiences. A change from being 

-
tion of professional identity. 

pedagogical know-how with prior studies? And further, what are the main 
challenges for further development of studies? 

The data was collected during the academic year 2008-2009. There were 40 

-

-
way and worked out portfolios for this study. Data was collected from students 

-

expertise and the challenges for the future learning and development. 
-

to get a better and fuller understanding of the action, a multimethod approach was 
-

es more information on the topics. When a holistic view of educational outcomes 
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is sought, methodological triangulation is suitable. The resulting correspondence 
of different study results of the same phenomena enables the researcher to be more 

All the evaluation texts were analyzed applying content analysis, categorizing 
expectations and strengths according to prior learning and to understanding on 
teacher identity. The dominating facts are explored in this article. 

conceptualization. 
Construction and assessment of interdisciplinary expertise and teacher identity 
as a part of it.

both individually and collectively. E-learning space was used to maximize colle-

asynchronous) made collaborative work possible and maintained activity on a high 
-

ary was taken in use in an e-learning environment to prepare and collect material 

seen as an assessment document showing what you know, how do you understand 

of knowledge as facts, principles, theories and practices related to teaching, learn-

is to provide an individual narrative concerning the learning process and expertise. 

have been planned to guide and assess their learning, as separate tasks and so the 
assignments have not always been effective and cumulatively supportive in learn-

learning strategies when mentoring the students. The chosen learning strategy has 
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and to process knowledge, a learning strategy will guide a person to operate and 

concentrates on external facts and the activity of discussing problems of learning 

contrast, deep-oriented learning helps to understand better the matters and to see 

pathway was planned to answer these challenges. 
All students have faced the same tasks following his/her personal progress and 

view of the future. The process included assessing personal strengths and accepting 
new challenges in order to be able to continue development of teacher identity 

Partners in this process were peer students, mentor teachers and students/pupils 
who had met during teaching practice as well as all educators involved in studies. 
All experiences, including any attendant emotions and all received feedback were 

Carnell, 2000). During the studies, each student was supposed to do construction 
work on his/her personal educational theory considering especially the elements of 
pedagogical thinking and decision making.

-

During the learning at work period students joined in asynchronous on-line discus-

were different elements concerning pedagogy and teacher identity to evaluate and 
everybody could add his/her own element in comparison to personal know-how, 
feelings and experiences, all integrated with the theories. The aim was to approach 
and strengthen theoretical understanding and pedagogical thinking. 

and to complete the portfolio (step 5). 
At the same time, the learning space was used as a demonstration of e-learning. 

Throughout the studies, students were involved in assessing the learning space and 
to see it from the pedagogical point of view and to discuss it as becoming teachers 
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or to compare it to previous e-learning and teaching experiences. This challenged 
the designers and the educators of the studies to make how they operated visible. 

development of teacher identity as a part of individual expertise based on prior 
learning and personal strengths and weaknesses. On this, the students listed their 

expressed in different words. 

-

knowledge and of adopting of knowledge to practice. Trust and belief in personal 
ability came out as a most dominating issue among the weaknesses and the need to 
strengthen these as an aim. 

 Concerning the growth and development of teacher identity, the following were 
-
-

didactical facts to learn and to improve, such as teaching methods, skills to meet 
different learners and understanding learning styles and strategies and evaluation 

subject specialism and know-how in social and communication skills. Between stu-

teaching experiences.

Binding and bridging 

teacher identity and if their expectations had become realised and how did they 
see pedagogical know-how as having been strengthened as a part of their personal 
expertise. 

-

CHAPTER 8



111

tasks were just like an assignment among the others. The diary for the portfolio 

thought that the diary could have been replaced by some other tasks. One student 

more individual support during the studies. 
 When analyzing the self-evaluation texts in portfolios, it was possible to group 

general and integrating theories in teaching practices and secondly, by better per-
-

comes concerning better understanding of theories and practices came out, that the 

more open after studies, and the assessment and recognition of prior learning and 
expertise was advanced. 

pedagogical studies but also by my professional identity which has strength-
ened through my current working experiences.

The awareness of the tacit knowledge grew as a part of the individual know-how. 

and creativity were advanced. 

pedagogical thinking and my own actions. These studies gave for my work 
-

-

Also the ability to empower learners, i.e., students/pupils and him/herself, was 
found stronger. Awareness of the ethics of the teaching profession and trust in 
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-

 
level. 

consider as good teaching. 

Many issues were mentioned both as learning outcomes and as challenges for 
further development. These issues varied between individuals. The following 

educational theory was seen as being challenging. Also the better understanding 
of learning and teaching in multicultural contexts was seen as an actual challenge 

according to current goals when teaching subject-knowledge concerning individual 
subject specialism. 

-
ing. Having an understanding of the integration of theories and practices on the 

found to be binding. The portfolio did bridge the development of the teacher iden-
tity into the future and lifelong learning.

Educators as partners of interactive learning

period, matters came out which did help students in their learning and studying 
and facts were found which were problematic. A dominating fact according to 

challenge learning. The shared common language, i.e., knowing and understanding 
the concepts of education and pedagogy did vary and were found to be a problem 

up the routines and to minimise achievement orientated approach to learning. 

not available to be seen at once or free to browse. They had to wait until getting 
to a certain point in the studies to be allowed to open the next object. When the 
design logic and the visualisation of learning space were realised, a gate opened 
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to understand the cumulative nature of the studies, which acted to motivate the 
learners.

by listening to a good lecture instead of assessing prior learning, experiences and 

discussions with the students, educators came to understand that to evaluate and 

expertise was not easy. However, in the end, this approach was found awarding and 
motivating. 

of sciences to take into account. The learning pathway has to be built up out of 
elements which make it possible for each student to process them from their own 
point of view according to personal goals and special interests. 

 For designers and teacher educators, this action provided an experience in how 
learning takes place in active interaction between students and educators. Both fa-

study. 

methods of teacher educators in short trainings like those under discussion, the 

learning environment was found being practical in the cases under consideration. 

to rethink and to be able to receive support. The students found peer-to-peer 

forward pathway was a good start to help students to realise the whole instead of 

needed elements and how to wrap up everything together to attain the best possible 
learning outcomes.

 When it comes to designing curriculum for the sort of teacher trainings dis-

of sciences to integrate with understanding into the science of education. For the 
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-

the rest of practical work have to be designed and instructed so that it becomes 
more and more possible to apply them with various individual and situation spe-

mentored teaching practice turned out to be a most effective process in the con-

explicitly on topics like creativity, empowerment and ethics integrated in teacher 
identity which were new compared to their expectations before training.

 The study strengthened the notion that the construction of teacher identity is a 
personal, ongoing process and teacher education gives a good start for the process 
and hopefully good tools to continue the progress after training at work. All this 

-

a sign of development to change from being an observer to an involved actor.

between those who had teaching experiences before studies compared with those 
without any teaching experiences. This proves that it is not possible to construct a 

-

-
ing of the challenges for designing short-term teacher training for adult students 
who already have a developed professional identity based on prior education and 

researcher was one of the designers and educators as well. 
 There are local and even wider challenges to discuss as regards the teacher 

from comprehensive school to vocational school and to higher education and even 
-

graphic reasons, teachers may need to teach learners on different levels during the 

and creativity as well as the capability to change views and to adapt the know-how 
to various situations and to discover new strategic approaches.
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studies, which are didactically oriented studies in education science comprising guided teaching prac-
tice and in which the student can specialise in basic education, upper secondary education, vocational 

ii The W5W2 project (2007–2009) supports the implementation of the Bologna process in the Finnish 

in the long-term memory during the studies. That is how the competencies are created. Methods for 
assessing learning will also be developed, and the implementation of the Bologna process from the 
perspective of curriculum design and student-centred study counselling will be evaluated. Pilot proj-
ects according to the themes are also an essential part of the W5W2 project.
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CHAPTER 9

TAKING METACOGNITION A STEP FURTHER: 
TEACHERS SHARING PEDAGOGICAL PURPOSES

Ian Mitchell and Judie Mitchell 

working at promoting metacognition for 25 years in a collaborative action research 

by developing new ways of making explicit sense of teaching and learning. They 
have systematically built, with their students, a shared language for learning 

we outline four kinds of knowledge that we believe are necessary for enhanced 
metacognition.

Whilst practice and enterprise is outstripping the pace of research, there is 
evidence that the key themes which form the necessary conditions for build-

owned language for naming these processes, student choice and voice, and 

-

Much has been written about metacognition and the importance of students 
knowing about their own learning, and becoming life-long, independent learners. 

their priorities, the importance of higher order thinking, metacognition and the 

Most of the literature in the area of metacognition deals with the ideas on a theo-
retical level, and there is little that documents how these ideals are being played out 
in real classrooms. Wilson (2000) notes that most of the research that is available 
has been conducted under optimal learning conditions. ‘Problems of embedding 
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the approach (teaching thinking skills) into everyday classroom practice, based 
upon what the average teacher can achieve rather than the expert practitioner work-

Many teachers and schools have taken various learning theories and tried to im-

-

-

p. 198) notes that in 2004 levels of practice (in promoting learning autonomy) still 
appeared to lag behind levels of values. What teachers espouse as good practice 

They go on to note that this ‘lack of clarity could be the reason why the introduc-

We argue that there is a lack of the kinds of knowledge necessary for teachers to 
be able to implement a thinking or learning agenda in their classrooms. This lack 

deeper understandings of classroom dynamics, classroom discourse, and relation-
ships, as well as understandings of student and teacher change. 

This study reports on the practice of ten teachers who have taken the research 
seriously and explores what happens when teachers shift their primary focus from 
teaching to learning, and the implications this has for both teachers and students in 
their classes.

of helping students become more metacognitive. At that time, the teachers in the 
original study understood that they needed to talk with students about learning. 
They also came to realise, over time, that both teachers and students would need 
to change their conceptions of what learning was, their teaching and learning be-
haviours and their attitudes to learning. For the students, these changes in concep-
tions, behaviours and attitudes collectively meant they were able to become more 
metacognitive. The present study builds on this body of knowledge and practice, 
and takes the notion of metacognition a step further. Teachers in this study are 
modelling metacognition for their students by explicitly sharing with them their 
pedagogical purposes.

The teachers teach in both general and specialist disciplines. This study is based 

CHAPTER 9



119

The teachers in this study use self-study, action research methods, to tackle some 
of the issues involved in implementing a learning agenda. They form a team, along 

their practice. This model of collaborative professional development and teacher 

with academics. After the second year, when the project continued beyond its 
original intended time span, the input of the academics was no longer possible to 

groups was developed which included some academic input, and this has been the 
pattern for 26 years. Two federal government grants facilitated another intensive 
collaborative project involving intensive academic-teacher collaboration from 1995 
to 2000, and during this time we learned more about how close collaboration could 

Mitchell and Mitchell, 2002). This current research group was formed with the 
explicit purpose of re-establishing those teacher academic links. 

successfully embedded these ideas about student learning and metacognition into 
their practice. They have a high level of agreement on what constitutes a learning 

Most of these teachers have been documenting their practice for several years. 

teachers involved, beginning with two of the elementary teachers, (Jill and Jo) 

Pedagogical Purposes group) involving all the teachers listed above. Detailed 

data. The second source is video recordings taken in the classrooms of Jo Osler, 

have been subjected to analysis by both the teachers themselves and other members 
of the profession (in in-service sessions). The third source of data is the broader 
collection of teacher writing, and teacher and student interviews that has been 

the kinds of knowledge we believe is important to furthering the notion of meta-

outcomes so far from the project. 
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preparations or post-mortem analysis. Thus they are not pressed to place the 

becomes even more apt in an educational world where metacognition and learning 

why, and participating actively in their own learning are clearly important aspects 
of metacognition. This group developed the phrase sharing pedagogical purposes 
to describe how they are researching and developing these important aspects of 
metacognition. 

-
tary teachers (Jo and Amanda) were interviewed after being videotaped teaching. 

-
cedures they had. They talked in terms of the type of thinking that each procedure 
stimulated, the value of this for their key content ideas, the level of independence 
that their students were currently capable of and the next step that they wanted 

interviewed and they talked about the different purposes of the teaching procedures 
that their teacher had used and how each one helped their learning and led to the 
next procedure. They talked about their own learning behaviours and the decisions 

had done and how well they had met the intent of the tasks and what they might do 
differently in the future.

These comments indicate that both teachers and students had a sophisticated 
sense of what teaching and learning involves and that everything they do, or are 

in schools and classrooms where students, in particular, often complete tasks with 
little or no understanding of why they are doing them. 

-
derstandings. We realised that the teachers we were observing and talking with had 
a very clear sense of such aspects of practice as the kinds of learning problems/poor 
learning tendencies that a particular task, concept or skill may throw up and a so-

of student change, as well as the nature of the journeys of student change, believed 

with. They had a clear sense of the big ideas and key skills they were teaching as 
well as ways that students may construct rich meanings for these. They saw them-
selves as collaborative problem solvers and generators of new wisdom.
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purposes in terms of types of thinking and learning behaviours, as well as the spe-

engagement versus mere busy work. They understood why a teacher may use be-

or not they have an understanding of new ideas and hence of when and what they 
need help on. 

learning with their students and, in so doing, promoting metacognition. The video 
data highlights how Jo and Amanda were taking this sharing a step further. This 

involved several secondary teachers who felt they could transfer this idea to their 
classrooms, leading to the notion of a more explicit sharing of what we called the 

When teachers engage in sharing their pedagogical purposes they do two major 

with their students. 

A learning agenda

A learning agenda incorporates understandings about learning, pedagogical content 
knowledge, and understandings about learning to learn and understandings of 

faceted and differs according to the content or skill to be learned, and the tasks 

They need to have persistence and learn from mistakes, be able to make productive 
and informed decisions about both what they are learning and how they are learning 
it, and be willing to take risks. 

Teachers with a learning agenda also have high level of pedagogical content 

-
ing knowledge of a variety of teaching procedures and the ability to purposefully 

and ideas. 
about learning is one of the important contributions 
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understanding includes knowing how and when to stimulate initial and recurring 
discussions about learning, the kind of language that needs to be developed, the 

develop over a school year. Teachers use these understandings, as well as a range 

Teachers also need to understand the process and importance of student change. 

which we meant how they were thinking as well as their actual classroom behav-
iours. We soon found that this was only one of several dimensions of change where 

-
priate trusts is another dimension of change that took us a few years to clarify, 

attitudes as to what sorts of roles and teaching and learning behaviours they prefer.
A learning agenda does not discount or devalue content or skills. The teachers 

have a content agenda which runs parallel with their learning agenda. One of the 
teachers, Damien, describes wanting his students to be able to ‘talk about English 

subject, or content-less unit of work. Research indicates that this approach is not 
-

standings and skills into their discipline based subjects. 
The following interview with Amanda (who had been teaching about the plan-

important thing that they did?

were using the procedures that we have talked about all year, but also how 
they were going about it independently in terms of their researching skills.

-

instead of suggesting to go and write a postcard, really pulling out what skills 
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and what procedures the children are going to need in order to support them 
when they go about their learning tasks.

shows students working independently and without having to ask Jo for help or 

Thinking Hats. 

As part of the learning agenda, teachers share their purposes with their students. 

The teachers use a range of teaching procedures which are strategically selected to 

diagram they discuss the fact that it is a graphic organiser used to compare and 
contrast. A concept map is used to make links and connections, and an interpretive 
discussion is used to bring out student ideas and views (see Mitchell, 2009). 

-
dents themselves select procedures, in a purposeful way and are able to articulate 

-
iour (in this case, good learning behaviours). 

would work. 

As a class we discussed this one and we thought about how many children 
we would need doing this one in order for it to work. We came up with four. 
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who was really only interested in putting up a suggestion rather than thinking 

all about.”

off our display and put it on the board with the others.

The rest of the class agreed with this, so it was decided that this time the 

it was thanked for contributing it.

This discussion about how to use the procedures went on for around 25 
minutes. At the end of this, the children had no hesitation whatsoever about 

they had to draw up their own procedures. Everyone got to work immediately 
and stayed on task for the remaining 40 minutes, working on their procedure 
and then moving on to the writing of the letter. 

-

gives you nearly everything you did on the fun day.”

write it on the letter.”

CHAPTER 9
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when we forgot what we did, well kinda forgot, we could look on our 
procedure.”

what you did and the procedure could help you remember what you did on 
the other day.”

A language for learning

Crick and Wilson (2005, p.359) note that ‘One of the features of the education 
system is the paucity of a language for learning as a process and participative 

learning, and an understanding of what sorts of conversations are possible with 
students. They use a language of learning which gradually becomes a shared 

the year before in Prep. When she asked the students at the start of the year to 

control and understand.

Appendix) which has proved extremely useful for teachers in both developing 

you describe how knowing about those has helped your learning in any way. 

good at timetables and they look up timetables and a lot of people make links 
to our other charts that we have around the room.

The language for learning includes 
Purposes and reasons for tasks and the big ideas 
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2. Student Choice. Primary teachers constantly make decisions for students about 

far more control over their work with real decisions to make. 

4. Using labels for teaching procedures. All the teachers built up a shared 
meaning with their students for a list of teaching procedures that they select and 

become familiar not only with the procedures, but their purposes in terms of 
learning. 

The teachers use words and 

thinking and learning and to give students a vocabulary to do this. 
6. Encouragement to take risks. Many decisions involve safe options and risky 

encourage and trust them to step outside conventional boundaries. 
The list of good learning behaviours 

value of this list is that it makes teachers far more sensitive to these behaviours. 
This meant that when one occurred, they are much more likely to stop the class and 

An example of some of these aspects of a language for learning is found in 

completed.

able to sort the information because we have had lots of information that we 
had to read through with all the photocopies as well as the big books and the 
resources that are in the tub and that data chart has been able to for you, to 

help you with your thinking?
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write down stuff it tells you like the good things that would happen, the bad 

learning, we have, of course, reported some outcomes and insights relevant to these 

Doing things with students, not to them

One of the biggest changes in teacher practice was the move from doing things to 
students to a much more collaborative and sharing intellectual relationship between 
students and teacher. 

-
sions. Jill and Jo implemented student decision making in their classrooms in the 
mid 1990s. They believed that teachers made too many decisions for their (elemen-
tary) students and that the students (as young as 5) were not only capable of mak-
ing decisions but would learn important skills of independence by doing so. Tanya 

post which is an actual post to which she sticks cards which describe the decisions 
students are allowed to make for themselves. These include deciding who to sit 
with and what resources they need for a task. 

-
room, in terms of making their own decisions. 

-

make.
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Noticing good learning (and getting excited) 

The teachers celebrate good learning behaviours when they occur and debrief with 

-

-
ing and engaging in the class or making a link, this needs to be celebrated. 

we stand out amongst the noise when they do this. 

throw it back to the class. 
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addressing it.

Secret teacher’s business 

themselves as learners and thinkers while engaged in the act of teaching. The 
teachers in this project model metacognitive behaviour by talking to themselves 

she explains why they have changed.

-
laying judgment and explains what it is and why he is doing it. 

how this is going to work out. This idea of making my thinking audible for 

my topic sentence. This sentence will clearly explain what my paragraph will 

point of the paragraph.” 

tells (emphasis) the reader that friendship is a theme. The sentence 
get inside

have to say about friendship?” Pause. 

-

decide to stop now and debrief. 
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extra long wait time (emphasis) 

pass. 

and the stems. I see? I hear? I wonder? I think? 

editing as you write.” says Andrew.

the 
stems (emphasis) to help you make careful observations.”

-
thing about that at this stage. 

-
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calming look across the room. 

-

doing.”

is using a wall display to point to the answer he wants to give. 

the way you checked and well done everyone, that was the best wait time 

Student Change

The students observed in the study show, to varying degrees, increased 
independence, more purposeful approaches to their learning, and understanding of 

wrote off the board and that was it – but we have lots of different learning 

to think about it.

-
plete the work.

anything.
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They show changed attitudes to their own learning, and to what sorts of roles and 
teaching and learning behaviours they prefer

-

ideas together so the teacher knows what we know and what to teach us. 

And you get to know what other people have learned as well and then you 
can improve next time.

learned.

They also note how their classroom environment has changed into a more trusting 

good job. 
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of your own problems. When have you last used it Pat?

Stages in the journey

The shift in emphasis from a teaching agenda to a learning agenda is not a simple 
one. We identify three overlapping stages in the journey towards implementing 

in terms of what and how they will teach a piece of content, selecting from a 
repertoire of procedures and assessment practices – in other words a teaching 

some concerns about passive or otherwise disengaged learning in their classrooms. 
They feel the need to make some changes to their teaching. 

behaviours they want to see more of in their classrooms. They tend to plan by unit 
or topic but do not have a formal long term learning agenda.

learning which permeates their practice. They share their learning purposes with 
the students, and they talk regularly with students about what learning is, and how 
it happens. They know what students are capable of early in the year, and how this 

building a shared language for learning, how much change can be achieved by the 
end of the year.

Teachers need to believe, or come to believe in the medium term value of expend-
ing this initial energy and time. They also need to believe that it will be helpful to 
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to watch what happens when other teachers do this before they are ready to embark 
on the journey themselves. 

We have discussed four types of knowledge – knowledge needed to inform more 

knowledge about learning.
pedagogical content knowledge. 
knowledge of learning about learning. 
knowledge about student change.

we do not add to it in this paper. Our knowledge about learning was informed ini-

about learning has been the last to develop, and the constructs of sense-making and 
sharing pedagogical purposes are key aspects of it. We would argue that for teach-
ers to move their practice into truly promoting metacognition they need to have all 
four sorts of knowledge.

The teachers in this study all have highly developed knowledge in all of these 
four areas. While it is true that this group is highly skilled, the consistency of the 

level boundaries in this group, indicates to us that the knowledge is transferable. 
The teachers in this project are in (six) ordinary schools working in different 
subject areas, with different age groups. These teachers have been able to build a 
common pool of practice and understandings of practice in spite of the differences 
between their settings.

Clearly, not all teachers will develop such sophisticated knowledge, but for 

– we would argue for teams of teachers working together. Peer support helps teach-
ers when the going gets tough (as it generally does, before it gets easier). But the 
rewards are great and all of the teachers involved in this study report on improved 
student teacher relationships, and vastly improved classroom climate. They also 
have an enhanced sense of themselves as researchers, innovators and developers of 
new knowledge.

The study highlights the value of long term teacher research projects in provid-
ing visions of the possible, much more sophisticated knowledge about journeys 
hitherto unimaginable, and an important cumulative effect as teachers build on 
their shared experiences. The role of academics is important as teachers continue 
to push the boundaries of what is possible. Being so close to their practice means 
teachers are often not initially able to articulate some of the tacit knowledge they 
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– and the analysis always comes after the practice has happened. Then the group 

teachers own it, so it keeps re-inventing itself, as teachers devise new challenges 
and develop new knowledge to meet these challenges. 
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3.  Plans a general strategy before starting.
4.  Anticipates and predicts possible outcomes.

   - different activities and ideas
   - different topics or subjects
   - schoolwork and personal life

consistency of their explanations across different situations.

9.  Challenges the text or an answer the teacher sanctions as correct.
10. Offers ideas, new insights and alternative explanations.

12. Reacts and refers to comments of other students.
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“GOOD PAL, WISE DAD AND NAGGING WIFE”  
– AND OTHER VIEWS OF TEACHING PRACTICE 

MENTORS

Riitta Jyrhämä and Erja Syrjäläinen

schools has become an important part of teacher education for both educational 
and societal reasons. The network guarantees a diversity of teaching practice 
experiences and therefore extensively prepares students to work as professionals. 
The fact that some municipal schools offer teaching practice is a prime example 
of how universities, in addition to serving as research and teaching facilities, also 

The length of practical studies, or practicums, and their scheduling in relation 

several teaching practice periods of various lengths at different stages of their stud-
-

of Helsinki, teaching practice is organized so that student teachers gain experience 
in both university teacher training schools and municipal teaching practice schools. 

hundred per year), and cooperation between universities and these schools has be-
come the norm. Teaching practice schools in the local area receive student teachers 

become mentors, so only a few teachers, approximately 3–5 per school, receive 
student teachers and are involved in the teaching practice. 

Teaching practice has taken place in local schools before, but since 2004 the 
intention has been to organize it in a way that promotes interaction which has 
pedagogical value for both sides. The network of teaching practice schools can be 
considered a model of school-university partnership. When this collaboration was 
being systematized, schools were invited to apply to become networking schools. 
At the same time, teachers were asked to apply for a course on supervision. 
Between 2004 and 2007, 680 teachers from 207 schools or educational institutions 
submitted applications to join the network of teaching practice schools. When the 

A. Lauriala et al. (eds.), Navigating in Educational Contexts, 137–149.
© 2011 Sense Publishers. All rights reserved.
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latest supervision course ended at the beginning of 2009, the total of teachers who 
had attended supervision courses during these years was about 500.

-
ment the curriculum of teacher education. They receive a salary for this task and 

-

work supervision, although they are called mentors to distinguish them from to 

views on supervision, in which he is trying to illustrate the different mentoring 
approaches or roles that are needed in supervision.

The supervision courses have been considered the most important form of co-

Helsinki, the supervision course has been a unit of 8 credit points, taking one year 

were produced during the course. The participants in the supervision course were 
asked to explicate their views on supervision at the beginning and at the end of the 

Meri, 1999), from which a theoretical view of teaching practice supervision leads 

methods of supervising the student.

The practical studies in teacher education play a key role in how future teachers will 
view their profession and the everyday work as teachers. According to Zeichner 

This view supports the fact that practical studies are essential to the process and 
should, therefore, be given the attention they deserve. 

larger unit. One of the main objectives of the supervision course was to develop 
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study we investigate the views produced by 100 course participants in 2005.

To give a picture of what kind of views on supervision were produced, here is 
one of them, written at the beginning of the course – and referring to the heading 

the same time. Remembering my own teaching practice periods, one period 

literally the whole night to the early morning hours. The feedback was rough 

course.

Helsinki the basic principle of teacher education has been to educate pedagogically 
thinking teachers who are able to become aware of and to evaluate the grounds and 
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has a multiform meaning depending on what theoretical approach supports it. For 

often unconscious. Pedagogical thinking manifests itself, on the one hand through a 

-

phases of the instruction process, the theorization of teaching and also the metathe-

2000).

On the action level the planning (pre-interaction), execution (interaction) and 

the concepts of the subject and on pedagogical theories. The teacher may apply his/
her practical theory internalized by his/her own experience, and thereafter critically 
evaluate it.

On the second, metatheoretical level of thinking, the examination is focused on 
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object theories and the concepts in use. On these occasions the teacher critically 
evaluates the ethical premises of his/her decisions. When a teacher ponders whether 
his/her teaching decisions have been appropriate or just, there is always an ethical 
view underlying them that is connected to learning, interaction or to crucial moral 

The educational and pedagogical theories in teacher education aim at guiding 

The basic elements of the teaching–studying–learning process are placed in the 
-

tions and thinking, the focus is, on the one hand, on the relationship to content and, 
on the other hand, on the relationship to the student. For the interaction between 
teacher and student, we can speak of the pedagogical relation through which the 
teacher guides his/her students.

 

First, the pedagogical relation is a very personal relation animated by a spe-

be neither managed nor trained, nor reduced to any other human interaction. 
Second, the pedagogical relation is an intentional relation wherein the intent 

as he or she is, and by caring for a child for what he or she may become. 
Third, the educator must constantly be able to interpret and understand the 
present situation and experiences of the child and anticipate the moments when 
the child in fuller self-responsibility can increasingly participate in the culture.
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Table 1 characterizes the pedagogical relation on each level of pedagogical thinking.

- Contemplation of the value and moral issues arising from interaction

-  Consideration of the effects of society – for instance, the meaning of 
market forces – from the point of view of interaction and collabora-
tion in schools

-
tion and student relations

OBJECT 

-  Educational comprehension about pedagogical models and methods 
that allow approaching students and their personalities in a respect-
ful manner

-
gogical relations with students

listen, to take all factors into account and to respect the students
-  The fundamental features of the mutual interaction between teacher 

and students

This pedagogical relation described above (Table 1) emphasizes the  objects  of  

and without substance. When viewing the didactic triangle by focusing on the 

a relation to this relationship between student and content. That is, the didactic 
relation is a relation towards another relation (cf. Harjunen, 2002, p. 110).

-

relation is characterized on each level of pedagogical thinking.
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Table 2. Description of the didactic relation.

-  Wisdom about the meaning and task of the subject in society 

-  The ability to critically contemplate the traditions connected to 
the subject didactic and therefore evaluate the teaching of the 
subject 

-  Awareness of the history, traditions and values of the teaching 
of the subject

objects, central concepts, the construction of the subject in the 
teaching process

- Awareness of the practical theory of teaching

-  Possession of the basic knowledge and skills and a knowledge 
of the practical implementations and their possibilities in teach-
ing the subject

and modes of teaching that enable the effective teaching of a 
subject

problems in learning the subject
-  Comprehension of the differences in separate student and learn-

ing groups and the way they affect the teaching of the subject

contents of the subject directed by the curriculum 
- The ability to prepare learning materials

relation is formed between the teacher student and his/her mentor as in every 

new triangle, called a mentoring triangle.
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Figure 4. The mentoring triangle.

When the pedagogical relation and the didactic relation were examined through 
the model of pedagogical-level thinking, the relations in mentoring triangle can be 
then manifested in the levels of pedagogical thinking. 

pedagogical relation in supervision grows from the action level to the levels of ob-
ject theories and metatheory. On the action level the pedagogical relation manifests 
itself mostly in the mentor as a model of action and thinking. That is, the peda-

of acting and behaving. The conscious and unconscious procedures of interaction 

support his/her growth. The mentor is striving to act in terms of the mentee and at 
the same time is aware of his/her position as an expert. When the pedagogical rela-
tion develops to the metatheoretic level, the relationship is reciprocal and dialogi-

from new angles. The tone of the relationship is strongly ethical.
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theory. The mentor provides the student with grounds for his/her action. At the 

-
tions of instruction and education to the conversation.

levels – mentors’ different roles.

research questions

produced in the supervision course?
2. How do views on supervision develop during the supervision course?

-
ning and the end of the supervision course. Altogether, 200 supervision views, two 
from each course participant, were analysed. These data were the target of a con-

-
sion could have several conceptual units, each of which could be categorized in 
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beginning. Also, there were views on supervision that contained conceptual units 
-

tual units explored from the supervision views was 451, of which 168 were from 
the views on supervision produced at the beginning of the course and 283 from 
those produced at the end of the course.

that vary in the dimensions of the pedagogical relation and the mentoring relation. 

of the mentoring relation. The explanation of the letter–number combinations is as 

C2 = Argumentative partner

B1 = Trend setter B3 = Fellow debater

A1 = Advisor A2 = Facilitator A3 = Fellow wayfarer 

roles at the beginning (start) and at the end of the supervision course (f)

2 Total

Start End Start End Start End Start End

C 2 7 0 8 0 1 2 16

B 36 27 32 27 11 19 79 73

A 20 38 49 79 18 77 87 194

58 72 81 114 29 97 168 283

the views on supervision on becoming mentors mostly proliferate during the 

level (A) to the level of object theories (B) in the dimension of the mentoring 
relation. Conceptual units describing the level of metatheory were rarely found.

CHAPTER 10
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Figure 6. The categorization of views on supervision at the beginning and at the end of the 
supervision course

The thoughts on mentoring produced during the supervision course were mostly 
practical and were directed towards concrete matters. The results show that for 
the pedagogic relation, views on supervision vary from the action level to the 
thinking levels of object theory and metatheory. When considering the mentoring 
relation contents of supervision, the views varied mostly on the levels of action 

on supervision, but did not increase metatheoretical-level thinking in a decisive 

improvement was seen in the pedagogical relation during the course. The biggest 
change happened in the category of A3, in which the views stressed a dialogical 
grasp of practical issues.

-

including the views produced in the middle of the course.

The research shows that when considering views on supervision, the development 

of supervision experience. Already at the beginning of the course some of the 
course participants noted that illustrating a view of supervision before gaining any 

already been used and tested in several studies, and it has proved to be useful. 
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-

-
other triangle, the mentoring triangle, helped us to understand the versatile content 
of teaching practice mentoring.

The results show that the education of supervision has strengthened the student 

-
-

lematic issues. The meaning of interaction is stressed, on the one hand, because the 
mentee hopes to get something, to learn from the relationship. On the other hand, 

relationship is worth investing in. Many conversations and learning tasks produced 

dialogical pedagogical relation has become a crucial insight to many of the course 
participants.

future supervision courses and thus help mentors to recognise their own way of 
mentoring and also encourage them to move between different roles according to 

to working procedures according to knowledge about the mentee is also a model 
for the student teacher to improve his/her knowledge about his/her students and to 

Harjunen, E. (2002). Miten opettaja rakentaa pedagogisen auktoriteetin? Otteita opettajan arjesta. [How 

educational sciences 10. Finnish educational research association.

. Research in educational sciences 25. Finnish educational research 
association.

(toim.), Aineenopettajankoulutuksen vaihtoehdot ja tutkimus 2002. [Options and research in subject 
teacher education 2002] Ainedidaktiikan symposiumi [A symposium of subject didactics] 1.2.2002 
(s. 141–150). Department of Teacher Education. Research reports 241. 
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CHAPTER 11

TRANSFER CREDITS IN HIGHER EDUCATION:  
THE PATH TO GLOBALIZATIONi

Christine Arnold and Michael Kompf

Higher education has created global citizens who wish to move seamlessly through 

many issues in policy development and institutional administration prevent students 
from full participation. Transfer procedures as stated in course calendars vary 
widely. As the higher education market is increasingly driven by student preference 
it is only a matter of time and economic expedience before Canada and many 
other countries develop universal credit models between colleges and universities. 

of transfer for students. This loosely coupled system no longer serves those for 
who it is intended (Weick, 1988). A paradigm shift is occurring in the processes 
by which institutions handle transfers. Will higher education be coerced by outside 
legislation and impending business practices or will those within the system inform 
the shift through collaborative venture? 

-

adopt a model for transfer as a means of staying current in a global economy where 
crossing borders is increasingly common. The challenge for Canada and others 
without a universal transfer system is to bring practices in line with international 
standards, while preserving a higher education sector that meets domestic and in-

student movement between venues of study.

For years we have heard of cases in which university students were unable 
to transfer their credits to other Canadian institutions of higher education. 
Preliminary research was conducted by contacting 25 universities in Canada, the 

were wildly divergent, and lacking in consistency and coherence with respect to 

A. Lauriala et al. (eds.), Navigating in Educational Contexts, 153–163.
© 2011 Sense Publishers. All rights reserved.
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what administrative units were responsible for determining the viability of credits 
for transfer, who was served by these policies, what changes are foreseeable in 

of the viability of adapting transfer credit systems along the lines of the European 

problems between and within our own borders. The success experienced by institu-

in higher education cannot be seriously considered for implementation until nation-

system for transfer is in place in Canada. Of ten provinces and three territories in 
Canada, few use a transfer system. 

the country established in the 1960s. Today, these western provinces possess com-
prehensive transfer systems where students can move from college to university 
programs with knowledge of credit value before application. Their online transfer 
guides are masterful showcasing programs, funding, costs, and course credit articu-
lations between the largest universities and colleges in each province.

-
vincial transfer and are now looking nationally for support, our home province of 

-
ment needed to engage in such activities, the province has no universal course-to-

is in a joint program, such as nursing or policing foundations (i.e., enrolled in both 
university and college simultaneously), no course-by-course transfer policy exists 

-
ing to and from institutions but are not recorded or guaranteed. 

The current study investigates student mobility between and among universities 
and colleges via a western Canadian council for transfer as a means of identifying 
components and procedures of an effective model and eventual pathway to uni-
versal transfer for the province of Ontario. This western Canadian model will not 

framework for adaptation. Objectives include (a) an anticipation of further agree-

the accountability of institutions on a more individual basis as a means of deter-

in policies and procedures dictated by economics shifting how institutions inform 
themselves and each other, and (d) how institutions in higher education communi-
cate these mandates to learners. 

While this study focuses on examples based in the Canadian experience it is im-
portant to note the implications these circumstances have for global advancement. 
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and ignite areas for global potential. The best practices revealed in this research 
have international intentions and can be drawn upon across regional landscapes for 

by those not currently involved in the system for its reactions, mistakes, and solu-

Participants of this study consisted of the staff of a western Canadian council 
for transfer with varying roles and duties in the organization. A breakdown of 

Executive Assistant and Communications, and Articulation Coordinator. Participants 
were interviewed and participated in roundtable sessions, allowing each person to 

audio recorded and transcribed verbatim and analyzed using coding for key word 

transcribe the interviews so that accuracy was maintained and any potential biases 
were not included. The essence of the transcript has been captured and the most 

-

considered consistency and variation across roles and the organization as a whole. 

foreign students studying for professional degrees or doctorates in the university 

more than two thirds of students stay on. Centres of excellence in higher education 
and labour are exported to developing countries that, in turn, are increasingly 
adapting curricula that conform to international patterns and standards (Hartmann, 

by the movement of academics and professionals. There are more professionals 
(e.g., lawyers, architects, accountants, managers, and those in computer software) 
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Policy formation in higher education is a national and international concern that 
will standardize the conditions under which universities operate in order to achieve 

-
rect regulation of individual institutions towards a stronger emphasis on regulating 
the economic framework conditions under which they operate resulting in develop-
ment of national higher education systems (Bleklie, 2007). While the integration 
of higher education systems is primarily driven at the national level, supranational 

The process has a global reach including standardized degree systems, and the 
formation of systems for institutional evaluation and accreditation as core elements 

enterprises (Bleiklie, 2007). The integration of higher education confronts policy-

be organized? What are the proper procedures by which integration should take 
place? Along what dimensions should integration take place? Does extending ac-

-

shared by provider and client with the expansion of higher education are evident 

trade (2008). 
The scale of the process and the countries involved is leading non-European 

-
ing has become a standard for meeting market anxieties and pressure for student 

Asian countries conforming as a means of remaining current in a global economy. 
Other countries, in which no universal transfer system exists, have been improving 

for example, have expressed interest in emulating the Bologna Process along with 
interest in the process expressed by Asian countries (Australian Department of 

and the Caribbean (Hartmann, 2008). The federal Education Minister of Australia, 

fee paying foreign students to Europe unless they adapt to the Bologna Process” 
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destinations more attractive. Compatibility with Bologna would align key features 
of the Australian university system with those of 45 European countries assisting 
student movement and other forms of engagement (Maslen, 2006). 

-
ties to the changes of social and economic conditions of external environment” 

-
ing alignment and change for their systems of higher education and are already tak-

structure of higher education in the nation. 

Canadian Perspectives on the Bologna Process

representatives met to discuss Canadian Perspectives on the Bologna Process. As 
the Bologna Process shakes up higher education in Europe, observers here are 

2009). The process will complicate student mobility between Canada and 

Robert White, senior policy analyst for international relations at the Association 

developments and witnessing how other non-European countries are responding 
(Charbonneau, 2009). There are three main areas where Bologna is likely to affect 

masters, and three for a PhD and as such Canada will have to decide whether to 

2009). 
The reviews are mixed but two options do seem to present themselves. Clifford 

effects of Bologna on non-European countries and feels that institutions should 
jump on the Bologna bandwagon or risk being left behind (Charbonneau, 2009). 

of the Economic Council of Canada, state that the best bet for universities and 
colleges in Canada is to invent their own version of the Bologna process through a 
Pan-Canadian system. This second option is more desired and thus the concept of 
a Pan-Canadian System
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of higher education across the nation. However, unlike Europe, Canadian higher 
education policy is provincial not federal. Therefore, each province must develop 
a model itself before reaching out to other provinces to establish a national system. 

Student Mobility in the Province of Ontario

Ontario has a transfer guide for block transfer agreements between individual 
institutions. But, no course-by-course (universal) guide exists comparable to 
that used in western Canada. Only those disciplines (e.g., Policing Foundations 

wish with no measuring stick for institutions and no enforcement of standards.
Thus, the development of a transfer guide similar to those established in 

each institution plays in distributing and maintaining students in higher educa-

-

province (b) academic level at which studies are being achieved at each place of 
study, and (c) standards and policies in place at all institutions. With these out-

The Study of a Model for Successful Transfer in Canada

The western Canadian council for transfer investigated in this study has one of the 
most comprehensive provincial transfer systems in Canada. The province has had a 
fairly integrated system of higher education since the mid-1990s with an estimated 
transfer rate of over 40 percent for arts and sciences (ACAATO, 2005, p. 17). 
Across the three largest universities and averaging across the decade of the 1990s, 

school students (BCCAT, 2004). This works out to approximately 22,000 students 
transferring from a college, university-college, or institute (BCCAT, 2005). This 

three decades by institutions and the provincial government. 
This Council is a successful organization largely because it has no government 

regulatory or legislative authority and cannot change or implement institutional 
-

tem are appointed by the Minister (BCCAT, 2009). The Council works to serve the 
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overall best interests of the higher education system and does not formally repre-

instead only suggestions and recommendations for new policies and procedures 
attaining to transfer and admissions are made. As a result institutions do not feel 

betterment of each college and university. 
The mandate of the council is to facilitate admission, articulation, and transfer 

(a) encourages institutions to develop policies and practices regarding the trans-
ferability of post-secondary credit courses so that credit granted at one institution 

(b) examines issues pertaining to capacity, demand, and student mobility, and 
recommends policies and practices related to the admission process for direct entry 
and transfer students (BCCAT, 2009, p. 1). 

-
stitutions in the province. The Council has not been given any legislative authority 

agency whose role was to facilitate collaborative efforts among autonomous insti-
tutions in a differentiated postsecondary system (BCCAT, 2004). This organization 
is apolitical since it is outside of the legislative framework and functions simply as 
a committee of the minister. The minister provides the budget for the year and the 
Council plans the projects and research that will be conducted. 

With no legislative power, the Council does not pose a threat to institutions and 
can work as an uninvolved and unbiased mediator of transfer co-ordinations. Thus, 
transfer and articulation in the province has always been the responsibility of in-
dividual institutions, and the Council has coordinated and managed the processes 
involved. 

the participation of institutions and voluntary action by departments across 
campuses within the province. The result of this study was a Best Practice Guide 
for Transfer which can be used within the province of Ontario, across Canada, 
and internationally categorizing areas for improvement and consideration. Found 

system, one where all stakeholders are aware of their position and role. 
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the meeting of articulation committees organized by the committee members 
themselves. The committees (made up of a committee chair, system liaison 
person, and committee members from various institutions by discipline) meet 
once each year to discuss new programs, courses, and ongoing changes, as well 
as possible transfer initiatives that could be facilitated by discipline. The purpose 

transfer credits form one institution to another in the higher education system. This 
intention is met by providing a medium for exchange of information and increasing 
cooperation among institutions by discipline, advocating for program and course 

transfer credit (BCCAT, 2007).
This essential element is the mechanism to build communication and trust be-

tween the participants because one of the hardest things to overcome, of course, is 

colleges, there may be no clear ways of faculty-to-faculty relationship building. 

2. Course by Course Transfer / Core Arts and Science Curriculum

The core of the western Canadian transfer model is bilateral course-to-course 
transfer and by that what is meant is that each transfer agreement is negotiated 
individually by each sending institution with each receiving institution for each 
course. The essence is a negotiation between autonomous institutions on a course-
by-course basis. Once the transfer credit is negotiated, articulation is maintained 
over time. As courses change at both sending and receiving institutions, agreements 
are renegotiated. 

curriculum in third and fourth year, could open up student pathways and possi-
bilities. Whether students continued further college study or moved to university, 
a foundation for both would exist that held common meaning in core subjects 

universities to discuss important course objectives, learning outcomes and bridge 
and create goals that would suit both college and university needs. Other issues 
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distribution (print or electronic) available to students and updated annually.

Research university-to-research university articulation does not exist in the western 

a sender or a receiver

routinely transfer between research institutions.

-

transfers occur horizontally every year. 

4. Guidelines/Mandate/Council

on their role and what they will abide to do in the creation of a coherent transfer 

and universities where students can transfer between university, college, and 
college-to-university programs within Ontario, then all institutions currently 
offering such programs must communicate. Each institution must send a faculty 
representative and chair to meet and discuss learning outcomes, objectives, and 

history programs would meet with a list of courses taught in year one and two and 
discuss similarities in courses offered across institutions and identify core classes 
that would allow a sound transition from college to university, among colleges, and 
among universities themselves. After consultation and over time a core curriculum 

the matrix of agreed upon articulations and courses.
Caveats and needed actions to facilitate such a process would include agree-

ments updated yearly and members of the discipline (articulation committee) meet-

to sign off on and agree to the rules by which these transfers would occur and 
not stray from them. More importantly, however, such an initiative takes time, re-
sources, and organization and this would need a Council. Articulation Committees 
are a foundational start, although keeping these committees running and publish-

of professionals. This Council would work to alleviate tension and function as a 
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mediator, produce resources, conduct research to show effectiveness and areas for 
improvement, and house and organize all articulations.

The Council implements policies based on research and therefore evidence and 
action are continually linked. The research generated by the Council informs new 
modes of transfer, innovative projects, and provides information on transfer success 
to universities and colleges in the province. 
it is not hard to convince universities that historically transfer students have been 
successful, because the data speaks for itself. 

advantages/disadvantages of transfer is necessary. Further, research that measures 
transfer students success compared to direct entry counterparts, tracks movement 

transfer has proven that all one needs for a foundation to success can be found in a 

and knowledge is of chief importance. Without an understanding of international 
benchmarks, successes, and failures in the administration of higher education 
nations risk incompatibility and often lose the appeal of students. 

However, as globalization in higher education becomes more commonplace 
with students moving beyond borders there are further considerations not yet fully 
examined. The international space in which higher education has moved must be 

-

higher education is more complicated to codify than consumer goods, 2) the norms, 

crowd out the ideas and practices of those on the margins, 3) institutional auton-
omy is compromised, 4) developing countries need academic institutions that can 
contribute to national development, and 5) standardized curricula does not consider 
the implication of teaching world history in Britain (the British Empire), vs. the 

These concerns represent the path that higher education is creating in stepping its 
way through the changing economic market to deliver educational services and 
goods. Each recent development in higher education holds its own place among the 
complications and compensations of globalization. 
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CHAPTER 12

THE RIGHT TO EDUCATION: A NEW FOUNDATION 
FOR SCHOOLS AND COMMUNITIES

Jude Butcher, Anne Benjamin, Chris Sidoti, Anthony Steel and Dawn Casey

 
but remember you never have to go back there.

These words of home-spun wisdom from an Aboriginal Australian woman capture 
the profound change that education has the potential to bring about in the lives 

beyond where they are today and leave behind situations which dehumanize them. 
Disadvantage, in a myriad of forms, often highly correlates with lack of educa-

-

protection under the law and lack of access to the justice system. Education offers 
the possibility for individuals and communities to challenge, move beyond and 
even transform these situations of human limitation.

systems, as well as small measures in local towns and villages, sustained by com-

Wherever education occurs, its success will be dependent on a change in attitude 

them how to alleviate their own poverty and be responsible for their prosperity” 

own transformation and that of their communities, helping them move beyond to-

This paper begins with an examination of the right to education as it exists in 
international law, highlighting the centrality of this right to the achievement of 

a consideration of how effectively the right has been realized in different national 
and geographic contexts, and for different groups within those contexts. This will 

Enriched by insights drawn from the experiences of indigenous Australians, the 
third section explores challenges the right to education poses for governments and 

A. Lauriala et al. (eds.), Navigating in Educational Contexts, 165–178.
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school systems, and the importance of advocacy and effective leverage in meeting 
-

man persons.

International human rights law

Rights of the Child Articles 28 and 29 and the Convention on the Rights of Persons 

dealing with the aims of education, the substance of the right to education and 

relation to the full enjoyment of the right by all. The right to education is a right of 

The aims of education

substantive content but also in terms of aims. 
-

tion, being 

promoting understanding, tolerance and friendship among nation, racial and 

Human Rights Article 26.2).
s in 1966 

enabling all persons to participate effectively in a free society.
-

The most comprehensive statement of the aims of education is contained in the 
Convention on the Rights of the Child. 

(b)  the development of respect for human rights and fundamental freedoms, 
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-
tural identity, language and values, for the national values of the coun-
try in which the child is living, the country from which he or she may 

(d)  the preparation of the child for responsible life in a free society, in the 
-

ship among all peoples, ethnic, national and religious groups and per-

(e)   the development of respect for the natural environment (Convention on 
the Rights of the Child Article 29.1).

This statement of aims presents a very full view of the scope of education and the 
important role that education plays in the lives of individuals and communities. 

right to this kind of education. That means that each person has a right to education 
that develops respect for human rights.

-

The substance of the right to education

level of education and then more broadly to what is called fundamental education. 

education but the right to fundamental education ensures a basic level of education 
for everyone.

strictest provisions. This right is to free, universal, compulsory primary education 

and the Convention on the Rights of the Child Articles 28.1(a)). A child has the 
right to primary education and must be compelled to exercise that right.

-
-

ucation should be made available and accessible to all by every appropriate means. 
Free secondary education should be progressively introduced and in cases of need 

Rights of the Child Articles 28.1(b)).
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Although technical and vocational education is mentioned in the context of sec-
ondary education, the right to education also sees it as distinct, as an element of the 

Rights Article 6.2).

and only time. Higher education is the only level of education where a legitimate 
distinction can be made on the basis of capacity. Higher education is to be made 

and the Convention on the Rights of the Child Articles 28.1(c)).

-
damental education is a right for those who have not received or completed the 

 the Rights of the Child. 
However, children who miss out on primary education are also entitled to funda-
mental education.

(such as literacy, oral expression, numeracy and problem solving) and the basic 
-

man beings to be able to survive, to develop their full capacities, to live and work 

to make informed decisions and to continue learning” (The World Declaration on 
Education for All Article 1). 

The process of education

The right to education affects the process of education directly and indirectly. 
Because education should be directed towards developing respect for human 
rights and fundamental freedoms, it should be provided in a manner in which 
that is possible. The best way to promote respect for human rights is to observe 
human rights. Educational institutions – schools, colleges, universities and other 
institutions – should be structured and operated as human-rights-respecting 
communities, modelling a society with a culture of human rights that operates on 

treatment accorded each person is fully consistent with human rights standards and 
obligations.

Human rights law has a number of fundamental principles that underpin the way 
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societies and communities should operate. These form the basis of the process ele-

Rights Article 2.2, the Convention on the Rights of the Child Article 2.1, the 
Convention on the Rights of Persons with Disabilities Article 5, the Convention 
on the Elimination of Racial Discrimination Article 2 and the Convention on the 

the principle of the best interests of the child (The Convention on the Rights of 

the principle of parental guidance for children in the exercise of 
 

and
the right to proper treatment, free from exploitation, abuse and neglect (The 
Convention on the Rights of the Child Articles 31, 34 and 37(a) but also the 

on the Rights of Persons with Disabilities Articles 15 and 16).
-

tion in the enjoyment of human rights (The Convention on the Rights of the Child 

grounds are listed, they are not exclusive but indicators of the kinds of bases on 
which distinctions shall be unacceptable and prohibited. 

-
ment of that right in the Convention on the Rights of the Child.

own views the right to express those views freely in all matters affecting the 
child, the views of the child being given due weight in accordance with the 
age and maturity of the child (The Convention on the Rights of the Child 
Article 12.1).

right to participate in relation to all other rights, including the right to education. 

school community organisations and school councils, peer education, peer support 
and counselling, and student participation in school disciplinary procedures.

The next two points in the process of education are based directly on the re-

interests of the child shall be a paramount consideration (The Convention on the 

has a right, in a manner consistent with the evolving capacities of the child, to 
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appropriate direction and guidance in the exercise of human rights (The Convention 
on the Rights of the Child Article 5).

security and integrity, including protection from physical or mental violence – both 
violence by teachers, and violence and threatened violence by students. 

The right to proper treatment extends to proper treatment in school disciplin-
ary procedures. Here most educational institutions are particularly vulnerable to 
criticism. The simple fact is that most educational institutions operate disciplinary 

human dignity and with human rights (The Convention on the Rights of the Child 
-

dren have the right to a safe environment, including at school. However, procedures 
to apply that discipline must be consistent, clear, fair, reasonable, proportionate and 
not arbitrary.

State obligations

respect for the right of parents to choose non-government schools, provided 
those schools meet minimum educational standards and human rights principles, 
and make education and vocation information and guidance available and 

Rights Article 13.3 and 13.4 and the Convention on the Rights of the Child 

measures to encourage school attendance and reduce drop out rates (The 

school discipline that is consistent with human dignity and human rights (The 
Convention on the Rights of the Child Article 28.2).

-
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This paper turns now to consider some of the challenges that obstruct the realization 

to education” as experienced by young people in over 100 countries in 2009? 

World Education Forum under the theme of Education for All (EFA). Endorsed by 
-

matically expand educational opportunities by 2015 through six key goals that would 

1. early childhood care and education
2. universal primary education
3. learning needs of young people and adults
4. adult literacy

-

paper draws largely on UNESCO EFA Global Monitoring Report 2008 
2007), 

contemporary national policies are giving greater priority to early childhood care 
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malnutrition. This, of course, makes them more susceptible to illness, less likely to 
enrol in school and less likely to complete school. 

Around the world there have been gains. Child mortality rates have dropped 
from 92 per 1000 in 1995 to 78 per 1000. However, early childhood care and 
education generally do not reach the poorest and most disadvantaged where the 

-
vision of ECCE, but still fall well behind most other areas. 

Achieving Goal 2: universal primary education

 of 203 countries/territories now have 
compulsory education laws, but there are disparities within countries (even more 

-

-

out of eighty-six countries that have not yet reached universal primary enrolment 
will not achieve it by 2015.”

formal education programs lack public funding, though it is encouraging to note 
countries developing national frameworks for this group.

Achieving Goal 4: adult literacy

The EFA 

basic and continuing education for all adults.” This commitment was based on the 
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recognition, not only that literacy is a fundamental human right, but is also directly 

surprise that the highest rates for illiteracy are found in the countries with great-

in just 15 countries. There has been little progress in increasing the rate of adult 

1995-2004, and even this increase is distorted by improvements in China where the 
number of adult illiterates dropped by 98 million. 

the previous section under adult literacy, globally, there are 89 literate women for 
every 100 literate men. Within countries and regions, there are also disparities, for 

-

of access to education for girls is critical, given their role in the health and nutrition 
-

tion in education.

Achieving Goal 6: quality of education

need to be facilitated and supported by strong national policy, educational goals 
and management. 

widespread low achievement and achievement disparities within countries.

community is to realise the EFA goals, 18 million new primary school teachers 
will need to be found and trained. As country populations increase and as nations 
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implement a higher rate of education for all, the demand for teachers will continue 

of increased enrolment are compromised by the use of untrained contract teachers.

A human face of the right to education

Of course, it is possible to read such global-focused overviews, and yet lose 
sight of the fact that human beings are central players in the right to education 

and implement educational policies which impact upon individuals, and thereby 
enhance or hinder human dignity and well-being. 

-

individuals, both now and in the future. This is, if you like, the micro level at 
which the right to education needs to be guaranteed. A case study, drawn from the 
experiences of an Australian Aboriginal woman, serves well to highlight the points 
being made here.

1960s. Dawn was one of six children. Both her parents were indigenous Australians 
who saw the value of education. They made sure that the children went to school, 

did not know how to work in and around the bureaucracy and regulations of the 

children. The expectation and discipline they structured for their children and the 
formation in values they provided was a powerful informal education which was to 

Entering high school in the mid-1960s, Dawn was a bright student, in the top 

found themselves placed in the same class, along with a few other non-indigenous 
students. There were no indigenous students in other streams of her year group. 

When it came time for subject selection for the later years of high school, Dawn 
wanted to choose to study a language, which was part of a pathway for entry to 
higher education. However, she was told that language was not an option for her 
class, who would instead be taking subjects such as short-hand, typing and domes-
tic science.

For the indigenous students in this year-group, future options were automati-
cally limited not by aptitude or performance, but by the administrative decisions 
which established an educational structure which de facto excluded indigenous 
students. For Dawn, such decisions had not only immediate effects, but also shaped 
her options in ways that would surface years into the future.

about indigenous students, for example, that they would not aspire to higher educa-
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overtly as non-achievers, they found little at school to inspire hope for the future, 

the personal, economic and social opportunities open to them were narrowed. 

-

she was not able to gain a permanent appointment. However her innate abilities, her 
passion for advocacy for indigenous Australians and her ability to get things done 

-

educational opportunity.
For Dawn the right to education of indigenous students in Australia today re-

i continues to impact upon Aboriginal students, who still need addi-

much earlier (for example, pre-school) and to include supports for well-being (for 
example, breakfasts at school) to allow them to function optimally in the school 
setting.

at tertiary level, allowances to facilitate greater indigenous access to technical and 
higher education have not brought about desired increases in indigenous enrol-
ments and participation.

As a grandmother, Dawn seeks to pass on to her grandchildren the same re-

public schools. Additional resources are still needed to ensure they get the learning 
opportunities and pastoral care they need in order to progress and achieve in the 
school system as it exists today.

A new foundation for schools and communities

Throughout this paper, the right to education has been seen as a basis for personal 
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adults in a variety of social, economic and cultural contexts. When realized, the 
right to education offers people the possibility to move from disadvantage to hope, 
from victim to agent. When realized, the right to education empowers people to 
act on their own behalf, for their own well-being and that of their families and 
communities.

By surveying elements of the right to education at the global systemic and na-
tional systemic levels, and by considering the right to education at a particular lo-

that remain in realizing the right to education. 
Prejudice and lack of access on the basis of gender and race, in particular, 

present strong challenges to the right to education in many societies, and in some 

is interesting to note that international law recognizes certain groups have been 
subjected to historic discrimination and disadvantage. Temporary special measures 
may be needed to address the legacy of that disadvantage so that members of these 

Convention on the Rights of Persons with Disabilities Article 5.4, the Convention 
on the Elimination of Racial Discrimination Article 2.2 and the Convention on the 
Elimination of All Forms of Discrimination Against Women Article 4).

opportunities, resources and structures essential for the right to education to be 

the way to recognizing and making realizable the right to education.
Of course, actions to support and promote the right to education need to be 

undertaken not just at national and system levels, but also by teachers, admin-
istrators and teacher educators at the local level. Those who work in education 
need themselves, to be educated with regard to the right to education. They need 
to understand what the right actually entails, be able to identify impediments to 

that will allow them to contribute to its realization in the lives of the individuals 
and communities they serve. There are implications here for pre-service teacher 
training, as well as on-going professional development for classroom practitioners, 

CHAPTER 12



177

complementing subject content and methodology with a broader understanding and 
appreciation of the role educators and education can play in empowering people 
and communities for personal and social transformation.

Perhaps, too, in these times of increasing globalization, a more active role is to 
be envisioned for the worldwide educational community. Content, methodology, 
technology, ideology and other issues are and will remain matters of vital and valid 

However, all these concerns must be subordinate to the moral purposes of the edu-
cational enterprise, and to the greater well-being of the individuals and communi-
ties towards whom education is directed. By becoming an advocate for the right to 

hope.

How young people are faring 2008. Retrieved from 

Dawn Casey and the National Museum. Retrieved from 
au/rn/talks/natint/stories/s1003297.htm

 Center teaches entire families in Ecuador. Retrieved from 
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(2006). 
Stolen Generations Fact Sheet. Retrieved from 

World Declaration on Education for All. Retrieved from 

Convention Against Discrimination in Education. Retrieved from 

Retrieved from 
education/efareport/reports/2008-mid-term-review/

Retrieved from 
images/0015/001548/154820e.pdf

Women’s Education in India. Retrieved from 
9801.pdf

Dropping off the Edge. Mapping the Distribution of Disadvantage in Australia. 
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i 

-
matic not only for the children but also for their families. The policy broke important cultural, spiritual 
and family ties which crippled not only individuals, but whole families and even whole communities.” 
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COSMOLOGIES AND LIFESTYLES: A CULTURAL 
ECOLOGICAL FRAMEWORK AND ITS 

IMPLICATIONS FOR EDUCATION SYSTEMS
Phil Bayliss and Patrick Dillon

worldview, the assumptions it makes about human cosmologies and lifestyles 

those cultures that are nomadic or pastoralist, challenge some of the fundamental 
premises of majoritarian education. There follows a cultural ecological framing 
which compares the ways in which western (majoritarian) cultures and minoritarian 

and context emerge 
subsequently be 

described. These are respectively relational and co-constitutional manifestations of 
situations. The manifestations are different, not oppositional or mutually exclusive. 
We present an ecological framework in an attempt to simultaneously embrace both 
interpretations.

the sciences in general have meant and could mean for human existence. The 

fact-minded people.” (Husserl, 1970, 5-6).

wealth, civilization and control over nature with which the eighteenth century was 

A. Lauriala et al. (eds.), Navigating in Educational Contexts, 179–189.
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to be associated inevitably with both... A secular, rationalist and progressive indi-

Husserl (1970, 10) describes ‘the ardent desire for learning, the zeal for a philo-

The drive for rationality which has underpinned the material progress of western 
nations and the education systems associated with it have developed into the ‘glo-

-
moting an integrated world economic system along market lines. This ‘ideal econ-

‘educational priorities should be set with reference to outcomes, using economic 
analysis, standard setting and measurement of achievement through learning as-

to support or promote cultural or national identity but to provide accountability 

the delivery mode itself prioritises not only whose knowledge counts, but also the 
forms of learning.” Does schooling thus genuinely prioritise individual empower-
ment, as the rhetoric promises, or work more effectively towards socialising people 
into becoming docile citizens of the nation state (Foucault, 1971).

-

their potential... education will make a difference to the chances they have in life. 
-

able people to progress through effective learning outcomes... gaining the knowl-
edge, competencies, skills and behaviours which are essential for development.” 

-
pose a set of theories and models for learning.

-
-

mission of knowledge from the expert to the novice. This is determined by a set of 

which sees the learner as being a member of a community of practice, and the role 
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-

identity for the learner (and teacher) as autonomous, and (ii) that the nature of the 
-
-

Metaphors for
learning

Participation

Conceptions of
learning

as receiving
information

as construction as social
construction

as participation

theories
folk as active

information 
processing

as socially
mediated of

practice

as becoming
expert in a 
domain

as internalized
language

in socio-cultural
activities

as developing
conceptual
structures

as dialogic as mediated by
cultural 
artifacts

as developing
epistemological
beliefs
as mindful self 
regulation

as distributed
cognition

traditional occupation of animal husbandry has allowed them to thrive outside the 

However, the issue here is that all of these theories and models presuppose (i) an 
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to think of nomadism in purely economic terms. Pastoralism is not just an economic 

world views, cultural values, preferences and ideals. Pastoralism is not only a way 

the most economically effective uses of very large areas of land in some of 
the poorest countries, and that such pastoralism only succeeds because of 

-
less, formal schooling marginalizes and often ridicules both the technical 
knowledge upon which pastoralism is based and the social relationships and 
institutions (or social capital, in the sense of social norms, networks and rela-
tionships of authority) in which it is embedded and which underpin it. Conse-

for new forms of livelihood outside pastoralism, virtually everywhere formal 
education is antagonistic to a pastoral livelihood.

The cosmologies of Fourth World peoples ( a phrase which derives from 
Pentikainen, 2006), situated predominantly with the Arctic region in the north, 

be predicated upon the worldview that primary experience is physical or em-
pirical and that other experience are secondary. An extreme interpretation of 
this is that all spiritual reality is simply an imaginary creation of the human 
mind. All extraordinary human experience that cannot be explained by em-

2004, xv).

challenge dichotomous (Cartesian) cosmologies founded on a separation of mind 
and body (the relational and the material, which has no place for the metaphysical). 
Atleo refutes the Cartesian duality of mind-body in his theory of Tsawalk (a 
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reality, the importance of altruism and the process of self-examination in gaining 

behaviour, morals and values. The roles of others [are] seen as necessary both to 
cultivate intelligence and wisdom and to provide behavioural guidance.”.

This tradition is based on sutras (religious texts) – the interface between the 

didactic is that the child learns Tibetan characters and reads the texts in Tibetan 
while learning some of them by heart. At the beginning this happens without know-
ing Tibetan language. The concept of learning by heart is thought to be useful as it 

contained in the word, the child then enters into dialogue (through debate with the 

order to develop wisdom. Wisdom is not contained in the sutras, in the logos, in the 

Wisdom comes out of the performance, in conjunction with the lama. The teacher 
provides the performative action to bring the knowledge into being (scaffolding, 
blossoming, unfolding, etc) (Dillon et al, 2009). This process is not contained with 

‘gegeerel’  is (following Ong, 1982) es-
sentially oral (as opposed to literate), and it is additive, aggregative, redundant, 
conservative, close to the human lifeworld, agonistically, empathetic, homeostatic 

realms are interdependent. Pentikainen, (2006, 49) describes Fourth World (Artic) 
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We Have Never Been Modern
people wove everything – animals, tools, medicine, kin, plants, songs, weather – 

enormous conceptual distinction erected between nature and culture out of which 
knowledge has been developed and applied and educational systems have evolved. 

section that we want to challenge this assumption.
For sure modernity has given us science the pursuit of objectivity, understand-

ing of the way things are . From this economic prosperity for a few has emerged. 
Modern education helps as develop sophisticated knowledge and skills. But the 

may be able to explain, for example, how photosynthesis works, or the problem 
of climatic change. But in addition we still have an intuitive relationship with our 
environment, of the interconnections within it and our place within the intercon-
nections. This aspect of education has been neglected in the majoritarian system.

Our perspective is from cultural ecology (see also Dillon, 2008b). Cultural ecol-
ogy is about relationships between people and their environments, about how they 
interact and transform each other. Environment is more than just physical surround-
ings. Environment includes social relations and the collective capabilities of all the 
people who inhabit it – their lifestyles, beliefs, ideas and aspirations. Educationalists 
call these aspects of the environment the affective and conative – respectively the 
way people feel in their environment and the way they respond to it.

-
edge necessarily involves discerning what is important from what is not, and the 

-

-
cally embodied in textbooks or handed down by teachers (Dillon, 2008a). We call 
this relational education. Relational education in cultural ecological terms is where 

-
haviour may be predicted (e.g. by setting objectives) and understanding is part of 
a historical continuum which recognises a past, a present and a future. Relational 
education places great emphasis on conceptual understanding, the cognitive dimen-
sion of learning.
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However, recent work on consciousness suggests that the human mind works 

involve the continual construction, deconstruction and reconstruction of knowledge 

form. This provides the possibility of an additional way of interacting with our en-

called co-constitutional education.
Cultural ecology is concerned with interactions between the behaviour of people 

in the environments which they inhabit and how these interactions transform both 
the people and the environment. The interactions in most formal educational in-
stitutions like schools and universities are relational. They depend on the transfer 

-
tions should be both relational and co-constitutional when they can facilitate both 
conceptual and perceptual understandings and the connections between them. The 

-
periences. Taken together, the relational and the co-constitutional offer a vision of 

-

in a cultural ecological sense is also an integrational form of education – integra-
tional between people and the places that are important to them.

-

distinctions between academic and vocational and formal learning and informal 

-
proach to learning would provide people with frameworks in which they can locate 

-
lates to a personal story. And, in turn, each personal story relates to the story of 
humanity.

raw material. People interact with information through experience and learning. 
Consider what happens when an individual encounters a new situation. He or she 
experiences the sensory stimuli available, some consciously, some unconsciously, 
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parts are interconnected. Representing the parts as a diagram is an analytical device 

the diagram are happening simultaneously. When an individual encounters a new 

interplay between the conceptual, where the individual relates the new experience 

the environment.
Another way of looking at this is as the interplay between abstraction and lived 

experience. Abstraction is relational, we drawn on metaphors, models and estab-
lished ways of thinking about things and we engage with familiar ways of doing 

-
pen, literally enacting situations and sometimes unexpected things emerge.

The relational and the co-constitutional are themselves constantly reforming 

there are predictable things that can be said about it, but at the same time there is 
a degree of unpredictability that comes through the emergent possibilities of the 
situation.

Educational institutions like schools and universities, and educational research-
ers in the majoritarian culture, concentrate almost exclusively on the relational part 
of learning, on the objective, conceptual type of meaning established through expe-

with the environment.

is very much involved with meaning making in minoritarian cultures. Consider, for 

The native way of storymaking is an intellectual tradition that is articulated 
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folklore. The work of the storymaker is to re-collect and re-collect events, 

is to tolerate ambiguity and shifting meanings in order to come to truth. As 
all things in Hawaiiana are practical, the process of storymaking presses the 
storyteller to make sense of these multiple thoughts within a current con-

thoughts are framed and articulated in a text, the storymaker must encourage 

But the relational and co-constitutional are also evident in contemporary western 

The process started with actors on their own going through their lines. They 

without decor, without all the effects. And the actors were very nearly word-
perfect straightaway... And there was further improvement when they were 
not only together on stage, but also together with an audience. Then they 
became absolutely pitch-perfect and word-perfect, with an urgent need to 
communicate... Maybe our memory is our body as well as our cranium.
(Times Online)

alternative interpretation is the interplay between the relational and the co-
constitutional, the enactment of conceptual schemas, or learning in a cultural 

interacting with recalled experience, the abstract and the lived are co-constructing 

The relational view of context that characterises the majoritarian culture, where 

-
stitutions, which in a structural sense are enduring, even if their internal dynamics 

built around physical and organisational infrastructure such as classrooms, cur-
ricula, pedagogies, examination systems and so on. For Mongolian nomads, the 

co-existent with, nomadic culture. The nomadic cosmology of the Daur people of 
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thinking about a world which can be separated from the self (and therefore trans-
-

offer different causal understandings of human society and personality. Thus, con-
-

1996, 105).

the Mongolian experience suggests a possibility of reframing the educational 

could ‘supersede those generated by purely social rules of identity, membership 

-

idiosyncrasy, and patina of locality at scales, at time frames, and through modes of 

al, 2009).
-

ness beyond the dream of medieval societies, or of Fourth World Peoples, but at 

understandings may provide directions for change. This is not to argue for an 
-

derstanding of history), but to argue for a post-Enlightenment understanding which 

Bayliss, P. (2009). Mongolian Education in a time of change: cosmologies, history and cultural 
formations
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CHAPTER 14

WHAT PERSONAL FACTORS MOTIVATE THE 
CARING TEACHER?

Wendy Moran

The importance of caring teachers has been well demonstrated in the literature. 

understanding of caring comes from seeing it in action, as Rogers and Webb (1991) 

strive, and it is our longing for caring – to be in that special relation – that provides 
the motivation for us to be moral” (p.5). An ethic of care, argues Hargreaves (1994), 

to understand as a moral basis upon which people make their decisions about car-

less regularly, relations of care in a wide variety of situations.” (pp. 100-101). For 
the purpose of this study, caring will be addressed within the context of the teacher-

the literature. A recent study conducted in an Australian secondary school context 

and spoke of their reasons for choosing to care for students, and the personal fac-

of teachers, for example, gender, the number of years of teaching experience, and 

A. Lauriala et al. (eds.), Navigating in Educational Contexts, 191–205.
© 2011 Sense Publishers. All rights reserved.
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empirical studies, some of which have focused on the teacher perspective (Barber, 

Findings to date from these two perspectives are summarised in Table 1. 

Teacher perspective Student perspective

Academic care Academic care

Personal care Personal care

Commitment to students

Relationship building

Commitment to students

With the exception of relationship building, student perspectives encompassed 
the same notions as teachers of caring practices. Examination of these two 
perspectives of care suggests that academic and personal care are the types of care 
administered to students, while relationship building, commitment to students, 

having both personal and educational (or academic) domains. To the extent that 

it is important to learn more about the personal factors that motivate their practices. 

Individual Characteristics

males and females and this is supported by Tronto (1987). However, Tronto later 

women get involved with the actual care-giving whilst men administer it (Tronto, 

in this area by claiming that there is little difference between males and females 
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in the ways that they demonstrate care. These differing views with regard to the 
connection between gender and the demonstration of care suggest gender is worthy 
of further investigation. 

-

Clinton, 2004). While other studies focusing on more experienced teachers suggest 
that caring for students was integral to their beliefs and that this motivated them in 

-
periences of working with their students and from their understandings about how 
children best learn. Further research is needed to determine if the personal factor of 
teaching experience affects how teachers care for their students.

caring teachers may be drawn to teach certain subjects because of the opportunity 
to care that they afford. The literature review did not reveal any investigation to 

Beliefs

The role of beliefs in caring teachers is another personal factor illuminating the 

central reason why teachers enter primary teaching. 

practices towards students.
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Sources of Development

most likely occurs within the family context where children are nurtured (Chaskin 

have either developed deep caring capacities before entering the profession, and, 
having experienced success continue to perpetuate it, or, that through a committed 
analysis of the teaching/learning process and the use of careful observations and 

The role of family and experiences in their own schooling may also have a personal 
effect on the motivation of a caring teacher. With regard to empirical research there 

teacher have received some attention in research over the last twenty years but this 
research has not been systematic in its approach. The purpose of this paper is to 

the caring teacher. 

Three metropolitan secondary schools were randomly selected as sites for the study. 
The study was designed to provide information about caring teachers and consisted 

N

also utilised with a smaller group of teachers to gain greater understanding than a 

descriptive data to be gathered in the words of the participant, assisting the researcher 

(for cross-checking with part two of the study later), gender, years of teaching ex-

-
tionally and personally caring teachers. Once the ten most nominated teachers from 
across the three schools were selected, interviews were organised with each. The 
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following section describes in more detail the measures and analysis procedures 
used to learn more of the personal factors that motivate caring teachers.

The Survey

orientation to students and their orientation to content. The similarity between 

practices of caring teachers enabled a fair comparison, hence establishing with 
some reliability the attitudes of the teachers.

-

produces a content orientation score, also out of 20. Content orientation represents 

-

t-tests were performed on the data to determine whether gender had an effect on 

teaching experience and subjects taught. 

The Interview

The ten most nominated caring teachers participated in a one hour interview. 
Additionally, they were observed for a full day to validate their caring practices. 

related to motivation to care which were determined through the interviews held 
at the end of the observation day. Of the ten teachers, there were three males 
and seven females ranging in teaching experience from three years to over 30 

caring practices, about the beliefs that they held concerning teaching and caring, 

communicators. The transcripts were coded using content analysis to determine 
key categories and themes (Burns, 1997) and were clustered together with relation 
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which will be discussed shortly, indicate that individual characteristics, beliefs and 

The survey conducted with 178 teachers across the three schools provided data 
concerning the three individual characteristics of gender, years of teaching 

teachers gave information regarding the subjects they taught.

Gender

between student and content orientation and gender. The results indicate that males 
are less oriented towards content than females in this sample of teachers (p = 

orientation.

Table 2. Mean & Standard Deviation of Student & Content Orientation for Females & 
Males

n Mean
error

Student orientation Female 114 13.39 3.65 .342

Male 63 12.95 4.04 .510

Content orientation Female 114 11.42 2.88 .270

Male 63 9.94 3.30 .416

t df p

Student orientation .742 175 .459

Content orientation 3.096 175 .002

Years of Teaching Experience

Teaching experience varied considerably within each of the three secondary 
schools. The number of years of experience were categorised into phases of 
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results for teaching experience. 

Table 4. Mean and SD of Participants for the S-CTI According to Years of Experience

Orientation
experience

Mean

Student

31 0 – 3 13.22 4.12

48 4 – 7 12.94 3.52

38 8 – 15 13.45 3.90

27 16 – 23 13.11 4.59

29 24 – 30 13.21 3.93

4 30+ 13.00 2.94

Total 177 13.17 3.89

Content

31 0 – 3 11.09 2.83

48 4 – 7 10.71 3.74

38 8 – 15 10.26 3.16

27 16 – 23 11.07 2.59

29 24 – 30 9.25 2.62

4 30+ 10.85 2.63

Total 177 10.87 3.11

Subjects Taught

The subjects taught by participants were reduced from the sixteen original 
categories down to six by grouping together like subjects (see Table 5). Each 

showing the means and standard deviations for content and student orientation.
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Orientation M

Student

76 Humanities 12.57 3.80

41 13.20 4.05

16 Creative Arts 14 4.41

24
Technical 

and Practical 14.17 3.68

13 PDHPE 12.85 4.00

6 Other 14.2 3.42

Total 176 13.5 3.89

Content 

76 Humanities 11.19 2.94

41 10.85 2.84

16 Creative Arts 11.56 3.74

24
Technical 

and Practical 10.17 3.52

13 PDHPE 10.31 3.04

6 Other 10.20 2.95

Total 176 10.71 3.17

Preliminary Conclusion from Survey

Results from the survey showed that males in the study were less oriented 
towards content than their female counterparts indicating that gender may play a 

scores showed that these two individual characteristics had little to do with an 
orientation towards caring for students educationally or personally.

practices. Particular thought patterns emerged from the interviews that were held 
with each of the caring teachers. These thought patterns may be described as 

in an educationally and personally caring manner. While beliefs underpinning care 
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motivate their care. 

Mindsets

The mindsets that emerged appeared to represent a way of thinking about people 
and the role that a teacher could play in working for good outcomes. Ten mindsets 

which applied to teaching in particular (teacher mindsets). The personal mindsets 

from the data. 

Table 6. Personal mindsets of caring teachers

Personal mindset Description

Do all you can / try to solve the 
problem you can to solve it or make things better.

Be fair

work and/or time and hard work.

People can change for the better
because people can change.

Everyone matters

everyone.

Personal mindsets, in summary, are motivated by a need to solve problems or issues 
as they arise and by a need to ensure that the outcomes are as fair as possible. As 

hard work and time but that overall such effort is worthwhile because people can 
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change for the better. Referring to teachers who expect little of their students one 

the important issue because all people are important whether it be a colleague or a 
student, whether within the school grounds or out of it, whether under their direct 

Teacher mindset Description

Make a difference A teacher should make some sort of positive 
difference to the lives of his/her students.

Work with the whole student The whole student is important – a teacher 
should relate to the emotional and educational 
aspects of each student.

Have boundaries A teacher should maintain professional 
boundaries with students whilst maintaining 
approachability.

Enjoy teaching and like kids A teacher should like kids and enjoy teaching 
as it makes it easier to care for them.

Be concerned for both content 
delivery and student well-being 
but student well-being is more 
important

A teacher should be concerned for the educa-
tional and emotional needs of students but if 
emotional needs are hindering learning then 
deal with these as a priority.

Another example of this may be found in comments that several of the teachers 
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then you are not going to show or demonstrate as much care as someone else 

love it and enjoy it, with all its good and bad things. 

practice and becomes a key motivation in their choice to care for students.

Sources of Development

The interviews also provided an opportunity to discover more about the 

talk about their personal experiences of growing up, learning to be a teacher, and 

responded by describing the effect upon them of parents, and their own school and 
university teachers.

through their actions but also instructed them to care for others and to put others 

the way that you looked after others and considered others. 

Other teachers spoke about the example given them by their own teachers at 
school. This was especially true of two of the caring teachers who felt that their 
own parents were not good role models for them. One of these two teachers said 

Five of the ten caring teachers mentioned that university staff modelled care in word 

circumstances made continuing their teaching education course an overwhelming 
prospect. The support given by lecturers made it possible to continue with studies 
thus modelling how to act as a teacher. Furthermore, some university teachers 
discouraged their students from labelling school children and encouraged them to 

These experiences and role models played an important part in developing the 
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cognitive theory (Bandura, 1994)), demonstrating how these factors are vital to the 
motivation to care for students. 

t-tested 
with gender it became clear that males were less oriented to content than females 

p
(1974) work could be aligned with the educational and personal dimensions of 
care, the results here concerning the difference between males and females in 
educational orientation may contribute further to the gender debate surrounding 
care. 

There has been a suggestion by some researchers that women may be more 

-
er, are not consistent with the work of Barber (2002) who claims that male teachers 

and females with regard to ways in which they demonstrated care. While the role 

in this research, its transferability to the educational and personal care dimensions 

caring teacher are years of teaching experience and subjects taught suggesting that 
the motivation to care for students is a result of factors more deep- seated  than, for 
example, whether you are a beginning teacher or a teacher of History.

Teacher beliefs about students and the teaching role are vitally important factors 
in the extent to which a teacher demonstrates care. The ten mindsets that emerged 

students and the teaching role. This has a direct impact on the way that the teachers 
worked with their students. There is some alignment between the mindsets deter-

their pupils which includes but goes beyond the instrumental policy agendas of 
governments” (p. 24). 

-
tions will improve if help and assistance is given. Mayeroff (1971) draws attention 
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need to believe that through their care, change will result and that the changes will 
be better than whatever was before. This possibility for change is a fundamental 
belief of caring teachers and this is what motivates their inner response and their 
outward actions.

seem to play a role in shaping the motivations and mindsets of caring teachers. 
-
-

ers, and those who train teachers, can have an impact on the way that teachers 
behave towards their students. However, it is important to note that those people 
who have acted as mentors to teachers should also be sure to not only demonstrate 

pre-service teachers needed both the dialogue about using caring practices with 
students and the role modeling of caring teachers in the tertiary context.

The results of this study have revealed that caring teachers are not caring be-
cause of the subjects they teach or their years of teaching experience. Caring teach-
ers are not caring simply because they are female although that may be helpful. 
Caring teachers are caring educationally and personally to students because they 
believe that the role of a teacher implies such behaviour, and because they believe 
that they can make a positive difference to students even if it takes hard work, 
commitment and time. These beliefs and mindsets are vital motivators to caring 
teachers and are developed and shaped by not only the parents of the caring teach-
ers but by the teachers they had at school, and by university lecturers who demon-
strated and talked about care.
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CHAPTER 15

THE EFFECT OF TEACHERS’ PERSONAL BELIEFS 
AND EMOTIONAL INTELLIGENCE ON QUALITY 

AND EFFECTIVENESS OF TEACHING
Lefkios Neophytoui, Mary Koutselini and Leonidas Kyriakides

assumption underlying the process–product model is that effective teaching 

focus on observable and measurable aspects of teacher-student interactions such 

Teacher knowledge and beliefs models on the other hand, are concerned with the 
subjective nature of teaching. Their focal point is what teachers feel and believe 
in terms of their practice. The emphasis lies on the process of understanding how 

consider themselves to be in terms of pedagogical skills and content knowledge, 
what do they believe about effective teaching and how they feel about students 

Each model has had its share in the development of educational policy (Brown 

the understanding of teachers and their practice. From this perspective each model 
-

course has been consumed in an ongoing debate focusing on segregation rather 

methods and consistency of the beliefs approach and doubt its ability to provide 
coherent conclusions that can be used to improve teaching (Pajares, 1992). On the 
other hand, the process-product model has been criticized in terms of its regulatory 
approach and by the fact that such approaches have often been aligned with con-
servative educational policies and have been used as the vehicle of transforming 

A. Lauriala et al. (eds.), Navigating in Educational Contexts, 207–224.
© 2011 Sense Publishers. All rights reserved.
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The academic jury is still trying to decide which approach is best. Despite the 
-

cal approach may be disorienting scholars from what might be the most important 

development of optimum teaching practices. Based on these premises, the aim 
-

tion through establishing common grounds between the two competing models of 
educational effectiveness. Methods of the process-product model can provide an 
objective account of effectiveness. These, supplemented by the approaches of the 

The Dynamic Model of Educational Effectiveness
-

ing approaches on teacher effectiveness research. The DMEA is the evolution of 
the Creemers (1994) model, 

DMEE is the generation and testing of theories which can explain the various rela-

a process-product model. However, the DMEE goes beyond the establishment of 
statistical relationships between variables, providing a way out of the a-theoretical 
dead-end, a condition that has often been indicated as a major shortage of existing 
studies in the area of Educational Effectiveness (Creemers, 2002). Effectiveness 
in the DMEE is approached by examining both the effect that the teacher has on 

Many studies used multiple methodologies to examine the main assumptions 

-

This might be attributed to the fact that some further variables might have to be 
-

ditional variables we shift our interest on the teacher. The teacher is probably the 
most important factor for success or failure in every educational endeavour. As 

-

-

effectiveness. 
-

proach is focused on the teacher as a person whose knowledge, experiences, beliefs 
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Emotions, as Hargreaves (1998) comments, are at the heart of teaching. They com-

creativity, challenge and joy. What teachers believe and feel determines their ef-

-

and reacting in terms of effective teaching. (Entwistle et al., 2000). Teachers in 

and regulating emotions is a key component of teachers beliefs and a major deter-
minant in the way teachers teach. 

-
sonal beliefs and theories. Beliefs and theories are deeply rooted conceptual maps, 
consisting of arrays of concepts that have been proved to hold true through several 
tests. The endurance of beliefs in these trials produces an emotional wrapper, which 
holds all the constituting concepts together. The emotional wrapper makes beliefs 

-
ceptions. Conceptions are consciously constructed whereas beliefs are emotionally 

-
tions is probably the only way to bypass the resistance placed by the emotional 
charging of beliefs. 

an effort to bypass the emotional barrier, or better, to manage it effectively in order 

on the assumption that emotions can be recognised, controlled and regulated in or-

emotional reports vary in their accuracy and explain how more accurate under-

-
tions. Emotional intelligence may provide evidence of how through intentional 
action teachers can recognise and regulate their emotions in order to have a better 
understanding of the concepts and emotions underlying the personal beliefs that de-

that numerous studies examined the relation between Educational Effectiveness and 
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teaching is underlying research designs that examined effectiveness and beliefs 

basic assumption in our study is that we cannot fully comprehend effectiveness un-

Quality of teaching which 
refers to the factors which are under the direct control of the teacher and have an 

Participants

Data was collected in Cyprus during April-June 2007. Participants of the study were 
82 teachers of the 5th and 6th grade of public elementary schools in Cyprus. Data 

teachers where approached. Two hundred and eight teachers where approached but 
only 82 of them agreed to participate. Participants were asked to complete three 

Analysis

(dependent variables). Quality of teaching refers to the factors that according to 
contemporary educational research are important traits of good practice. Focusing 

of time, teacher role in making classroom a learning environment, and assessment. 

ii

level were collected from independent observers conducting multiple classroom 
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dimensions and factors of the DMEE.
Effectiveness of teaching, is the actual and measurable impact that classrooms 

factors, such as teaching methods, teacher expectations, classroom organisa-

-
dent achievement. Tests (in mathematics) were administered at the beginning and 

indicator for each one of these variables. Thus, two numerical values were used for 

-

that supporting scholars have not yet reached to an agreement about a common 

intelligence were used in the present study. Hence, Emotional intelligence in our 

EI as mental ability (EIa) EI as mixed trait 
ability (EIm) (Bar-On, 1997).

Emotional Intelligence as a mental ability (EIa) can be roughly described by 
a single overall performance level. At the same time this can be divided into sub 
areas of Experiential and Strategic

assesses the ability to understand and manage emotions without necessarily per-
ceiving feelings well or fully experiencing them. These two areas are divided into 

Emotional Perception and Expression, Emotional Facilitation of 
Thought, Emotional Understanding, Emotional Management. The former two are 

 as a mental ability (EIa) was assessed using 
the Mayer Salovey Caruso Emotional Intelligence Test

reliability of .91, with area reliabilities of .90 (experiential) and .80 (strategic) 

in the present study and was administered to 300 individuals. The examination of 
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the instrument (Emotional Perception and Expression (0.87), Emotional Facilitation 
of Thought (0.59), Emotional Management (0.59)). However, the reliability for the 

 was EI as 
mixed trait ability (EIm). This variable 

-
lated emotional and social competencies, skills and facilitators that determine how 
effectively we understand and express ourselves, understand others and relate with 

-

which refers to the tacit and often unconsciously held assumptions and attitudes 

-
amined general aspects of beliefs such as attitudes about contemporary pedagogi-

to beliefs and assumptions in general, the second part was focused on beliefs about 
-

ing, communicating with parents, collaborating with colleagues and carrying out 
administrative duties.

and problematic items were eliminated on the basis of statistical criteria (factor 
loading > .40, loadings to more than one factor with second factor loading >0.3 and 

Correlation >0.3). Afterwards items were entered or removed in order to obtain the 
-

sulted into interpretable factor solutions, only factors from the second part were re-
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iii. The factor 
structure that resulted from the factor analysis is presented in table A3 (appendix). 

Immediate Teaching Duties
Non-teaching duties, was 
was named as Student Assessment Duties
Duties of Communication and Collaboration, 

al., 2002) multilevel analysis software. Diagram 1 presents the effect that our inde-

-

factors has a direct effect on Effectiveness. However we may see indirect effects, 
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and Ability), Teachers Personal Beliefs and Theories and their effect on Quality and 
Effectiveness of Instruction at the Student and Teacher Level. 

instruction. 

-

teacher centred instruction. The existence of presumptions, according to Boulgaris 
(2003) may hinder any attempt for change and block innovations (Pajares, 1992) 

cause indecisiveness. The indication of these factors associated with presump-
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not always follow directly from beliefs. Although there may be some congruence 
between practice and beliefs, the relationship is not so strong. There is a conse-

-
ternally with the reality of teaching, of schools and of the education system within 

teachers may be able to articulate their beliefs outside the classroom, their actual 
practices are often governed by the nature of teaching and classroom life and the 
constraints, which these impose (Poulson et al, 2001).

Direct Teaching Duties and Student Evaluation tasks

two factors are those that are directly related to the teaching duties at the classroom 

and Effectiveness of instruction when they are associated with the actual teaching 
of Direct-

Immediate Teaching Duties and Student Evaluation are something that the teacher 
can directly apply in his/her practice. This kind of beliefs escapes the notion of 

importance of beliefs in terms of duties performed in everyday teaching is further 
enforced by the fact that the other two of the factors that emerged from the factor 

Non teaching duties, and Duties of 
Communication and Collaboration) -
dent that teachers´ beliefs about duties that are not directly related to teaching (ad-

and Effectiveness of instruction. Hence, the classroom level appears to be the most 

EI as mixed/ trait ability (EIm)

-
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-
uisite for effective teaching nowadays more than ever, when differentiation of in-

is more likely to respond better in the demands placed by the contemporary mixed 

Optimism. These abilities are associated with a general feeling of cheerfulness and 

would be more likely to create a colourful and joyful classroom culture that could 

and Effectiveness of teaching. However, it is important to examine the nature of 

-

may provide information that can guide educational and social policy on the macro 
level. However, little information can be derived that can be used at the micro level 

-
-

consider and put into practice all those things that contemporary research has indi-

-

in tests encapsulates the danger of neglecting many other important factors. We do 
not suggest that all these factors can actually be found or controlled. However, fo-

non-controllable effectiveness factors. Thus, the endeavour of improving education 

way effectiveness becomes tangible, manageable and improvable. 
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Joining the process-product and the beliefs models facilitates understanding of 
both the processes and the agents of teaching. Having a concrete knowledge on 
both these factors, the product of teaching -which is none else than learning – can 
certainly improve. The venture of improving teaching should probably begin with 

emotions are of a paramount importance. However, these insights need not to be 

wants to be aligned with effectiveness it should be focused on what teachers 

and emotional intelligence abilities come into play when they are connected with 

needs to seek answers and device methods that would help teachers feel happy in 

that would make teachers more emotionally competent into handling frustrating 
conditions.

Prescription and regulation of teachers behaviour is not however an option. The 
future is unpredictable and therefore impossible to prepare for any precise set of 

American philosopher John Dewey, addressing the issue of preparation for the fu-

to give him command of himself” (Dewey, 1929, p. 293). Dewey was of course 

well. Teachers would be more effective if they are able to understand their own 
-

tions. An alliance between the process-product and beliefs models is apparently 
much better than a mere competition.

Bar-On, R. (1997). The Emotional Quotient Inventory (EQ-i): Technical manual

, 13–25. 
Questionnaire of teachers personal theory

Observation Skills for Effective Teaching.(6th

model of measures of emotional intelligence. Personality and Social Psychology Bulletin, 29(9), 
1–12.

Handbook of Research on Teaching
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(Creemers & Kyriakides, 2006· Kyriakides & Creemers, 2006;2008) Dynamic Model of 
Educational Effectiveness (DMEE).

Dimension Description

Frequency Frequency
effectiveness factor is present in a system, school or classroom while 
the focus
addresses the purpose for which an activity takes place.

Stage Stage examines the phase of the instructional process at which various 

place over a long period of time to ensure that they have a continuous 
direct or indirect effect on student learning.

Focus Focus
purpose for which an activity takes place.

Quality Quality
discussed in the literature and at the same time, makes clear and guaran-
tees that teachers are expected to make use of the information gathered 
from assessment in order to meet their student needs.

Differentiation Differentiation refers to the extent to which activities associated with 
a factor are implemented in the same way for all the subjects involved 
with it.
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Table A2: The eight factors describing teacher’s instructional role-quality of teaching 
according to the Kyriakides and Creemers (Creemers & Kyriakides, 2006· Kyriakides & 

Creemers, 2006;2008), Dynamic Model of Educational Effectiveness (DMEE).

Orientation Orientation refers to teacher behavior in providing the objectives for 

challenging students to identify the reason for which an activity takes 
place in the lesson.

Structuring Structuring 
e.g. by beginning with overviews and/or review of objectives, by 
outlining the content to be covered and signaling transitions between 

ideas at the end.

Questioning 
techniques

Questioning techniques examine how effective teachers ask a lot of 

depending on the context as well as by mixing product and process 

Teaching 
Modeling

Teaching Modeling has to do with how teachers help pupils to use 
strategies and/or develop their own strategies which can help them 
solve different types of problems and help them organize their own 
learning (e.g., self-regulation, active learning).

Application Application refers to the extend that teachers provide needed practice 
and application opportunities for immediate exercise of topics taught 
during the lesson.

The classroom 
as a learning 
environment

The classroom as a learning environment concentrates on measuring 
teacher contribution in creating a learning environment in his/her class-

-

and classroom disorder.

Management of 
Time

The factor Management of Time focuses on how teachers organize and 
-

ment and thereby to maximize engagement rates.

Teacher 
Evaluation

Teacher Evaluation examines how information gathered from assess-

needs as well as to evaluate their own practice. 
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the four factors that emerged for the second part of the questionnaire on Teachers’ Beliefs 

Questionnaire Items F2 F4 h²

39. Planning and preparing lessons is 
a very important aspect of the teaching 
profession.

,701 -,076 ,066 ,164 ,529

40. Differentiated teaching is a very im-
portant aspect of the teaching profession

,679 ,076 ,231 ,100 ,531

is a very important aspect of the teach-
ing profession

,653 ,347 ,198 -,111 ,599

42. Attending to discipline problems is 
a very important aspect of the teaching 
profession.

,621 ,100 -,006 ,242 ,455

48. Attending staff meetings is a 
very important aspect of the teaching 
profession 

,020 ,844 ,037 ,144 ,735

47.Extra curricular activities is a 
very important aspect of the teaching 
profession

-,002 ,663 -,014 ,263 ,510

49. Attending training seminars is a 
very important aspect of the teaching 
profession 

,255 ,658 ,144 ,008 ,519

43. Formative assessment is a very im-
portant aspect of the teaching profession 

,116 ,060 ,838 ,029 ,720

-
portant aspect of the teaching profession 

,310 -,080 ,777 ,037 ,707

-
portant aspect of the teaching profession

-,003 ,182 ,598 ,183 ,424

51. Working with colleagues is a 
very important aspect of the teaching 
profession

,080 ,078 ,049 ,855 ,745
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52. Communication with parents is a 
very important aspect of the teaching 
profession

,358 ,143 ,084 ,616 ,535

50. Administrative duties are a very im-
portant aspect of the teaching profession

,091 ,315 ,192 ,500 ,395

Eigenvalue 2,08 1,89 1,82 1,59

Percent % 16,03 14,59 14,07 12,25

Cumulative Percent % 16,03 30,62 44,69 56,94
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CHAPTER 16

LONGITUDINAL STUDY OF THE RELATIONSHIP 
BETWEEN STUDENTS’ PERCEPTIONS OF THEIR 

PROBLEM SOLVING AND ICT SKILLS AND THEIR 
ICT EXPERIENCE AS PART OF THEIR TEACHER 

EDUCATION PROGRAM
Shukri Sanber and Marea Nicholson 

computing literacy that would help them in the management and the facilitation 

communication technology, but they are expected to develop their knowledge and 
skills as indicators of their professionalism (see Table 1).

Professional 

-  Basic operational skills

-  Effective use of the internet
-  Pedagogical skills for classroom management

A. Lauriala et al. (eds.), Navigating in Educational Contexts, 227–241.
© 2011 Sense Publishers. All rights reserved.
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Professional 
Competence

-  Basic operational skills

-  Effective use of the internet
-  Pedagogical skills for classroom management

Professional 
Accomplishment

-

-  Operational skills

-  Effective use of the internet
-  Pedagogical skills for classroom management

Professional 

Teacher education programs are expected to provide students with opportunities 
to develop the skills that will allow them to grow in their workplaces and use 
effectively the ever-changing technological environment in the classroom. (Watson, 

There is widespread recognition of the potential of computers in the classroom. 

support and enhance their programming and their design of learning activities, and 
at the same time to help their students make effective use of digital environments 

practicum experiences (p. 102).
Computer education courses that are offered to students who specialise in 

teacher education do not meet the expected needs of the new generations of teach-
ers. These stand alone courses seem to be inconsistent with the level of computing 
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skills of the entrants to teacher education programs and with the expectations of the 

is a means of learning across all subjects – from English, mathematics and science, 
to the humanities, technical and applied studies, music and visual arts.” (Rudd, 

integrated within the education and curriculum units that are offered in teacher 

-
gram where primary student teachers are exposed to and immersed in learning 

within the contexts of their professional and foundational units in Education. The 

rationalisation of courses in response to economic pressures that Australian univer-
sities have been undergoing since 1998.

skills that would enable the graduate teacher to employ the technology in the 

Processes for interaction and communication among the learners and with the 
teacher.
The adopted model provides the students with learning environments where they 

learning activities in the targeted contextual units (or course). These contextual 
units are offered as part of the professional, curriculum and foundational units of 

model is expressed through three modules. The targeted outcomes of each module 
appear in Table 2. 
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ICT Modules at ACU

Modules Focus Learning Activities Records

M
od

ul
e 

1

-
ing them for effective learning

personal learning and 
growth

D
ig

it
a

l 
P

o
r

tf
o

li
o

s

M
od

ul
e 

2

Facilitating Student 
Learning:

in the study of student learning 

skills in text and data process-
ing and management

Exploring & organising 
learning resources

M
od

ul
e 

3

Fostering Professional 
Growth

-

designing personal and shared 
spaces and evaluating class-
room software and resources

Generating and recording 
evidence of professional 
growth

knowledge components of the education contextual units.

specialists. These specialists support student learning as regular tutors as part of 
the teaching team of each unit.

the parameter of each education contextual unit.

The focus of unit assessment tasks should be the targeted knowledge, concepts 
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learning and development. The focus of the second unit is teaching and managing 
learning environments. The third unit in the integration program focuses on transi-
tion to the profession. The three chosen units for the integration provide the student 

Pedagogical and psychological foundations.
Curriculum theory and methods of teaching.

controlled school experience.

Table 2. Targeted Outcomes of ACU Integration Model (ICTIM)

Module 1 Module 2 Module 3

-  To understand the scope 

processes, application and 

-  To manage personal 
spaces

own learning (e.g. word 
processing, organisation 
of concepts, presenta-
tions, computer mediated 
communication)

-
ing, selecting, organising, 
and presenting information

simple data management 
and processing

potentials in the study of 
student learning

-  To manage shared spaces

skills for learning (e.g. 
word processing, presenta-
tions, computer mediated 
communication)

-
sessing, integrating and 
evaluating information

-
vanced data management 
and processing

medium for evidence of 
professional practice

-  To design personal and 
shared spaces

-
timedia resources through 
designing planning student 
learning

-  To evaluate appropriate 
classroom software and 
resources

-  To use databases to store, 
manipulate and extract 
teaching and learning 
materials and activities

-

-



232

solving skills of the primary education students at the end of their program 
when compared with the perceived levels of the same skills at the beginning of 
the program?

data processing and web-authoring skills of the primary education students at 
the end of their program when compared with the perceived levels of the same 
skills at the beginning of the program?

The data set that is presented in this chapter was gathered from the 2006 pri-
-

to the same cohort of students during the last lecture of one of the core educa-

3). 

-

287. The responses of this sample of participants were factor analysed using the 
-

duced four factors (see Appendix 1). 

Base (February, 2006) 67

May 2006 72

May 2007 89

May 2008 95

May 2009 99
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The items with a loading of less than 0.40 were not included in the computation 

dropped. Four scores were computed for each respondent. These scores represented 

The results of factor analysis were consistent with the outcomes of the process of 

-
ing a computer and performing tasks common to many software applications. The 

sample is 0.94. 

creating and publishing web pages. The Cronbach alpha reliability of the scale 

of the computed scores for each respondent on the four factors that are discussed 

, where d = effect size (or change), 
    
     

The effect size is used as a measure of the meaningfulness of the change between 
the two years. The computed effect sizes of the four factors are presented in Table 
4 (Cohen, 1988).

X
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Table 4. Perceived effect size between 2006 and 2009 measures of ICT skills

to 2009

0.73

Basic Computing 0.51

Text and data processing skills 0.56

Web-authoring skills 0.81

General Problem Solving Skills

The mean scores of the respondents on the general problem solving skills increased 
from 3.18 at the beginning of the primary teacher education program in 2006 to 

scale, increased steadily between 2006 and 2009 while the spread of their scores 
remained constant (see Figure 2).

0.0

1.0

2.0

3.0

4.0

5.0
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Sc
or

es

YearsMean

Figure 2. General problem solving skills.

The difference in the mean scores between the perceptions of the participants in 

size is large enough to show a meaningful change between the two administrations 

-
creased from 3.91 at the beginning of entry to the primary teacher education pro-

measured by this, scale increased steadily in the following years while the spread 
of their scores remained more or less constant (see Figure 3).
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 Fourth First t Degree 
of 
Freedom

p Mean 
Difference Difference

Mean 3.68 3.18 4.460 164 0.000 0.499 0.112

0.73 0.68

* 

were not matched.

0.0

1.0

2.0

3.0

4.0

5.0
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Sc
or

es

Years
Mean

The difference in the mean scores between the ratings of the participants of their 

6).

Table 6. Perceived basic computing skills: t-test for equality of the 2006 and 2009 means

 Fourth First t Degree 
of 
Freedom

p Mean 
Difference Difference

Mean 4.36 3.91 3.623 164 0.000 0.449 0.124

0.70 0.89

The size of the change on the Basic Computing scale is 0.51. This effect size is 
moderate but shows a meaningful change between the two administrations of the 
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Text and Data Processing Skills

increased from 2.83 at the beginning of the primary teacher education in 2006 to 

dramatically after their second year in 2007. The increase was slow but steady after 
2007 (see Figure 4).

0.0
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3.0

4.5
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es

Years
Mean

Figure 4. Text and data processing skills.

The difference in the mean scores between the perceptions of the participants of 

(Table 7).

means

 Fourth First t Degree 
of 
Freedom

p Mean 
Difference Difference

Mean 3.50 2.83 3.840 120* 0.000 0.668 0.174

0.95 1.19

The size of the change on the Text and Data Processing scale is 0.56. This effect 
size is moderate but shows a meaningful change between the two measurements.
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Web Authoring Skills

increased modestly from 2.08 at the beginning of entry to the primary teacher 
education in 2006 to 2.29 at the end of the semester. The increase was slow but 
steady in the following years (see Figure 5).

0.0
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YearsMean

The difference in the mean scores between the perceptions of the participants of 

Table 8. Perceived web authoring skills: t-test for equality of the 2006 and 2009 means

 Fourth First t Degree 
of 
Freedom

p Mean 
Difference Difference

Mean 2.98 2.08 5.219 162 0.000 0.906 0.174

1.08 1.11

The size of the change on the Web Authoring scale is 0.81. This size of the change 
is high and shows a meaningful improvement between the two measurements.

of education courses within competing skill demands and limitation of resources, 
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and the technological and digital revolution that impacts the input and process 

and the researchers who monitored implementation of the model, indicate that such 
integration is possible. The preceding presentation shows that the education units 
or courses provide suitable contexts for students of teacher education colleges to 

with computers occurred between the ages of 13 and 18. These are the expected 

these students perceived that their college experienced improved their problem 
solving skills as well as their basic and text processing skills.

The effect size results indicate the change has been at least moderate, using 

This change is observed due to the technical nature of these skills, low entry levels 
of the participants and the greater variability in their perceived skills. The larger 
effect size of web authoring is likely to drop with new cohorts of students because 
of the change in secondary school curriculum and the exposure to computers at 
younger ages.

The results of this study though informative, they should be considered with 
caution, due to the relatively small number of respondents who completed the 

the results clearly indicate that student teachers can graduate possessing working 

and at the same time be able to further their skills and to adapt with this changing 
environment. 
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Items that formed the four factors Loadings

General problem solving skills

Outline a plan for the solution of information-based learning or re-
search task

.742

Find information and select appropriate tools for the solution of a 
problem

.774

.685

.766

Evaluate information and problem solutions .832

Produce a solution to a problem .801

Collaborate and communicate with various people in a variety of 
contexts

.739

Convey a solution in a variety of forms and to different audiences .762

.836

.790

Basic computing skills

Operate a computer and software 0.850

0.788

Perform basic tasks common to many software applications 0.831

Perform advanced tasks common to many software applications 0.760

Perform basic word processing tasks 0.758

Create simple images 0.543

0.689

resources 
0.667

0.599

Communicate with others via email and other network tools 0.822

Commonly used text and data processing skills

Perform advanced document formatting tasks 0.642

Manage simple data using spreadsheets 0.741

Manipulate data and solve various problems using spreadsheets 0.803

0.698

Design and manipulate my own databases 0.759

Design presentations with multimedia elements 0.732
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Items that formed the four factors Loadings

Edit and design graphics 0.602

Web authoring skills

Create a basic web page 0.765

Create and maintain a multi-page website 0.798

-
tation tools and networks 

0.735

0.750

0.684
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PROFESSIONAL LINKS – PROFESSIONAL SUPPORT: 
PROMOTING THE DEVELOPMENT OF QUALITY 
PEDAGOGY AND TEACHERS’ SELF-EFFICACY 

IN THE USE OF ICT WITHIN A SUPPORTIVE 
PROFESSIONAL LEARNING COMMUNITY

Carolyn Broadbent, Maureen Boyle and Jo Brady

The research reported in this paper has been developed to support the priorities of 

support student achievement and to enhance teacher growth through research and 
professional learning, by working collaboratively with communities, educational 

seeks to address problems faced by teachers who otherwise might be professionally 
isolated in rural and regional areas. 

through the establishment of a professional learning community, which brings to-

rural, regional and urban settings. The paper provides an overview of the imple-
mentation and evolutionary development of the research project with reference 

-
tionnaires, semi-focused interviews with teachers and students, and lesson observa-

their classrooms. Research outcomes to date, the teaching strategies used and the 
challenges faced during the conduct of the research, are presented. 

-
ties are provided with support for the development of learning that addresses iden-

particular importance. Finally, it is argued that collaborative partnerships between 
universities, schools and the wider educational community are to be encouraged as 

A. Lauriala et al. (eds.), Navigating in Educational Contexts, 243–257.
© 2011 Sense Publishers. All rights reserved.
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for the construction of new knowledge and development of skills, and, through 

sustainable outcomes for all. 

in the provision of education and training around the world for at least the last 

computers and associated software in a desktop or computer laboratory situation 

with access to the internet, as well as the possibility of development of email-based 
learning communities which can link and support students and teachers in diverse 
educational locations.

(Balanskat, et al., p. 2).
The review draws on evidence from 17 recent impact studies and surveys 

-

of this investment in the two major areas of learning outcomes and learners and 
teaching methodologies and teachers. 

particularly in English, and less so in science and not in mathematics (Machin, 
et al., 2006).

and in design and technology between ages 7 and 16, particularly in primary 
schools (Harrison, et al., 2002).
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tests in English (particularly for low achieving pupils and for writing), 
mathematics and science, improving more than that of pupils in schools without 
interactive whiteboards (Higgins, 2005).

With regard to learners and learning, the overwhelming majority of these studies 

programs to meet individual needs and facilitates more independent and effective 
learning. Multimedia and interactive content on interactive whiteboards was also 
reported to be more engaging and motivating, particularly for primary students 

the professional knowledge and skills of the teacher mediating interactions with 

a variety of areas of impact on teachers and teaching resulting from increased use 

collaboration between teachers in sharing lessons and curriculum plans, and en-

highly dependent on how it is used, and the report highlights that as yet, teachers 

An extensive review of the literature regarding the introduction of interactive 

(2005). Although the review found that teachers and students demonstrate a strong 

-

The potential for developing independent learning and more advanced skills in 
the use of interactive whiteboards in conjunction with other technology is discussed 
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At this primary school, seven-year-olds are involved in recording podcasts, holding 
interviews with scientists and monitoring weather stations. This approach high-

collaborative tool for communication. By focusing on the differing learning styles 

outside world. This can result in more immersive and engaging environments for 
learning (Rudd, 2007). 

to encourage greater interactivity and co-construction of knowledge by teachers 

increasing familiarity, good training, time and space to practice and try new ap-

impact on teaching and learning (p. 5). 

the supported didactic phase, teachers use the technology in the same way as a 
standard whiteboard and not as an integral tool to concept development. There is 
little interactivity, discussion or student involvement. The second phase, interactive, 
involves deeper understanding of the technology and results in teachers enhancing 

to challenge students to think by the use of a variety of verbal, visual and aesthetic 

the enhanced interactive phase. These teachers structure lessons so that there is 

-
cesses and developing hypotheses, which are then tested to exploit the interactive 
capacity of the technology.

-

pedagogical practices, interventionist, design focused, learner-centred and focused 

-
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established in 2006 in Australia to work with rural and regional communities to 

Parents can send their children to rural and regional schools and know they will 

Teachers can work in rural and regional schools and be professionally connected 

Canberra. The increasing use of interactive whiteboards, especially in primary 

about the potential of interactive whiteboards to strengthen pedagogical practice 
in classrooms provided the impetus for the development of this collaborative re-

-

from 2006–2008. 

Project Participants – Phase One and Phase Two

Project Activities Completed – Phase One and Phase Two
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Cootamundra, on the pedagogy of higher-order thinking in classroom practice, 

site.

Project Description – Phase One

region. Collaboration between the teachers in the local, rural and regional schools 
aimed to support peer-mentoring and facilitate the development of an effective and 

at the classroom level was a feature of this phase of the project. The participating 
schools already had a number of interactive whiteboards in their classrooms, and 
some teachers had demonstrated a degree of competency in, and enthusiasm for, 

learning. 
Utilising the information 

and communication technologies to build a professional learning community to en-
hance the learning outcomes of teachers and students in rural and regional schools 
in NSW and the ACT. 

Establishment of effective professional relationships and sense of community 

Emergence of spontaneous mentoring between early career teachers and 

Project Description – Phase Two

Towards the end of Phase One of the project, it became evident that the skills 
developed by the teachers in the local schools, who had more pre-project experience 

mentoring was possible. As the project developed throughout 2008, three more rural 

local teachers from Phase One assumed a leadership role in mentoring their rural 
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colleagues. This new aspect of the project investigated and supported the teaching 

to pedagogical support, had been provided.
This Phase of the project brought together 30 staff from the three rural schools 

2008. These sessions aimed to build knowledge and skills within a supportive 
professional learning community and importantly were facilitated by teachers 
who had participated in the original phase of the project. This was regarded as a 

from Canberra to Cootamundra to work alongside teachers during the sessions. The 
teachers from the two other rural towns outside Cootamundra travelled in their own 
time after school and at the weekend to participate in the project. An interactive 
online professional network of support for the region was set up to further enhance 

and, in particular, the way in which the information technologies might be utilised 
to strengthen intellectual rigour in the classroom. 

Methodology

teachers and students, and lesson observations, including videotaped lessons. 

learning community for teachers and students in the participating schools? 
How has the use of the information and communication technologies assisted in 
building community and enhancing the learning outcomes for all participants? 
What implications are there from this study for the development of effective 
models of professional learning experiences for teachers in rural, regional and 
urban schools?

Analysis and Discussion of Teacher Interviews

Following each phase of the project, which involved a total of 50 teachers, 18 
individual teacher interviews (tape recorded) lasting on average some 35–40 
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minutes were used to explore the impact of the two phases of the project. Teachers 
were asked to comment on the development of their personal and professional use 

community. 

many respects in learning how to use the boards as an integral part of day-to-day 

of information and communication technology skills. 

enhances competency in literacy and numeracy, encourages deep engagement in 
learning, and strengthens visual learning processes. These perceptions are in accord 

that found attainment gains, particularly in mathematics, science and English, re-

Themes arising from the Interviews

The following analysis of data obtained during the 18 teacher interviews provides 
an insight into the views and thoughts of these teachers on their learning journey.

Pedagogy and teaching style changes. -
-

technology allows teachers to manage the teaching and learning process so that the 
class can interact much more effectively with the content and context of the lesson. 
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teacher)

Renewed enthusiasm for teaching. 

was considerable, all teachers were adamant that they would not want to return to 
using a static whiteboard.

from the children and they enjoy the learning process more. They see they are 

Enhancing and enriching learning. Teachers interviewed during the project 
believed their students were more on task and more motivated. They also believed 
that the students covered curriculum content at a faster pace with much more 

on the ease of scaffolding lessons and return to prior learning at the touch of a 
screen. They stated that they were able to cater more effectively to a variety of 
multiple intelligences and that there was generally higher engagement of students 
with special needs.

A little boy in my class has very poor short-term memory and concentration 
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-

-

Teachers commented that they are now more creative in the ways they use the 
technology. They tended to use a clear visual representation of concepts and ideas 
to consolidate learning, and often engaged every child in the class on a systematic 
basis in student use of the board. Teachers either obtained a wide range of ready 
made resources to make maths, science and literacy activities interesting or 

Creating a Professional Community of Learners

establishment of effective professional relationships between teachers within 

strong evidence for the value of the full day forums in building support and a 

emergence of spontaneous mentoring between early career teachers and 

The interviews with teachers demonstrate that these outcomes were achieved as 

Regarding professional relationships between teachers within and across rural 

An essential component of success is the sharing and we have continued to 
do this here. That is why other staff are keen to get boards in their rooms. 
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We have a shared drive and are putting things there but as we are all at differ-

We are sharing more ideas now than we used to do in the staff room. Most of 

more on a one-to-one peer-tutoring basis. This has probably increased since 

Regarding the value of full day forums in building support and a sense of 

-
-

the people who were in-servicing us were fantastic. We had different people 

Having a person to build up expertise is important. This has been an impor-

-
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Students’ Interview Responses

 
– 

Without exception every student stated that they 
classroom without an IWB’.

made in the student focus group interviews.

-

5 girl)

A number of students commented on their increased motivation, being on task 

Our class co-operates a whole lot more now because everyone wants to have a 

concentrating and do not bother with people around them. We all concentrate 
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-

Written Evaluations of the Professional Development Courses

the use of small ability-based group instruction by more experienced peers (teachers 
from Phase One of the project) and the fact that these sessions were hands-on and 

excellent 
value’ and 

develop the pedagogy of higher-order thinking in the classroom, rural and regional 

imagine being without it’ and the use of the interactive whiteboard had given her 
new lease of life trying out other things and manipulating objects’. Another teacher 
felt she now had 

-
dents to provide ongoing professional support and development of best practice 
for isolated teachers. The fact that much of the project was facilitated in the rural 

teachers in this project. 

This project has led to the development of an effective professional community 
of practice and an emerging on-line support network that provides access to 
current resources and professional learning opportunities. The network assisted 
teachers to use and integrate information and communication technologies in their 
classrooms, with a particular focus on enhancing pedagogical knowledge in the use 
of interactive whiteboards.
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for all students.
-
-

fessional learning of teachers in rural schools and thereby improving the learning 
outcomes of their students. The evidence to date suggests that classroom use of 
software and the internet not only improves the thirst for factual knowledge among 
students but also leads to more interactivity and co-construction of knowledge be-
tween teachers and students as, together, they explore the world in which they live. 

for future projects that link together urban, regional and rural school communities 
to create more authentic, complex and sustainable learning opportunities for all.

The ICT Impact Report: A Review of Studies of ICT 
Impact on Schools in Europe 

Becta (2003). Using ICT to Enhance Home-school Links – An Evaluation of Current Practice in England, 

Becta (2006). The Becta Review (2006) Evidence on the Progress of ICT in Education
Becta (2007). Evaluation of the Primary Schools Whiteboard Expansion Project, Education and Social 

Research Institute, 

The Impact of Information and Communication 
Technologies on Pupil Learning and Attainment

, Journal of Computer 
Assisted Learning, 21.

Learning, Media and Technology, 32(3), 213–235.
Embedding ICT in 

the Literacy and Numeracy Strategies: Final Report

, 
Learning, Media and 

Technology, 32(3), 227–241.
Machin,  et al. (2006). New Technologies in Schools: Is There a Pay Off?

Developing Pedagogic Skills for the Use of Interactive 
Whiteboards in Mathematics.

OECD (2004). Are Pupils Ready for a Technology-rich World? What PISA Studies Tell Us, OECD, France.
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The Big pICTure: The Impact of ICT on Attainment, 
Motivation and Learning, 

Ramboll Management. (2006). ELearning Nordic 2006: Impact of ICT on Education, Ramboll 
Management, Denmark.

Rudd, T. (2007). Interactive whiteboards in the classroom www.futurelab.
org.uk/events/listing/whiteboards/report

Exploring Pedagogy with Interactive Whiteboards: A Case Study of 
Six Schools, 

www.une.edu.au/simerr/pages/index.php

Journal of Computer Assisted Learning, 21(2), 91–101.
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CHAPTER 18

DESIGNING A PEDAGOGICAL MODEL FOR VIRTUAL 
REALITY AND SIMULATION-BASED LEARNING 

ENVIRONMENTS OF HEALTHCARE

Tuulikki Keskitalo and Heli Ruokamo

This research is designed to address the pedagogical use of virtual reality (VR) 
and simulation-based learning environments of healthcare. Pedagogical issues are 

(always not perfectly, because then it would be reality again), e.g. to train or learn 

tools used to resemble parts of reality, mostly to allow simulations” (p. 2). Today, 

 This research aims to develop a pedagogical model to support facilitating, 
training and learning (FTL) processes (cf. teaching, studying and learning (TSL), 

shape curriculums (long-term courses of studies), to design instructional materials, 

p. 1). An effective pedagogical model would make teachers aware of the different 
choices and means available and help in planning, realisation and evaluation of 

Designing a pedagogical model is conducted using the design-based research 
(DBR) method, which is based on continuous cycles of design, enactment, analysis 

-

as well as the preliminary results of the enactment of the pedagogical model and 

A. Lauriala et al. (eds.), Navigating in Educational Contexts, 259–270.
© 2011 Sense Publishers. All rights reserved.
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Educational Use of VR and Simulation-based Learning Environments

have been a strong motivator, because it is no longer acceptable that healthcare 

cf. Learning through Simulations Model
2002). According to the model of Joyce and associates (2002, p. 136), in phase 
1, Introduction, the facilitator presents the course topic and the most important 
concepts as well as explains the concept of simulation to the students. This phase 
should also include the explanations of how the course is organised as well as 
what kind of pedagogical models and methods are used. During phase 2, Simulator 

, participants begin to enter into the simulation. This is the phase in which 
the facilitator introduces the scenario. As a learning trigger the facilitator can use 
problems or real-world examples. The second phase includes the introduction of 

-

Scenarios, students participate 
in the simulation. During this phase the students are active, while facilitators stay 

team skills, problem-solving and assessing performance and competency of indi-
, the facilitator encourages 

what problems were encountered, how was the learning process, and what has been 

simulation to the real world, because students need to understand how the knowl-

Pedagogical Model for Virtual Reality and Simulation-based Learning

learning is related to all actions that take into account a person as a whole and the role 
of cultural tools and artefacts. Principles of the pedagogical model are derived from 
the idea of teaching, studying and learning (TSL

FTL) 

CHAPTER 18



261

facilitator must choose appropriate scenario and resources as well as steer the 
activities of the students. The simulation course can be structured according to the 
Learning through Simulation Model
to learning, which is meaningful for the students and where the intended learning 
goals are met. 

A pedagogical model is based on the characteristics of meaningful learn-

directed, constructive, individual, collaborative, contextual, intentional, and 



262

of the characteristics of meaningful learning better describe the studying process, 

that these characteristics are interconnected and somewhat overlapping (Jonassen, 
-

lected from theories and results of previous researches, because we think that they 

Experiential and Experimental.

process, students can utilise their own experiences as the starting point for learning 

Emotional.
The simulation setting could arouse strong feelings and motivation to learn, but 

-
tions also affect how we act in the simulation setting and what we remember later 

-
tors are responsible for orientating students towards learning and creating a safe 

Socio-constructive and Collaborative. Practising in the simulation setting is a 
social process (Dieckmann, et al., 2007). As applied here, socio-constructivism 
and collaborative characteristics means that learners exploit each others skills and 
knowledge, provide support and modelling as well as construct their own knowl-
edge while solving the healthcare cases together with other students (Jonassen, 

learn and, therefore we should consider what is worthwhile to teach and train in 

Active and Responsible. 

a cognitive apprentice-
ship approach to learning, acting as an expert learner modelling good strategies for 

-
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-

Competence-based and Contextual. Facilitators should structure the simulation-

where a problem or case could function as a trigger for learning (Jonassen, 1995). 

is their ability to narrow the relationship between theory and practise, thus enhanc-
ing the transfer of learned skills and knowledge into an actual situation (Cleave-

Goal-oriented and Self-directed.

evaluating their own learning. This will also enhance the motivation and commit-

particular teachers need sensitivity to recognise when students are going off-track 
or when they need support or additional guidance.

Individual. 

-
vide an appropriate educational experience for each student within the context of 
a class or learning group” (p. 252). Therefore, teachers should provide time to get 
to know each student and their level of competency properly in order to provide 
individual guidance and feedback as well as an appropriate learning experience for 
each student.

-
-

ingful even though all these features may not be present in the process. Rather, 
teachers could view those characteristics as goals, which s/he tries to realize and 
attain. Thus, by exploring these characteristics and by determining how they could 

From the students’ perspective, 
what were the most important characteristics of meaningful learning that were 
realized during the simulation-based learning?
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Designing a pedagogical model was conducted using the DBR method. DBR 
is based on continuous and iterative cycles of design, enactment, analysis and 

the pedagogical model has been designed according to the theories and results 

collection and analysis. 

Altogether, 14 (6 males, 8 females) second-year paramedic students and four (4 
males) facilitators participated in the seven-weeks course titled The Treatment 
of Critically Ill Patient during April and May, 2009. Before starting the teaching 
experiment, the pedagogical model was introduced to all participants and they also 

sessions, the students worked in teams on scenarios related to the topic areas. The 
structure of the course followed the Learning through Simulations Model (Joyce, 

interviews were carried out and recorded at the end of the course in May 2009 
and these ranged in length from 25 to 90 minutes. The data was transcribed by the 
research assistant.

-
-

The preliminary results indicate that the use of simulations supported the 
experiential, experimental, socio-constructive, collaborative, active, responsible, 

and self-directed characteristics of 
meaningful learning most clearly. The emotional, critical, goal-oriented and 
individual 
were emphasised by some of the students, but not all. 
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-

experience as well as viewing the practice of others. As these two students have 

Student 8, 
Interview)

) 

characteristics of learning, while those students who had not so much former 
experience valued the experimental characteristics. As one of the experienced 

-
periences) could be useful also for my fellow students. (Student 6, Interview)

During the simulation-based training, students worked in teams, where they 
exploited each others skills and knowledge and also had to negotiate and decide 
on, e.g., the treatment of the patient and the work diagnoses. Therefore, training 
was highly supportive for the socio-constructive and collaborative characteristics. 

, Interview)

failures as well as the process of teamwork. Thus simulation-based facilitating and 

however, they also stated that it took away too much time from actual training. 

2002). Therefore, students usually studied the learning material before and after 
the training in the simulation-based learning environment in order to obtain the 
learning goals set for the course and to master the situation. 

Student 
)
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Student 2, Diary)

This study was strongly encouraged by the teachers and it also showed that students 
felt that they were responsible for their own learning. The competence-based and 
contextual characteristics were emphasised, since the scenarios and the learning 
goals were based on the competencies and the situations students need to cope with 
real life. The ability of simulation-based learning environment to aid the transfer of 

work, when you confront almost a similar case, you can think that, aah, this 
Student 4, Interview)

When it comes to the emotional aspect of learning, some students felt that training 
in a simulation-based learning environment raised positively as well as negatively 

 Interview Student 
2, Interview Student 9, Interview  
Interview Student 6, Interview
Interview), while others stated that the training was not emotionally involving. 
According to the students they have an opportunity to discuss about their feelings 

the simulator (cf. Dieckmann, et al., 2007). The critical aspect was occasionally 
emphasised, wherein students stated that they could critically evaluate their own 
learning. However, such critical evaluation of the information and the learning 

oriented characteristic was slightly supported. The learning objectives of the 
course were clear for some students, and some had even set up their own learning 

objectives. However, it should be remembered that during the scenarios, the patient 
care is always the most important goal and this was strongly acknowledged by 
the students. Collaborative work of students may be the factor why individuality 
of students were not so strongly emphasised. Especially, the experienced students 
were those who felt that they need more individual guidance and feedback. 
According to students, it depends also from their activity if their individuality was 
taking into account. 

educational practise within healthcare education as well as the preliminary results 
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in spring 2009. According to these preliminary results the newly redesigned 
pedagogical model could be outlined ( ).

Figure 2. Redesigned VR and simulation-based learning model.

important role than others. The characteristics that were strongly supported were 
experiential, experimental, socio-constructive, collaborative, active, responsible, 

and self-directed. These are presented 
emotional, 

critical, goal-oriented and individual characteristics could be fully realized, since 

Jonassen, 1995). The Learning through Simulation Model (Joyce, et al., 2002) is 

However, this is just a tentative analysis and the analysis process must continue 
in order to obtain more an extensive and more reliable picture. Final results of the 

Our DBR and the development of the pedagogical model continues by 
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CISL

-
velopment of the model is to aid healthcare education to pursue more theoretically 

more meaningful learning of students.
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ONLINE TUTORING FOR MEDIA EDUCATION 
INTERNS IN PRACTICAL TRAINING 
Leo Pekkala, Päivi Hakkarainen and Harri Heikkilä

Background and Aim of the Research

have attended a practical training seminar after the training period. During their 
practical training, students have relied on mentoring offered from the place of their 
internship. This paper describes the development, testing and implementation of an 

training. 

The Pedagogical Model for Teaching and Meaningful Learning (TML)

terms of 17 process characteristics and their expected outcomes, that is, domain-

models or approaches as one component, which covers both the teaching and the 
-

derstood as processes that can be realized through various pedagogical models or 

-
cesses for the purpose of realizing a personally meaningful and educationally 
worthwhile learning outcomes”. Echoing Anderson and colleagues, the concept of 

A. Lauriala et al. (eds.), Navigating in Educational Contexts, 271–279.
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understood to include the design and organization of the learning environment. 
-

ticularly in ill-structured and complex problem-solving activities. 

knowledge and skills such as metacognitive skills and higher-order thinking. 
Transfer of learning means the ability to extend what has been learned in one 

meaningful learning processes seem to be able to lead to transferable knowledge 
and skills (Bransford, et al., 2000).

 We selected four characteristics of meaningful learning processes that we con-

Experiential characteristics 
mean that students can use their own experiences as starting points in learning 
and that they are able to apply their own practical experiences during the course. 

knowledge and practical knowledge into experiential knowledge (Poikela, 2006). 
Working collaboratively 
skills and provide social support and modelling for other students (Jonassen, 1995). 

goal-oriented learning process, students work actively to achieve a cognitive 
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professional identity as media educator 
problem recognising, identifying and solving, 
collaboration and co-operation, 
information literacy and communication skills, and 

Design-Based Research

The research is conducted as a design-based research (DBR) process. DBR in this 

such as the pedagogical models that support learning and illustrate and predict how 
learning occurs. This dual goal of meeting local needs and advancing the theory 

cycles of design and implementation, and the researcher uses each implementation 

Within DBR, multiple methods can be used to analyze the outcomes of an 

The Practical Training Module includes preliminary informational discussion 

written, topical paper submitted to the Faculty of Education. The objective for the 
Practical Training Module is to provide an opportunity for a student to know a 

planning, administration, project work etc. 
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years old. The older the student, the more previous work experience she/he had. 
All students had studied at least two years of university studies before entering 

them had completed bachelor level courses before starting their traineeship. This 
is according to the curricular framework, where the students are supposed to have 
completed their Bachelor degree before the Training Period. 

A blended model of different online and face-to-face communications were 
tested for tutoring the students during their Practical Training. Figure 2 shows how 

the pilot study. 

Figure 2. Implementation of Practical Training before and during the pilot study.

the training. This discussion continued in the dedicated and password protected 

raised by the students. 
All of the students worked at a higher education institution during their train-

ing, four of them at a university level institute and one at a polytechnic. The tasks 
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included, among many others, educational planning of courses, web design, con-
ducting of small surveys, administrative organisational tasks, and various small 
tasks. Two students worked at the same university where the researchers are based 
and three worked elsewhere. This inevitably led into situation where more face-to-
face meetings were held with these two home-institution based students than with 
those who were working somewhere else. 

Documenting, preserving or possibly publishing of intellectual outcomes of the 
practical training period has been a challenge for academic community. Wiki was 

-
edge (Poikela, 2006) gained in the process of experiential learning. All students 
have also been interviewed and they have self-evaluated their training period in 
respect to the goals set prior to the training.

(1)  How does the online tutoring support the meaningful learning process and 
outcomes during Practical Training?

tutoring? 

Students’ blog entries. A dedicated, password-protected blog was created for the 
Training Module. 5 students wrote blog entries during the pilot phase. There were 
37 posts and 34 comments posted. Both the posts and the comments were rela-
tively long texts, totalling up to 33 pages or over 11 000 words of text. The pilot 
phase lasted for 5 months between January and June 2009. 

Students’ wiki entries. A dedicated, password-protected wiki was created for the 
Training Module. However, during the pilot phase the wiki has not been as active 
as was anticipated. Only two students have completed wiki articles related to edu-
cational topics they have worked with during their training. 

Video recordings of tutor-student video calls. Tutor-student discussions have 
-

cussions were conducted face-to-face and video recorded, some over instant mes-
saging system and only audio was recorded. 

Interviews. All students have been individually interviewed, some twice – both 
at the beginning and at the end of the training period. These interviews have been 
video recorded. 

-

used in this study.



276

How Does the Online Tutoring Support the Meaningful Learning Process and 
Outcomes during Practical Training?

discussed with the academic tutor helped the students not only during the training 

while in internship. However, there were technical problems related to blog access 
with two students. 

two of us. We are conducting our training at the same university and have 
met often for lunch and discussed and shared our experiences (blog entry).

that the blog was useful for them.

situation where the tutor from their respective working place was not very active. 

day and sometimes even while the working day was still going on he already was 
thinking about how to write about this or that incident or topic to the blog. The 
student also discussed about how the written feedback and comments on the blog 
felt much better than the usual grade marks, and that the by getting the feedback he 
got a broader viewpoint to his own ideas.

environment (blog), and then it was really cool to get direct feedback, in writ-

point of view (interview comment).

with the academic tutor they would have had very little if any discussions with 
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writing kept him in touch with the academic community and his studies – that he 
was not left alone.

Writing at the blog replaced somewhat the small amount of face-to-face com-

the face-to-face communication since you (academic tutor) were writing all 
the time (interview comment).

Another remarkably positive effect the blog brought out was a possibility for 

written by four students, related to the tasks they were given during their training 

and capacity to complete these tasks (blog entry). 

as it was tested during the pilot. More detailed and clear guidelines for students 
for the online work are needed. The pilot phase indicated that students understood 
the instructions differently and some would needed more support than others. 

be focused on particular media that students are familiar with and not necessarily 
transferable to other social media, which was an assumption in the pilot phase. 

possibilities for synchronous collaborative discussions need to be examined. Web 
conferencing tools are needed for tutoring, since the instant messaging systems are 

are working during their training, and this puts some demand on the academic tutor 
in terms of providing online support. The previous model has not taken much time 
from the academic tutor, whereas the online tutoring is very time-consuming effort. 
The academic tutor needs to allocate more time for tutoring compared to what was 
available during the pilot phase, especially in the beginning of the training period 
for each student.
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Online tutoring and support for practical training for media education students has 
been piloted now only for few months. The short period of piloting time and the 
small number of students who have participated are clear limitations to this study. 
However, the results from our research show some positive effects the online 
tutoring has had in relation to supporting meaningful learning. The students have 
been able to collaborate and communicate within each other while at training. 
This was not possible in the earlier model. They have been in communication 
with their academic tutor which was not possible before, at least not online. Most 
importantly, elements of meaningful learning processes have been recognised. 
Online environment and a selection of social media communication tools have 

the process for online tutoring will continue and more research on the elements of 
meaningful learning and thinking during the practical training are needed. 

conferencing context. Journal of Asynchronous Learning Networks, 5(2). Retrieved August 15, 2009, 
from 

Journal of the 
Learning Sciences

How people learn. Brain, mind, experience, and 
school 

Educational Researcher
Journal of the 

Learning Sciences
Hakkarainen, P. (2007). Promoting meaningful learning through the integrated use of digital videos. 

Educational Technology Research & 
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technologies and evidence-based assessment approaches
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