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Introduction —in honour of Edgar Morin

The 38™ ATEE Annual Conference hosted by the University College of @stfold, Halden
Norway was focused on ‘Educating for the Future’. In one way a tautology, what else to
educate for? All education is for the Future or is it? The theme was a result of me
accidentally reading Edgar Morin “Seven complex lessons of Educating for the Future”

If the theme should have any meaning we have to answer what future or what do we know
about the future. In his book “Black Swan” Nassim Taleb claim that we most of the time
see the future as a linear projection of today, which most certainly it is not. The future is
full of unexpected surprises or as he call it “Black Swans”.

In my work as a dean | quite often was challenged by the thought of delivering education
to students that will be teachers in the society 30-40 years from now, teaching pupils that
should live in societies 100 years from now. How is it possible to prepare people for a task
like that?

In other words how do we educate for a future we know little or nothing about? My answer
is that we cannot educate for an unknown future. What we can however, is to educate
based on an analysis of today’s societies.

Edgar Morin raises seven basic challenges that humankind has to find solutions for or, in
his opinion, there will no Future for us.

First of all we need to detect error and illusion. Even though the purpose of education is to
transmit knowledge, education is often blind to the realities of human knowledge, its
systems, infirmities, difficulties, and its propensity to error and illusion. Often education
does not bother to teach what knowledge is.

Second we have to identify principles of pertinent knowledge. The predominance of
fragmented learning divided up in disciplines often makes us unable to connect parts and
wholes; it should be replaced by learning that can grasp subjects within their context, their
complex, their totality.

Thirdly we have to teach the human condition. Humans are physical, biological,
psychological, cultural, social and historical beings. This complex unity of human nature
has been so thoroughly disintegrated by education divided into disciplines that we can no
longer learn what human being means. This awareness should be restored so that every
person, wherever he might be, can become aware of both his complex identity and his
shared identity, with all other human beings.

Fourth we have to restore earth identity because the future of the human genre is now
situated on a planetary scale. Instead of being neglected by education it should be a major
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subject. The complex configuration of planetary crisis should be elucidated to show all
human beings that they face the same life and death problems and share the same fate.

Fifth, education has to confront uncertainties. We should teach strategic principles for
dealing with chance, the unexpected and uncertain and ways of modify these strategies in
response to continuing acquisition of new information. We should learn to navigate on a
sea of uncertainties, sailing in and around islands of certainty.

Sixth, we have to learn to understand each other. Understanding is both a means and an

end to human communication. Mutual understanding among human beings, whether near
or far, is henceforth a vital necessity to carry human relations past the barbarian stage of

misunderstanding.

And last we have to teach ethics for the human genre. Education should lead to an
anthropo-ethics through recognition of the ternary quality of human condition: a human
being is an individual -(in)— society- (member of)- species. In this sense ethics requires
control of society by the individual and control of the individual by society; in other words;
democracy.

Edgar Morin talked about education as such. The question is therefor in what way these
challenges are relevant for teacher education and if the situation is like this, do education
matter or more recisely in what way does education matter?

Ultimately it all depends on education making any difference. We have to believe that
education has been part of shaping our societies up till now and that it still is a main force
in shaping the future.

Statistics
It was registered more than 200 papers for presentation at the conference. Due to
different circumstances only about 150 were actually presented at the conference.

Of these, 34 papers were received for publishing as proceedings of which 27 were
approved. These 27 papers represented 46 authors from 12 different countries.

Thematically these papers represented 11 of ATEEs 14 RDCs:

e Culture, quality of life and citizenship(3)

e Curricula in teacher education (1)

e Education for social justice, equity and diversity (1)

e Global education (3)

e In-service learning and the development of practice (4)
e Primary and pre-primary education (2)

e Professional development of teachers (5)
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Research observatory (1)

Secondary teacher education (2)

Science and Mathematics education (3)

Teacher education and information technology (2)

Eystein Arntzen
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Culture, quality of life and citizenship

Young People’s Search for Mental Wholeness. How can teacher education
prepare coming teachers to meet such needs?
Associate professor Ragnhild Andresen, Faculty of Education, Hggskolen i @stfold, Norge

Ragnhild.andresen@hiof.no

Introduction

In this paper | draw attention to human spirituality. | define ‘spirituality’ as a symbolic life
world manifested in mental and physical expressions related to what we regard as holy or
sacred. In standard Western culture today, we lack a language for what we keep sacred.
This does not mean that people do not have spiritual experiences. The problem is that the
lack of communication about phenomena we perceive as sacred can make us uncertain
and insecure with regard to our own needs and experiences in this area. Western
mainstream everyday culture need to make up for this lack of a language that can help us
go beneath the surface of spiritual experiences. Educators of young people should
consider how to make up for this dilemma.

The background for the paper is research | have been doing during several years. | have
studied two different movements supported by relatively young people over the last few
decades — as psychosocial and spiritual phenomena'. These phenomena can be
understood as compensatory solutions to experienced dilemmas that are related to the
lack of expressions and traditions of the sacred in mainstream culture and, not least, in
education. Both movements can be characterised by the participants’ search for ways of
life that are downplayed or set aside in general mainstream culture. They may perhaps be
described according to Fromm’s concept of a special mode of existence, the mode of
being (Fromm, 1978). Unlike the having mode, which denotes a relationship to knowledge
and faith as properties and possessions that offer certainty because they are generally
accepted, the being mode is an inner orientation, an attitude. This orientation may also
offer certainty, but this certainty is based on one’s own experiences and through critical,
active striving to approach the truth (Fromm, 1978, pp. 41-43).

A prevailing theme for participants of the movements mentioned (see note 1) is a
conscious attention to areas of human existence that are seldom taken into consideration
in science. Neither pedagogy, which is my own professional field, nor psychology and
sociology in general are concerned with such matters; these matters seem to be relegated

! Especially the role-playing movement, represented by the genre of play called Dungeons and Dragons, and
the pagan movement called Wicca are the empirical basis for my reflections in this paper. These do not seem
to be passing trends. Informal affiliation with these movements is common on such a large scale that it is
impossible to determine the number of participants or the degree of participation
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to theology and possibly to certain subfields of anthropology. The areas | have in mind are
connected to myths, fairy tales, metaphors, and last, but certainly not least, the spiritual
content that is communicated in different symbolic languages. Concepts like ‘spirit’ and
‘soul’ are practically absent in the language of social science - maybe their presence is not
very obvious in the sciences of art, philosophy, religion, and the like, either.?

| would like this paper to be interpreted as a proposal to start talking about the spiritual
elements of life. Especially in the human and social sciences, we need to do this, since
widespread psychological and social phenomena seem to be strongly attached to some
kinds of spirituality. In trying to understand these phenomena, | will use three terms that in
Ancient Greek represent different conceptualised aspects of ‘the word’ - logos, epos and
mythos. Shortly, logos is the term for the reasoning word, epos is the term for narratives,
the spoken word, while mythos is the term for the effect of the words and symbols, the
energetic and creative word. | will return to these terms later, and then delve more deeply
into their meanings and my reasons for using them.

Towards a spiritual language

The movements | have referred shortly to above (see note 1) are clearly different, but
despite all of these differences, they share some essential characteristics. One aspect
they have in common is the symbolic elements. Symbolic elements preoccupy and
influence the universe of participants of both movements. They find new expressions of
old symbols and myths. Participants are consciously seeking to find their own ways to
experience and consider symbols of wholeness. This is expressed in their belief in
humans’ connection with the nature that surrounds them. Forms of symbolism reappear in
the play and life.

In both movements, the practitioners study texts with mythical content.® Another common
feature is the therapeutic aspect of their activity. In both movements’ notions and
imaginations, we also find forms of animism, the understanding that everything in nature,
including what we most commonly regard as lifeless, like water and stone, has its own
form of life energy. Consequently magic can be performed as a form of life energy.
Furthermore, the fight between good and harm is essential. Often, mental force is
regarded as more fruitful than physical force.

2 carl Gustav Jung went as far as to say in Approaching the unconscious that “...the general underestimation
of the human soul is so great that neither the great religions, nor the philosophies, nor scientific rationalism
have been willing to look at it twice” (Jung, 1964, p. 93).

¥ Here this is defined according to Eliade’s concept of ‘myth’: “conceptions of the world” which is close to

the Jungian understanding of the mythological.



Essential common features of the two movements - whether these features are played or
lived out - are the sense of connection between humans and nature, and the holistic
approach to mind and material, expressed by symbols, metaphors, and myths.

Analytical Perspectives

In Western societies today, most people are acquainted with the concept of logic, and they
are also aware that its linguistic root is found in the Ancient Greek logos, generally
translated as ‘the Word’ (e.g., the introduction to gospel of John). The terms epos and
mythos, however, are also terms for ‘word.” The three terms, however, conceptualise
different aspects of ‘word,” and | claim that in interpreting and analysing the social
phenomena | have described above, we need all three aspects.

In Western social science, we are used to logical perspectives that take as their starting
points reasoning within fixed frames or conditions. These conditions are determined by a
set of concepts agreed upon within our established “logies,” e.g., socio-logy, anthropo-
logy, psycho-logy and above all the philosophy of logic that pervades science, even in
qualitative approaches. These concepts are all parts of a discourse, an established
community of thought and communication that may be called socio-logic, anthropo-logic
and psycho-logic. Embedded within all of these logic-ships are limitations of concepts,
analytical delimitations, and distinctions of central interest. | find, however, that none of
these established “logies” gives sufficient room for elucidating spiritual movements
philosophically.

The central matters in the movements referred to are stories and myths. Stories and
myths are, so to speak, the world of both movements. Worlds like these deserve to be
considered through concepts that belong to such worlds. Since | find that the traditional
logic is insufficient to conceptualise them, | will try to supplement traditional logic with an
epic and mythic approach. By sticking to accepted norms of argumentation, | will try to
combine these three perspectives.

An epic perspective has as its starting point narration, oral traditions, retold stories, and
new ones. This perspective opens up a space for narratives as expressions of wisdom
and creativity that connect what is considered an inner world with the exterior one. Epos is
seen as a source of attending to sensed experiences, even in the process of imparting. A
story may bring forth elements from the song of the muses - elements that may be
perceived as mere noise if considered through logic. While written analytic language may
be located outside sensed experiences and is clearly like an abstraction in this way,
stories give a foundation for perception and sensation that is quite different from analytic
language in general. The narrative perspective opens the space and gives access to what
may be unfinished and incomplete, for contexts at which we have yet to arrive, but that
may be to come.
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A mythic perspective in this context means to take as a starting point the stories about the
great, essential, and existential relations of life, about areas we conceive of as holy, about
concepts of areas that are behind or beyond spoken or written words. The mythic
perspective may also be concerned with the fundamental needs for a sense of security
and freedom from pain, and with asking, prayers, and incantations, and with spiritual
experiences. The epic and the mythic perspectives are, to a certain degree, highly
intertwined.

In the following, | will present understandings of phenomena related to Western thoughts
in general. My arguments may not necessarily be proven, but | find support from Carl G.
Jung. Jung claimed that there are strong empirical reasons for us to cultivate thoughts that
can never be proven, namely because they are known to be useful, in the sense that they
can generate understanding.*

In my steps to analyse what | understand as some kind of spiritual seeking, in the
following discussion, | will lean on different scholars of what | prefer to call epistemology,®
particularly the theorist of communication and mental processes Gregory Bateson.

The Reason of the Heart

Gregory Bateson emphasised the need for developing alternative concepts of rationality.
He was conceptualising what he called the reason of the heart. The expression is picked
from the famous paradoxical sentence by the philosopher Blaise Pascal®: “The heart has
its reasons which the reason does not at all perceive” (Bateson, 1972, p. 139). By claiming
that the heart has its own reason, or rationality, Bateson was indicating that what he here
calls the heart has its own way of thinking, its own rules. Bateson claimed that for the
whole biological world, some special regularity is valid or applicable; it is these regularities
that he calls the reason of the heart. According to Bateson, the reason of the heart covers
all living creatures’ ways of thinking, acting, and decisions. This is the case with the
preverbal and the unconscious, or the primary thought processes, as we know it from our
dreams, hallucinations, and similar experiences, and from poetry and art (Bateson, 1972,

* Discussed in The Soul of man in the article “Approaching the unconscious” (Jung, 1964, p. 72-81).
® Defined as the study of knowledge, it is concerned with following questions: “What are the necessary and
sufficient conditions of knowledge? What are its sources? What is its structure, and what are its limits?”

(Stanford Encyclopedia of Philosophy). Retrieved from http://plato.standford.edu/entries/epistomology

(Accessed 22 November 2007).
® On that matter, Pascal was the arch-rival of the philosopher Descartes (Cogito ergo sum).
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p. 172). In his last works, Bateson further developed his thoughts regarding the reason of
the heart. He contributed here to some new “steps” (Bateson, 2002, p. 193; Bateson &
Bateson, 2005)’ towards a theory about the semantics and syntax of the preverbal
thinking, what this thinking deals with, and how we put signs together in ways that form a
meaningful, coherent context. With regard to the semantics and syntax, Bateson points
out that the reason of the heart always deals with relations, never with things - in other
words, with I-you, but never with I-it relations.

Furthermore, Bateson outlined four conditions that characterise preverbal thinking. First,
there is no time; second, there is no “no” or “not”; third, there is a difference between the
name and the denominated; and, finally, metaphors are used. Metaphors work through
their analogies. Nature itself uses analogies.

However, Western ways of thinking have taken a particular direction with specific
characteristics, which Batson called the Western Hubris (1972, p. 498). Hubris can be
defined as arrogance and overconfidence of a nearly violent character. Bateson defined
the Western Hubris as two tendencies in thinking and experiencing that interfere internally
with each other. One tendency is to think in a determined and business-like fashion; the
other tendency is to think in opposites and polarities. This definition implies that we think
more or less like the following: A leads us to B, which forms the basis for C, which leads to
D, which is the condition for ... and so forth. The problem of this type of thinking is that on
the way, or in steps of the progress, we may experience unintended consequences,
because thinking in parts implies that it is impossible to have an overview. The other
tendency implies that we think of humans contra animals, us contra others, men contra
women, body contra mind, and so on. With a mentality like this, Bateson claims, one
believes that a single entity can stand out from the entirety and control it. In Western
societies, these ways of thinking are like courses we nearly automatically follow, to such a
degree that the ways of thinking even includes our emotions and behaviour, which follow
the same courses (Bateson, 2002).

Differently, the ecological view implies that the mental and the material are connected in
such a way that the mental is immanent in the material. In this connection, it is important
to emphasise how this view must influence our understanding of communication.
Concretely, the mental must have some channels for communication. The mental is not,

" See, for example, the text “The world of mental processes” (Bateson & Bateson, 2005, p. 16).
® The concluding dialogue ”So what?” and the appendix “Time is out of joint” (Bateson & Bateson, 2005, p.
193, 2003) are interesting summaries of the theme.
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however, exclusively located in the brain, but comes into existence when we
communicate, and is both interpersonal and transpersonal (Bateson, 2002, p. 85).

Our current and prevailing mentality involves the pollution of both nature and mind. The
conclusion that follows from the ecological theory of mind and nature is that we must learn
new ways of conceiving and thinking, become open to a different mentality. Another
mentality implies a new sense of circular and recurrent processes, and a sense of the
part-whole-relation. These ways of thinking can rightfully be called a natural mentality
because they are nature’s own mentality (Bateson, 2002, p. 96).°

This search for the reason of the heart, or the understanding of the natural mind, the
natural way of thinking, led to an attempt to formulate a new science, which Bateson and
some of his colleagues in cybernetics called epistemology, in other words, a new theory of
knowledge and understanding. Art and religion may be bridges over the current gap
between preverbal thinking - or the reason of the heart - and conscious thought. There is a
need for alternative concepts of rationality. Maybe in the future we will be more fully able
to be preoccupied with understanding forms of perceiving and thinking that include both
logic, epic, and mythic aspects of relations and communication?

Erich Fromm (1978) went so far as to say that “the physical survival of the human race
depends on a radical change of the human heart” (p. 10). He pointed to the connection
between such a change and living in the mode of being. In an interview, he also once
mentioned that “to reach the mode of being man needs religion” (Fromm, 1977). In the
following, | will focus on religion.

Respect or Neglect

In the following account, | have been inspired by etymology, i.e., the theory of the origin
and derivation of words and their meanings. The word religion is derived from the Latin
verb religere, which means ‘to consider intimately,” or ‘to pay careful attention to
something.’ It is the same verb in negative form that we find in the verb we often use to
refer to a situation to which we are utterly indifferent, when we neglect something, namely,
Latin negligere. From the verb’s positive form, the noun religio is derived. This noun is
known to have a threefold meaning. First, it means the conditions or phenomena that are
regarded as sacred or holy, and therefore ought not to be neglected, but carefully
considered. Second, it refers to the attitude that implies that one considers the sacred

% These are already central themes in Steps to an ecology of mind; see, for example, the Metalogue (Bateson,
1972, p. 38). They are also found most recently in Angels fear; see, for example, the metalogues “It’s not
here” and “So what’s a meta for?” (Bateson & Bateson, 2005, p. 145, 183).
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carefully and the commitment it requires. Third, it means the binding of words and acts
that originate from such a commitment.

To indicate that something is holy is a quality statement regarding what humans are
especially connected to and consequently dependent upon. We may see an etymological
relationship between the word holy and other words, like hole, hollow, hall, halo, hale,
halcyon, and helio - words that may be connected to safety, health, soundness, light,
consecration, peace, happiness, and community. Cult and rituals in primary communities
always had, according to historians, a two-sided function: a defence function and an
integrating one. The former was meant to prevent evil or insecurity, the latter to sustain
safety.'’® Simultaneously, rites deal with fundamental questions of life, fertility, and death,
which are the same themes found in the myths. We see, for example, in all forms of rites
de passage a scheme of three parts: separation, isolation, and restoration. This scheme is
cyclic in relation to the basic concepts of birth/rebirth, life, and death. The cycle of nature
corresponds to the cycle of human life (Eliade, 1995).

Among all known myths, genesis myths seem to be the most basic (Eliade, 1995). These
are called cosmogonic, derived from the Greek gone, which means ‘creation,” and
cosmos, which refers to the inhabitable world. The myths describe how holy powers,
represented primarily by the Great Mother in different forms, made life possible, and how
these powers, together with the mothers and fathers, laid the ground for satisfactory social
life. These themes may vary from place to place and from time to time, repeated in rites of
the year. In this way, we see how macro-cosmos are continuously confirmed and verified
in the micro-cosmos.

The mythical narratives offer reasons for the cults and rites. Scholar of history of religion
Mircea Eliade said that the essential function of these myths is to reveal exemplary
models for all human rituals and all essential human activity - “parliament or marriage,
work or education, art or wisdom” (Eliade, 1975 (1963), p. 8). The myths contain a power
that gives power; they offer knowledge about the connections that are experienced
through ritual retelling and by performing the rituals that the myths are a part of. The cult
is, in this respect, a creative co-contributor, on a micro-level.

The cult was connected to the seasons of the year, to times and days “where the myths
rule,” consequently, holy time, recognised in the word holyday (Eliade, 1995, p. xi).
Through puberty rites, young people experienced in their own bodies the development of
life and society. They learnt to sense.

19 See, for example, “Introduction” (Eliade, 1995, p. ix-xv).
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In the myths, we find a realisation of basic biological patterns, birth, life and death, which
have both an individual aspect and a social aspect. The myths were often sung or
chanted, accompanying the cult. They were bridge-builders between the present and the
future. In other words, they actualised the past, determined the present, and invoked the
future. The cult can be said to be culture’s root, in a dual sense. When old cult traditions
change or disappear, we see that elements of the cult, which include myths, may go on
living on their own, that old cults can be carried on guided by new myths (Pollan,1992)*".

Even in science, we find traces of myths in expressions that refer to genesis and creation,
when we e.g., talk about a pregnant theory or a fruitful perspective. Dance, drama, and
music have developed from different elements of the cult, philosophy and science from the
myths speaking about the world, everything, and everyone’s origin and essence. Thus, the
creative and powerful language of the myths may be the mother of poetry and literature.
When, however, myths are mistaken for mere fantasy, we may ask whether such a
situation is evidence of people having lost the connections to life that the myths
presuppose.

As a psychoanalyst, C. G. Jung was preoccupied with the human psyche as part of nature
and with its unlimited mysteriousness. Due to this, he claimed, we are not able to define
the psyche or nature. Moreover, he pointed out that myths and symbols are of vital
significance; to be able to see phenomena in their right perspective, we need to
understand both the human past and present. He also claimed that myths, consisting of
symbols, have not been devised consciously; they have just happened (Jung, 1964, p.
70). In this respect, | find that Bateson, in his understanding of the rules for pre- and
nonverbal thinking (Bateson, 1972, p. 177), is in line with Jung.

The Need for Mental Wholeness

To understand Jung’s way of thinking, it is important to understand his concept of
archetypes, which he compares with the instincts. Like the instincts, he says, the collective
patterns of thought in the human mentality are innate and inherited, something we are

1 We find an example of how an old cult may be carried on guided by new myths in the Roman-Catholic
mass. Here, the priest acts as an executer of the holy sacrament of the altar, which provides the flesh and
blood of Jesus by means of the words of inauguration, then afterwards re-sacrifices him on the cross to give
the congregation a new life. This ceremony may indeed show that the Catholic Church’s mass and rituals, in

a concrete way, take care of the understanding that the mental, here the sacred, is immanent in the material.
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born with as a heritage. These forms of thought function, when the opportunities are
present, are more or less alike in all of us (Jung, 1964, p. 26). These forms or patterns are
not static, but dynamic factors in psychic processes. The consciousness is just a part of
the psyche. Jung spent his entire life working to understand the unconscious processes.
In his and his successors’ theories, the psychic as a relatively self-regulating system is a
basic understanding. We see that their theories have many traits in common with the
cybernetics. Mental processes are understood as self-corrective life processes.

To be able to understand the unconscious, it is important to have knowledge of
archetypes in myths and art. However, it is not enough, as Jung emphasises, to know the
name of the archetype. The name means little, but how the archetype or symbolism is
connected to the individual is most important. Interpretation of the meaning of an
archetypal pattern has for individuals can be understood only in connection with an
interpretation of the meaning it has in their own individual life processes (Jung, 1964, p.
83). With regard to this understanding, we may find a kind of analogy in Wittgenstein’s
philosophy of language, namely, the understanding that we cannot understand language
without understanding its context (Heaton & Groves, 1994). Similarly, nor can we
understand archetypes except in the context of individuals.

Above, | have given symbolism and myths as universal narratives a central place in the
understanding of human processes of life. They are also patterns of understanding life,
including mental processes. Metaphors and archetypal symbols can be sources of seeing
connections that traditional scientific logics do not enable us to see. For example, how can
we possibly understand concepts like empathy - the ability to be sensitive to others -
within the area of those logics? | find it difficult. In mythical symbolism, on the other hand,
we may find sources of understanding of common experiences that affect us, but are
difficult to express in languages other than the mythical and that of the muses, the
language of metaphors and analogies. Metaphors are sources of insight that may
strengthen our sensitivity to others’ lives. In using our own lives as analogies for others’
lives, we open up possibilities for understanding one another or other things. Bateson
(2005) understood even love in a cybernetic way. Loving another person means to
understand oneself and the other as systems, and consequently, to understand both of us
as a gathered, greater system. In moving into the areas of love, we move into areas where
even angels move with caution (p. 195).

Mainstream cultural dilemmas

Many people today are experiencing a crisis of meaning. | claim that one reason for this
situation is that in Western culture, the understanding of life has been trivialised, which
can be connected to a vulgarising process of our language, exposed as it has been to a
positivistic rationality over the last several centuries. This means that we have been
deprived of a language that enables us to communicate the deepest truths and the most
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fundamental responsibilities. However, as Michael Ende (1983) told us, there are people
who never arrive in the land Fantasia, and there are those who can go there, but remain
there forever. But there are also people who go there and turn back again, and these are
the people who make both worlds healthy. This means that vital sources of knowledge
have been drained in a culture where mythical narratives have been trivialised or erased.

Words that Emerge...

Aided by thoughts conveyed by scholars of different areas, such as history of religion,
analytical psychology, cybernetics, and epistemology, | have tried to allow some spiritual
experiences to be heard. My hope is that this attempt can be a step towards an
awakening of an understanding of human spiritual needs. Such needs should be cared
for. In social science, a logic perspective associated with unbiased rationality would
benefit from interaction with epos and mythos in reflecting upon different aspects of
human life.
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Abstract: In an educational context where ‘STEM’ (Science, Technology, Engineering and
Mathematics) has become a dominant feature of discourse, the status of what may be perceived as
the ‘softer’ subjects has been called into question. In Ireland, Social, Personal and Health
Education (SPHE) constantly competes with the ‘harder’ subjects such as Science and
Mathematics. This paper will explore the status of SPHE in Ireland using current literature and the
results of a research study undertaken with a group of pre-service primary-school teachers.
Informed by the Theory of Planned Behaviour (TPB) (Ajzen 1991; Fishbein and Ajzen 2010), this
study explored the students’ attitudes to, and experiences of, SPHE, prior to commencing their
studies. It follows on from a previous study undertaken with pre-service post-primary teachers
(Mannix McNamara et al. 2012). The research methodology comprises a mixed-methods approach,
incorporating a written survey of students along with a focus group interview. The results of the
study indicate that, despite the increasing number of crisis situations which confront young people,
SPHE and associated subjects are still subordinate to the other ‘harder’ STEM subijects.

Key Words: SPHE, status, TPB, attitudes, experiences

Introduction

Social, Personal and Health Education (SPHE) was introduced into Irish Primary Schools
in 1999 and into Irish Post-Primary Schools in 2000. It was seen as a significant
innovation in Irish education as its advent coincided with social, economic, demographic
and cultural changes occurring in Irish society at that time. While many of the issues
relating to SPHE were previously addressed in schools, very often this was in an
incidental and unstructured manner and as a reaction to a particular incident or event.
There was no core programme or curriculum for health education. In the 1980s and
1990s, increased attention was being accorded to health promotion with the focus on a
proactive rather than a reactive approach to health. The settings based approach to
health promotion was introduced at the first international conference on health promotion
organised by the World Health Organisation in Ottawa in 1986. Since then the spotlight
has been placed on the role of schools in the promotion of healthy habits and lifestyles.
The WHO views school health programmes as a strategic means of preventing important
health risks among young people and of engaging the education sector in efforts to
change the educational, social, economic and political conditions affecting risk (WHO
2013). Yet, despite the efforts of the WHO and the international focus accorded to health
education and health promotion, it would seem that SPHE remains subordinate to other
curricular areas, although there are hard facts in relation to the health and wellbeing of
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children and young people that provide a strong rationale for SPHE to occupy a more
central role in schools.

Rationale

A key concern in relation to the health of young people in Ireland relates to substance use
and, in particular, alcohol. While the 2011 report from the European School Project on
Alcohol and other Drugs (ESPAD) indicates a downward trend in rates for smoking,
alcohol consumption and use of other substances among young people in Ireland, we
cannot be complacent. Fifty per cent of young people aged 16 and under are presented
as having consumed alcohol in the previous 30 days (Hibell et al. 2012). The My World
survey, a study of Youth Mental Health in Ireland, demonstrates significant links between
alcohol consumption and mental health problems in young people (Dooley and Fitzgerald
2012). Bullying and in particular cyberbullying is another significant threat to mental
health among young people. O’Neill and Dinh (2013), report that 23% of 9-16 year olds in
Ireland have experienced bullying, either online or offline. Young people are very aware of
the importance of positive mental and emotional health as evidenced in the research of
O’Higgins et al (2007) and Roe (2010). In relation to the sexual health of young people,
Mayock, Kitching and Morgan (2007) indicate that the age of first sexual encounters has
dropped and this brings a number of attendant problems. Research indicates that young
people are more likely to engage in risky sexual behaviour (Layte et al. 2006) and that
early sexual behaviour can generate feelings of regret and distress (UNICEF 2011).
Teenage pregnancy also carries increased risk to both mother and baby including high
blood pressure, obstetric complications and low birth weight (Fullerton 2004). The physical
health of children is Ireland is also a cause of concern according to the Growing Up in
Ireland (GUI) study which indicates that 26% of 9-year old children in Ireland have a
raised BMI. Of these 19% are defined as overweight and 7% as obese (Layte and
McCrory 2011).

These facts are familiar to the Irish population and are likely to resonate internationally
also. It is when they become acute that the role of the school and the curriculum is placed
under particular scrutiny, with SPHE being accorded specific focus. However, the focus
generally tends to be temporary with SPHE being viewed mainly as a ‘soft’ subject in
comparison with other curricular areas.

Status of SPHE

There are a number of possible reasons as to why SPHE may be viewed as a ‘soft’
subject. In recent years, there has been an increased focus on Literacy and Numeracy in
the Irish curriculum and this has tended to compromise the status of SPHE. In addition,
there is very little formal time allocated to SPHE: 30 minutes per week of discrete time
allocated at primary level and one class of approximately 45 minutes per week at post-
primary level up to third year. This formal time is viewed as a starting point for SPHE with
an expectation that the health messages are integrated into other curricular areas and into

19



the informal aspects of the school day also. However, in practice, the primary focus
remains on the classroom subject rather than on a broader context and on the ethos of the
healthy school environment (Mannix McNamara et al., 2012). In addition, the fact that
there is no formal curriculum for SPHE for Senior Level in the post-primary school, allied
to an arbitrary approach to implementation, further compromises the status and visibility of
the subject. SPHE is not an examination subject and thus is constantly competing with
subjects that are examined and generally losing out in the struggle. Research shows that
the provision of SPHE decreases proportionally to the proximity of examinations (Geary
and Mannix McNamara 2003; NicGabhainn, O’Higgins and Barry 2010). Teacher
confidence in addressing some of the more sensitive areas of SPHE such as
Relationships and Sexuality Education (RSE) tends to vary and this affects status and
implementation (DES 2009; Roe 2010; NicGabhainn, O’Higgins and Barry 2010). Also, at
post-primary level there are issues relating to teacher capacity in this area with many
teachers providing SPHE as an addition to their ‘main’ subjects. It is not mandatory in
Ireland for post-primary teachers to have a defined qualification in SPHE. (At primary
level, this situation does not prevail as SPHE is a designated part of the Bachelor of
Education programme). All of these issues compromise the status of SPHE with the result
that many teachers avoid teaching SPHE for this reason (Burtenshaw 2003).

The problems associated with the status and implementation of SPHE is not confined to
the Irish context. In France studies have found that schools tended to set a low priority
on Health Education and school participation in health promotion initiatives does not mean
that all teachers will sign up to it (Jourdan et al. 2011). Therefore implementation
becomes problematic. Paulus (2005) states that current debate in Germany in relation to
policy and pedagogy in reforming and improving schools are notably lacking in references
to health promotion. However, Paulus argues that the overall target of health promoting
schools is the improvement of educational quality. He concluded that health should not be
seen as an additional theme that schools have to deal with. In the United States the
Social Health Policies and Programs Study (SHPPS) demonstrated that while positive
changes in relation to health education were identified at state and district level, this did
not necessarily translate into implementation (Kann, Brener, and Wechsler 2007). Samdal
(1999) observed that of the Core Curriculum in Norway, a significant feature that relates to
Health Promotion is the choices that the school and the students make. She also
observed that concrete action was regarded as being difficult to initiate. The issue of
choice of the school is borne out by more recent research undertaken by Tjomsland et al.
(2009). They observe that the development of healthy policies and practices seems to
depend primarily on the principals’ and teachers’ motivation and the perceived need for
such practices in schools.

The research project presented in this paper examines the impact of varied
implementation of SPHE at primary and post-primary levels on the attitudes and
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experiences of incoming pre-service primary school teachers. This project is a
continuation and development of a project undertaken by Mannix McNamara et al. with
pre-service post-primary teachers in 2010 and published in 2012.

Theoretical Framework which informed the Research

The Theory of Planned Behaviour (TPB) (Ajzen 1991, Fishbein and Ajzen 2010) (Figure 1)
informed the design of this project. This framework also underpinned the preceding
research by Mannix McNamara et al. (2012). This theory has emerged as one of the most
popular frameworks for understanding the relationships of beliefs, attitudes, social norms
and perceived behavioural control with intention to perform behaviour. This is important
as a generally favourable disposition towards a situation does not suffice as a predictor of
behaviour (Ajzen 1991). In the case of SPHE, it is unlikely that the importance of
addressing child health issues will encounter a dissenting voice, but this does not
necessarily translate into implementation. NicGabhainn, O’Higgins and Barry (2010)
observe that for curriculum change to be successfully established, more is required than
mandatory statements of intention. The TPB demonstrates the complex relationships
between intent and behaviour. It is thought that the more favourable the attitude and
subjective norm, and the greater the perceived control, the stronger the intention to
perform a specific behaviour, in the current context, the teaching of SPHE. There is
empirical support for the use of the TPB in understanding, predicting and changing a
variety of social, health and lifestyle behaviours (Fishbein and Ajzen 2010) There is also
an increasing evidence base supporting its use in predicting professional behaviour of
health professionals and teachers, including student teachers (Smarkola 2008; Coté et
al. 2012, Mannix McNamara et al. 2012).

Allitude
Toward

Behaviour

Subjective
| Norm

Percenved
Behavioural

control

Intention Behawour

Figure 1: Theory of Planned Behaviour (Ajzen 1991)
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Methodology

The study used a mixed-methods approach incorporating a questionnaire and a focus
group interview with students. It was approved by the Mary Immaculate College Research
Ethics Committee (MIREC) and was undertaken in September/October 2012. The
guestionnaire followed that of the previous study and thus consisted of similar, though not
identical questions. The first two questions related to general details (gender and age).
Questions three and four related to the students’ understanding of the acronym SPHE and
their previous experience of the area. Question five was presented as a series of
statements, with the respondents asked to respond using a Likert scale. A qualitative
dimension was incorporated here, with space being provided for respondents to elaborate
on their answers. Question six required the students to rank the areas taught in SPHE at
post-primary level according to importance. Question seven asked if all the areas were
addressed in the students’ experiences of SPHE and a space was provided to outline the
areas not addressed. Question eight asked the students if they had recommendations for
the future development of SPHE. This question required a wholly qualitative response.
Question nine asked the students to rate their overall experience of SPHE to date using a
Likert scale, again with space provided to qualify the response. Question ten invited the
students to provide additional comments.

The questionnaire was piloted among 20 first year Bachelor of Education (B.Ed) students
who did not take part in the study. These students were asked to respond to questions
relating to the length of the survey, clarity of the instructions, clarity of the questions and
sequencing of the questions. The pilot phase indicated ambiguity in Question six where
students were asked to rank the various SPHE areas in terms of importance. While the
wording of this question was amended, twenty-five respondents still misinterpreted it in the
actual study and their responses had to be disregarded. The survey was administered to
200 1% year B.Ed students in class on September 10" 2012. These students had not yet
experienced SPHE or related areas at college level.

Survey Findings

A total of 165 students completed the survey. Some students were not over the age of 18
years and would have required parental permission to participate. Other declined the
invitation to participate. Of the respondents 74% were female and 26% were male. Ninety
per cent of the respondents were aged 18-19 years with the remainder aged 20 years or
over. Both the gender and age profiles mirror those of the typical 1% year B.Ed cohort.

Just over half of the respondents (52%) indicated that they had experience of SPHE at

both primary and post-primary levels, 39% indicated that they had experience of SPHE at

post-primary levels only, with 4% indicating that they had experience at primary level only.

Only 5% indicated that they had not had any previous experience of SPHE. There were

no significant differences in findings for gender, however, the 18-19 year olds were more

likely to report that they had some experience of SPHE at primary and/or post primary
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levels compared to those aged 20 and over (chi-square 77.795, p<0.000). (See Table 1
next p.).

Previous Experience of SPHE (26)
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Table 1: Students’ previous experience of SPHE

Students were asked to write down what the acronym SPHE meant. Forty-six per cent
provided a correct answer while 54% provided an incorrect answer. There were no
significant differences linked to gender or age profile. A similar profile was found in the
previous research: 44:56 (Mannix McNamara et al. 2012). In relation to students’ attitudes
towards SPHE, participants were asked to provide their level of agreement to a number of

statements. Table 2 displays the findings in this section with the most frequent response
shaded. Percentages have been rounded to the nearest integer.
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Statement N Strongly Unsure | Disagree | Strongly

Agree (%) (%) Disagree
(%) (%)

| am interested in SPHE 163 8 17 7 0

| enjoyed SPHE at school 159 13 12 12 0.5

| believe that SPHE is a 165 24 13 2 0

relevant curricular area

| learned a lot from the SPHE | 161 4
class

27

SPHE was taught very well in | 150 4
my primary school

SPHE was taught very well in | 159 5
my post-primary school

There was a whole school 152 2
approach to teaching SPHE
in my primary school

There was a whole-school 156 5
approach to teaching SPHE
in my post-primary school

| believe that SPHE is 165 30
beneficial for students

The fact that there is no exam | 162 29
in SPHE at post-primary level
is an advantage to the subject

SPHE should be mandatory 162 15
in schools to Leaving
Certificate level

I look forward to teaching 165 22
SPHE on leaving college

Table 2: Students’ attitudes towards SPHE

There were some significant gender differences. Female students were more likely to
agree that they were interested in SPHE (chi square= 16.453, p<0.000), that they had
learnt a lot from the SPHE class (chi square = 9.370, p<0.01), that SPHE had been taught
very well in primary school (chi square = 6.077, p<0.05), that there had been a whole
school approach to SPHE in primary school (chi square = 7.648, p< 0.05) that having no
exam in SPHE at post-primary level was an advantage to the subject (chi square 9.574,
p<0.01), and that SPHE should be mandatory in schools up to Leaving Certificate level
(chi square 7.543, p<0.05). It should be noted that the responses to “I learned a lot from
the SPHE class” are a little misleading and should not necessarily be construed as
positive as the combination of responses for ‘strongly agreed/agreed’ and
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‘disagreed/strongly disagreed’ are identical at 38%.There were no significant age profile
differences.

Students were provided with an opportunity to comment on this answer if they so wished,;
six students did so. These comments are displayed in the text box:

e | think SPHE should continue until LC [Leaving Certificate] as this is the important time
when people are moving away to College so they need to be as informed as they can be

e | went to an all-boys school, we were taught SPHE until JC [Junior Certificate], we only had
one class a week and to be honest, both teachers and students didn’t give enough
attention to the subject in my opinion

e More focus on physical health

e Often teachers would only skim the RSE [Relationships and Sexuality] classes of the
course while focusing on physical fithess and health

e Should be compulsory at post primary level

e Sometimes teachers find it difficult to talk about certain subjects such as sexual education
as they are not confident enough themselves

Students were asked to rank ten different curricular aspects of SPHE in the order of what
they perceived to be the most important (1) to least important (10). The focus was on the
areas addressed at post-primary level. Of the respondents, 25 did not answer the
guestion correctly and these were not included in the analysis (N=140). Table 3 outlines
the perceived importance of the different curricular areas:

SPHE aspect Proportion that Proportion that
ranked in top 3 ranked in bottom 3
(1,2, or 3) (8,9 0r 10)

Emotional Health 55% 15%

Belonging and 38% 29%

Integrating

Physical Health 37% 22%

Personal safety 34% 26%

Relationships and 31% 20%

Sexuality Education

Substance Use 25% 38%

Influences and 23% 37%

Decisions

Communications skills | 23% 34%

Friendship 22% 30%

Self-management: A 14% 46%

Sense of Purpose

Table 3: Perceived Importance of the Different Curricular Areas
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The table shows that Emotional Health was the highest ranked aspect (mirroring research
by O’Higgins et al. 2007), while Self-Management: A Sense of Purpose was the lowest
ranked aspect of SPHE. Interestingly this area was identified as the area that they
encountered least frequently (See below). When asked if all areas had been addressed in
the SPHE curriculum, 53% responded YES, while 47% responded NO. The students, who
answered NO, were asked to list the areas that had not been covered; these are listed in
Table 4 in order from the most frequent to the least frequent reply:

SPHE ASPECT Frequency (N)
Self-management: A Sense of Purpose | 33
Communications skills 24
Personal safety 22
Belonging and Integrating 15
Emotional Health 14
Substance Use 10
Influences and Decisions 9
Relationships and Sexuality Education | 5
Friendship 5
Physical Health 5

Table 4: Aspects of SPHE not addressed in Post-primary School

The penultimate question asked respondents to rate their overall level of satisfaction with
their SPHE experiences to date, with 155 responses to this question. A small proportion
(8.4%) responded that it had been unsatisfactory while most rated this as satisfactory.
Table 5 displays these findings:
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Overall rating of SPHE experience
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Table 5: Overall rating of SPHE experience

Twenty-nine students (18%) provided a qualitative response to this question. The
comments related mainly to post-primary experiences and frequency of classes. Students
acknowledged the importance of the area but in many cases commented on the lack of
emphasis and visibility and insufficient time allocation.

At the end of the survey, students were asked to add comments if they wished to do so.
Seventeen students (approximately 10% of the sample) did so. Four students observed
that they had never experienced SPHE, with one respondent stating, “/ believe it to be an
important aspect of education to create a social being. | was not fortunate enough to
benefit from this when | was in school”. Most of the other comments reiterated the themes
from the other open questions.

Focus Group Findings

Five 1* Year B.Ed students participated in the focus group interview. All were female and
aged 18-19 years. All reported having had some experience of SPHE in both primary and
post-primary school. Interestingly, the researchers found recruitment for this aspect of
the research difficult, with students reluctant to volunteer. This may be due to the impact
of social norms on behavioural intent as outlined in the Theory of Planned Behaviour
(Ajzen 1991).
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Focus group participants were invited to provide their views on SPHE. In the main, they
remembered very little from SPHE in primary school. One student stated: “a few teachers
just rushed past it...mostly we focussed on Maths and English...” Their memories
included talking about relationships, diversity of families, bullying and having a talk about
Relationships and Sexuality Education (RSE). The participants recalled more memories
from SPHE in post-primary school. In terms of content, they remembered covering body
image, eating disorders, bullying, hygiene, relationships, RSE and drugs education.
Looking back, they felt that the content of SPHE was relevant to their age at the time, but
they also felt that “a /ot of it was common sense”

While all agreed that SPHE had been on offer in 1%, 2" and 3" Year, four of the five
students did not always have SPHE when it was scheduled. Most of the participants felt
that the SPHE class was interesting, with one participant stating: “it was kind of a nice
break from the other stuff we were doing”. In general, the participants felt that the teachers
were interested in teaching SPHE. When asked what they felt was the most important
aspect of SPHE, most participants stated bullying. When asked what they liked least
about SPHE, the teaching and learning methodology they had experienced was brought
up by the participants with most agreeing that the teaching and learning methodology had
been passive: “books and worksheets”; “we were just given sheets and you'd read them’
“you don’t want to be reading the text book...you’d rather join in a conversation...” Two
participants commented on a lack of structure of the SPHE programme they had
experienced; with one participant stating, “you could be doing one thing one week and go
on to the next thing the following week.” The students were also asked to provide
recommendations for SPHE and these will be included in the final section of this paper.

i

Participants were asked to share their feelings about teaching SPHE in primary schools,
and it was evident that they had some concern about this. Three students referred to the
view that they had not experienced effective teaching of SPHE themselves, which
impacted on their own confidence and ability to teach. One participant stated, “it’s going to
be hard to teach SPHE when you haven't been taught it properly yourself” with another
saying, “you don't really know what you're supposed to teach...”. Other concerns included
how to address bullying, and how to keep everyone in the class interested in the topic.

Discussion

In applying the TPB to the research, it is evident that the majority of students surveyed are
favourably disposed towards SPHE, with 84% indicating their belief in the relevance of
SPHE, and 91% in its importance. This is reflected in national research (Roe 2010).
However, responses relating to the extent of learning varied considerably, with 62%
indicating either uncertainty in relation to extent of learning or disagreement that a lot was
learned. This is bound to equate negatively with current and future subjective norms, as
SPHE may be relegated in favour of other more quantifiable outcomes. This became
more evident in the qualitative dimension of this research. The fact that SPHE is not seen
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as ‘cool’ also impacts significantly upon subjective norms. One participant in the focus
group noted that “at the time we probably thought that you were too cool for it...you were
able for something more”. The fact that many of the students were critical of the
methodology in use at post primary level, demonstrating little experience of activity-based
methodology is also likely to impact on their own subjective norms. In relation to
perceived behavioural control, it was difficult to assess this at this point of the careers of
these students as they were just commencing their ITE. In the quantitative part of the
research, 78% of the students either agreed or strongly agreed with the statement that
they looked forward to teaching SPHE upon leaving college. However, this statement
does not, as it stands, factor in the elements of subjective norms or of perceived
behavioural control of the newly qualified teacher when finding himself/herself in a
particular school context. A newly qualified teacher may enter the school with positive
attitudes towards SPHE, but if the norms in relation to SPHE within the school are
negative, for example, if SPHE is marginalised in favour of other subjects, this is bound to
impact on his/her plans to implement the subject. Leadership in the school is a significant
variable here. Another variable is the response of the children. One student perceived
that the topic could be unpredictable in the class room: “you can’t really plan what you do
in class...it depends on if they respond or not”. Ajzen (1991) observes that intervening
events may produce changes in intentions or in perceptions of behavioural control, with
the effect that the original measures of these variables no longer permit accurate
prediction of behaviour. The qualitative dimension of the research again allowed for this
variable to become more evident. Teacher confidence emerged as a barrier to perceived
behavioural control, particularly in the area of RSE. This issue emerges consistently in
existing research. A comment from one of the students in the focus group accurately
summarises the facilitators of perceived behavioural control:

On teaching SPHE, one needs confidence, knowledge and also the where-with-all
to understand the frailty of the situation. These [are] skills we need to obtain.

Conclusion

This research has demonstrated a number of positive indicators in relation to SPHE, in
terms of levels of interest and the importance that the students place upon SPHE.
However, the fact that a significant amount of students indicated that the subject was not
well taught in their schools at both primary and post-primary level is a source of concern.
All of the issues which compromised the status of SPHE as outlined at the beginning of
this article were reiterated by the comments of the students in this research. Few
teachers will dispute the importance of SPHE, yet this acknowledgement is not
necessarily reflected in their practice. Yet, it is too facile to limit criticism to the activities of
individual schools. A concerted effort at national as well as local level to implement SPHE
effectively needs to be put in place. Many factors compromise teachers’ own perceived
behavioural control in relation to implementing SPHE. These include: little designated
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time on the school timetable, constant competition with exam subjects at post-primary
level, currently no SPHE programme at Senior Cycle of post-primary school, the sensitive
and potentially controversial nature of some of the material which renders it difficult to
teach despite the anomaly that SPHE, unlike most of its counterparts, does not require a
formal qualification at post-primary level in order to teach it.

Recommendations

This research vyielded a number of recommendations for future planning and
implementation of SPHE. Many of these were articulated by the students themselves.
The main recommendations can be placed within a number of themes:

Recognition of the subject

The issue of rendering SPHE an examination subject in order to increase recognition was
mentioned by a number of students, although interestingly there was not consensus about
this. Some considered that the subject may be viewed more seriously if there was an
exam at the end but others considered that the subject did not really lend itself to being
examined. A potential compromise to this dichotomy of opinion may be viewed in the
research of NicGabhainn, O’Higgins and Barry (2010) who recommend the inclusion of
SPHE on individual student reports to parents and more broadly the consideration of the
quality of SPHE provision in school inspection reports. This is being addressed by the
Department of Education and Skills with SPHE being placed under the spotlight in school
inspections at both primary and post-primary level.

Importance of mental/emotional health

In terms of subject content, the main recommendation focussed upon mental and
emotional health. In this context, students emphasised the importance of stress
management skills, particularly around exam time. They also highlighted the importance
of positive relationships, combatting bullying and the role of Relationships and Sexuality
Education (RSE).

Methodology

Students acknowledged the need for activity-based approaches to SPHE and the use of
drama and role play to explore various issues. They also considered that video clips were
helpful in this regard. They appreciated the importance of discussion and of having a
conversation instead of depending on textbooks and worksheets. Project work was also
seen as a useful approach. The role of the guest speaker was seen to be useful “from
time to time to highlight particular issues”.

Structure
Students demonstrated understanding of the need for a flexible approach to cater for the
diversity of needs and interests among students. They stated that planning should be on
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this basis and not on the contents of a text book. However, they emphasised that a
structured approach to SPHE should be in evidence in schools.

Extension of the programme to the Senior Cycle at post-primary school

While students may have disagreed about whether or not SPHE should be an exam
subject, most emphasised that SPHE should be extended to Senior Cycle and rendered
compulsory. One student considered that if SPHE were to be extended to the Senior
Cycle, students would be more mature and thus capable of a greater understanding of the
subject.

Additional Recommendations
A number of other recommendations merit inclusion here although they were not stated
explicitly by the students:

SPHE Co-ordinator in Schools

Research demonstrates that schools with an SPHE co-ordinator are likely to be more
successful in terms of sustained implementation (DES 2009; NicGabhainn, O’Higgins and
Barry 2010). This recommendation has been reiterated in recent report from the Chief
Inspector of Schools (2013). The role of the co-ordinator should encompass the efficient
use and preservation of the time allocated to SPHE, the identification of possibilities for
integration with other curricular areas, the promotion of a whole-school approach, and
engagement with the home and community.

Teacher Confidence and Capacity

There needs to be more acknowledgements of teachers’ needs when implementing
SPHE, particularly in the context of the challenging nature of some of the material. Some
material may be omitted due to teachers’ lack of confidence in addressing the more
complex and sensitive issues which feature in the SPHE curriculum. Allied to this, there
needs to be a mandatory requirement of recognised qualifications for the teaching of
SPHE at post-primary level so that future teachers feel equipped to address this area.

The implementation of these recommendations is likely to impact on attitudes and
subjective norms thus increasing perceived behavioural control and in turn enhancing the
likelihood of increased status and implementation of SPHE in the future.
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Abstract: This essay aims to demonstrate the potential of literary text for promoting intercultural
communicative competence in foreign language teaching. While literary education is often
considered irrelevant nowadays, intercultural competence (or plurilingual and pluricultural
competence, as it is described in the Common European Framework of Reference for Languages -
CEFR) is the organizing principle of language curricula. However, the reading of literature
presupposes the same kind of skills involved in intercultural competence, the same dialogic
strategy, the same openness to alterity, the same tolerance of indetermination. Critical intercultural
awareness is more than just the action-oriented approach seen in the CEFR; it is something that
presupposes the ability to deal with more complex demands while maintaining a creative strength
that should not be underestimated by any teaching. Literature - that intercultural text, par
excellence — constitutes a useful methodological resource for intercultural competence that involve
on-line communication, as well as new information and communication technologies.

Key words: intercultural pedagogics, intercultural communicative competence

Literature and Foreign Language Teaching: the background

Literature’s place in foreign language teaching is the product of the complex relationship
between theoretical or educational paradigms and social interests, ideological beliefs and
the cultural trends of the particular time. The teaching of literature within this context has
led to different approaches, which have ranged from the practical to the more educational.
Sometimes the literary text has been given a secondary role, while on others its
importance has been highlighted, as | have had the opportunity to demonstrate previously
(2003).

The use of literature in foreign language teaching and learning can be traced back to the
first grammar translation method in the late 19th century, where students’ main task was
to translate literary texts into their mother tongue. Despite the advantages of such an
exercise, it is no longer possible to attain the same high degree of consensus regarding
textual corpus and literary education, as many scholars have come to recognise.
According to Gerald Graff, this was only possible because many students were excluded
from higher education and “the coherence of the old college curriculum reflected a
consensus that Greek, Latin and Christianity, and respectable upper-class social values
were the foundations of good education” (Graff 2007, viii).

Inspired by the old methods of teaching Latin and Greek, the first grammar translation
method consisted mainly of the translation of texts that were carefully chosen to exemplify
great gestures of abnegation and certain kinds of citations that went well with these moral
standards, whilst serving the purpose of the linguistic models to be acquired.
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After this, language teaching has followed a more practical emphasis, with approaches
such as the direct method, audio-visual method and the initial years of the communicative
approach, and humanistic education fell into disuse. It was in the late 1990s that the
communicative approach gained a new interest in literature. Currently, it is not only
functional or utilitarian aspects but also ethical ones that are a pre-requisite in so-called
intercultural pedagogy or the hermeneutic of alterity (Bredella 2010).

Although literature has never disappeared completely from language courses, such are
the doubts regarding its role that detractors point to a variety of reasons for its non-
inclusion: it would be elitist; as an imperialist aspect of the culture, it would be off-putting
for students; it would give a false impression of the day-to-day reality of the language and
corresponding foreign culture, with these types of texts easily being replaced by others
that better match the aims of the language programme.

Such a view is likely to have been influenced by the work of Bourdieu in the 1960s, which
showed that the teaching of literature perpetuated inequalities at school. The social
devaluation of literature, has led to a number of effects, such as literary programmes
being academically marginalised and annexed to cultural studies. If, like Aguiar and Silva
believe, this situation is influenced by a challenge to institutionalised academic power, it
also demonstrates a certain intellectual, social and political malaise (Aguiar and Silva
2007, 21).

Clearly influenced by Bourdieu, the work of John Guillory (1993) focusses on the issue of
literary education as cultural capital unvalued by a technocratic society. If we use this
logic, foreign languages should be concerned solely with pragmatic, day-to-day
communication and that for specific purposes, where literary text is unlikely to figure.

However, Gerald Graff, who also illustrates the rise and fall of literature in university
programmes, takes a more positive view when he emphasises that the reason for this
decline is as much the fault of teachers and educators failing to demonstrate the validity of
their work to the public at large as it is the incoherence of literary education itself (2007,
xii). This argument highlights two important points: which culture or literature to choose
and what method should be employed to deal with them in a foreign language classroom.

Choosing materials and methodology

The cultural debate in foreign language teaching is far from consensual, while concerns
regarding functional communication mean that schoolbooks not only give priority to
practical texts that focus on day-to-day cultural behaviour (what Robert Galisson calls
minimalist - 1991, 114), but also commonly deal with them in a non-systematic fashion
using the following methods: 1) the Frankenstein approach, made up of traditional
phenomena and aspects that are detached from the didactic continuum (a fado here, a
vira dance there, a bullfight here, a caldo verde soup there); 2) the 4 Fs approach (folk,
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festivals, foods and statistical facts); 3) the tourist circuit approach, focussing on places
and monuments; 4) the “by the way” approach, which consists of sporadic reading to
demonstrate differences in behaviour (Hadley 2001).

If it is no longer possible to achieve the consensus of the 1960s in relation to what culture
and literature should be taught (which was due mainly to the fact that most of the
population were detached from education), and if there is some truth in the belief that the
implicit cultural aspects necessary for communication are more closely bound up with the
culture of the masses rather than to “culture”, per se (in other words, connected to the rest
of human life and not only the best of human life), then one has to consider that focussing
all content on the everyday elements may not be enough. This option may well be
demotivating for the learners, who have to deal with trivial situations similar to those they
encounter in their daily lives.

On the contrary, this difference removes a person from their daily existence, as pointed
out by Galisson (1997, 147), “opening up the possibility of the possible, making the
strange familiar, broadening the individual’s horizons» (id, 145). Iser uses the same logic
when he refers to the potential of contact with alterity as a means of overcoming the
confines of space and time (1996, 298).

This is why young people should be given the opportunity to transcend their environment
and the time they live in via contact with other lives from another time and place. If the
annulment of history is the annulment of self (Meschonnic), so is the annulment of alterity,
because the | is defined in relation to the Other.

One also has to bear in mind that the value of a text may be disproportionate to the
attention it is given in a language class, raising the issue that the text should be worthy of
the time dedicated to it. The use of literature in a foreign language class boasts a number
of advantages, which | will list.

Linguistically-speaking, literature is porous, according to Bronckart (1997), which means
that it offers a wide variety of textual genre that involve different styles, tones and levels of
difficulty. This means it is worth using when learning a language at any stage, not only
reserved for the highest levels, which has been common practice. Many literary texts
possess great linguistic simplicity, making them suitable for all levels.

There are also communicative and methodological advantages to using literary texts:
because they are open to a wide range of different interpretations and reactions, these
multiple aspects can encourage genuine interaction, which is very difficult to achieve
within the confines of the classroom. Effective foreign language teaching creates
situations where authentic communication and expressions occur and literary text can
easily provide real interaction in the classroom. Verbalising experience and experiencing
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words encourages real communication to talk about texts and the relationship we
establish with them, which has much to do with the equally important aspect of motivation.

From this perspective, it has to be said that literary texts have an effect on their readers
because they are not trivial. If carefully chosen, they provide common themes that
encourage interaction between people from different cultures and stimulate reflection.
Literature helps balance the acquisition of fluency and linguistic skill; however, most of all,
when it regains its place in the classroom, so too do the aesthetic and emotional aspects
of the language or what Susan Sontag calls “erotic of art” (1990, 7).

The danger of interpretation becoming a mere ritual, and making no sense to students, is
greater when communication with the text is reduced to applying theoretical principles and
identifying objective features of the text. This overly technical approach or gratuitous use
of theoretical tools often impedes real communication with the work in question. Literature
is only relevant to the extent it matters to its readers and involves them.

In terms of intercultural education and citizenship, literary texts have the added advantage
of being anti-dogmatic and non-judgemental. Here, they differ from the more focussed
cultural discourses and those related to civic education. As demonstrated by
deconstructionist philosophers, and Geoffrey Hartman in particular, the very notion of non-
determination so characteristic of literary work, is essentially anti-dogmatic. It is here that
he believes literature is superior to the cultural discourse that views culture as something
instrumental, i.e., as means of social education. In contrast, the literary text is unbiased
and does not offer single, moralist solutions or the use of words for a particular purpose
(Hartman, 1997, 63).

Intercultural communicative competence as the general goal

In the Common European Framework of Reference for Languages (CEFR), which was
published by the European Council (2001), in the areas of plurilingualism and
pluriculturalism, the “learning to be” and “learning to live together” dimensions are a
concern.

To this end, plurilingual and pluricultural competence is defined in the CEFR as the ability
to use various languages to communicate at different levels, as well as having varied
experience of a number of cultures, which includes an educational dimension:

It can be claimed, moreover, that while the knowledge of one foreign language and culture
does not always lead to going beyond what may be ethnocentric in relation to the ‘native’
language and culture, and may even have the opposite effect (it is not uncommon for the
learning of one language and contact with one foreign culture to reinforce stereotypes and
preconceived ideas rather than reduce them), a knowledge of several languages is more
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likely to achieve this, while at the same time enriching the potential for learning. (European
Council 2001, 134).

An intercultural emphasis is justified to broaden horizons and achieve objectives related to
the pursuit of tolerance of what is different and why the Other acts in a particular way,
including such concepts as “intercultural competence”, “intercultural communicative
competence” or “intercultural critical awareness” (Byram 2009).

Here, | will not focus on whether or not the CEFR is able to conciliate a practical approach
- training communicative skills, as described in chapter 2 of the document, and which
presupposes undertaking communicative tasks in a variety of social situations (merely
functional communication) — with the educational and civic dimension, as stated in chapter
1

To promote methods of modern language teaching which will strengthen independence of
thought, judgement and action, combined with social skills and responsibility. (European
Council 2001, 4)

For example, if we think about the different cultures within a culture, such as those
connected to age and professional groups, we can say that all communication is
intercultural communication and if we accept that, if communication is about not
presuming, then teaching literature should be the teaching of alterity. In addition to this,
the literary text establishes multiple dialogic links with other texts (literary or otherwise)
from other times and places and other ways of explaining the world with its social conflicts
or designs, making the literary text an intercultural text, par excellence. However, literature
seems to be absent from proposals that intend to best develop intercultural
communicative competence (ICC), as well as being missing from the majority of
educational debates.

In recent years, there have been practical proposals with viable and interesting
frameworks for basing teaching on cultural themes, whilst fostering ICC.

One | find particularly interesting is the one developed by Holliday, Hyde and Kullman in
Intercultural Communication (2010), which brings together theoretical reflection, thoughtful
tasks and illustrative materials on three major themes: “identity”, “othering” and
“representation”. These three major themes can serve as the basis for designing a
framework for the development of ICC. The first one explores how people construct their
own identities. The second looks in more detail at the forces which prevent people from
seeing others as they really are, assuming that all emphasis should be on understanding
the self rather than in essentialist categories of the other. The last theme of
“representation” takes a macro view of how society constructs cultural representations,
paying special attention to the figures of foreigner or refugee. However, this proposal
scarcely covers the cognitive, procedural and experiential skills (knowing how to do and to
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know how to react and adapt on the basis of previous knowledge) and ignores literary
texts completely.

If what has been said thus far is the starting point for emphasising the importance of
literature in the foreign language classroom, both in terms of developing communication
skills and individual education, what remains is outlining the best way to achieve these two
aims.

Overcoming some difficulties

Teaching effective communication with literary texts is no straightforward task for a
teacher. | will illustrate this with two examples | observed when undertaking a previous
empirical study (2003).

The first issue has to do with the classroom situation transforming normal literary
communication, which is free and devoid of consequences (normally, the decision to read
a poem or novel is made by the reader, who does not have to do anything after reading),
into a social act regulated by conventions, where students have to prove themselves
academically and sincerity is not always easy.

As such, our students apply their contextual knowledge (essentially about authors, trends,
stylistic features and theoretical tools) without becoming involved, without making any
personal assessment or relating to the text in any way; in other words, without really
communicating with it. However, it is possible to help them give personal value to the text,
as | have already suggested elsewhere (2010, 78-79).

The second issue has to do with irritability regarding the alterity (otherness) of the work
that impedes good communication. Literature is verbal language that, when being
decoded, involves knowledge of the language it is written in; however, lacking that
knowledge is often not the main communicative obstacle. The irritation that foreign and
even native students can feel towards literature can lead to rejection.

However, if the fact that literary text being different can be a problem for a certain kind of
very literal, symbolism-averse reader, it is also a good starting point. Indeed, | am
convinced that repeated contact with difference, alterity or the relationship established
with the Other (other words, other expressions or other worlds) boast great pedagogical
potential.

In the words of Geoffrey Hartman (borrowed from German communication theory, where
the importance of consensus pits Habermas against Lyotard), literature is a non-
communicative provocation (Hartman 1997, 131) and the non-determination, openness to
uncertainty and acceptance of ambiguity required when reading literary works, if of
undeniable pedagogical value when it comes to contact between cultures and the
mediation of conflict that is given such importance in foreign language teaching nowadays,
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are not always so well accepted when students want certainties, exact guidance and
interpretive solutions. Literature plays an undeniably pedagogical role as it forces the
reader, not only to deal with uncertainty, but also to make a judgement that is free of
constraints and an awareness that can be used in other contexts, as so well illustrated by
the work of Martha Nussbaum (see 2010, in particular).

Choose your route’ (s) through literature(s) in language class

In order to achieve this educational objective and cumulatively be able to improve
communicative skills, methodologically-speaking, it is necessary to create situations that
not only facilitate the student's personal response but that constitute genuine
communication and not just academic exercises.

In a foreign language class or multicultural class, literary work should be undertaken
focussing on the language of the text itself, and not confused with the task of explaining
the text, based on a history of literature and theories of literary text. This traditional
exercise should be replaced by reading.

Lyrical forms can be a vehicle for learning language, involving the exploration of graphic
aspects, such as spatial elements and punctuation, acoustic, morphosyntatic and
semantic elements, as well as connotations. Lyrical text, when taking forms that are often
found in common language and part of a country’s collective imagery, is also a vehicle for
cultural learning.

Emblematic expressions, connotations and traditional heritage made up of proverbs,
maxims and sayings provide the opportunity for interesting work™?.

Narratives offer other opportunities for reflection. The characters’ choices can be
discussed (for example, Huck’s decision to break the law and help a slave escape in Mark
Twain’s The Adventures of Huckleberry Finn) and any gaps plugged. Writing letters that
are mentioned but not actually reproduced in the text or preparing the defence for crimes
committed (for example, Piggy’s murder in William Golding’s The Lord of the Flies) help
young people put themselves in other people’s shoes. Certain literary works facilitate
discussion of social phenomena, as demonstrated by “Lessons from literature” (2009).

In order to involve students more and achieve authentic communication, it is important to
use methods that explore their creativity and employ a strategy that places the texts within
a broad social framework, beyond the classroom. What is new in psychological research

2 Work on traditional stories and proverbs in multicultural classes at a school in Seixal can be found in
Oliveira and Sequeira (2012). Examples of common sense and codes of conduct in the different languages
and cultures of those present formed the basis of exercises for rewriting and critical analysis of how
relevant proverbs are nowadays and a study of sexist views.
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regarding creativity is that creative potential (which everyone has, regardless of gender,
ethnic group or age) can be developed by the appropriate pedagogical approach.

According to Morais (2001, 74), a creative personality boasts independence, self-
confidence, resilience, a liking for complexity, curiosity, a sense of humour, an aesthetic
sense and a personal attachment to work.To achieve this, risk-taking should be
encouraged, limiting the consequences of any failure, while encouraging reflection on
what students would like to know more about. It means allowing students to have fun and
play with new ideas (irony and humour, albeit sometimes veiled, are often found in literary
works and should be exploited). Students should also be encouraged to experiment and
assess their own work. | believe it is very useful to engage in activities that can develop
the ability to think in terms of possibility and improvement, exploring the consequences of
unlikely, unusual and visionary events or thinking about the real results of unreal
hypotheses or vice-versa®;

Morais (2001) and Craft (2000) suggest a number of strategies to stimulate creativity, from
which | have selected the following:

1) Proposing new ways of doing or presenting things (Is there another way of finding the
answer to this problem? Could this story end in a different way? What could have
happened if the other side had won?);

2) Helping young people discover their passions and interests, giving them the chance to
discover different forms of expression and encouraging them to explore unresolved
issues: using open questions like “why?” and “how?” promotes research and flexibility of
thought;

3) Putting the students in another position or making them put themselves in another
situation. This can be done by rewriting stories from a different point of view or narrating
possible events with a new identity, taking on a more unusual role, like someone who is
blind, paralysed or autistic, like in the case of the main character in Mark Haddon’s book
The Curious Incident of the Dog in the Night-time (2003).

BMany literary works explore this process, like Alfred Hitchcock’s film The Birds (based on a story by
Daphne du Maurier with the same name), which begins with the unlikely hypothesis of all the world’s birds
attacking people. In the same way, Kafka’s Metamorphosis starts like this: "One morning, as Gregor Samsa
was waking up from anxious dreams, he discovered that in bed he had been changed into a monstrous
verminous bug." The rest of the tale deals with the practical consequences this transformation has on the
character’s family life. One of the stories in lan McEwan’s The Daydreamer features a vanishing cream,
narrating the consequences of such a discovery. It is possible to ask a student what they would most like to
see disappear and create a story around this.
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New technology provides interactive tasks where the students are the ones producing,
thus making it easier for them to take risks, allowing manipulation and experimentation,
applying the principles of idea-generation, adapting, modifying, substituting, rearranging
and combining. By encouraging production in a number of areas, students can better
develop their interests via collaborative learning and wider dissemination of texts in social
media.

Young people can be encouraged to participate in reading clubs, web directories, getting
involved in blogs and using applications like WebQuest and Podcast for teaching
literature®. Preparing, producing and dramatizing texts to put on-line are other options.
YouTube videos that re-examine classic texts can be discussed and new versions
proposed. There are a number of school versions of Kafka’s famous parable “Before the
Law” on YouTube (for example, “Before the Law” - 2007 and “Diante da lei” - 2009).

These are just some of the ways to rediscover the value of literary imagination through
personal appropriation rather than conventional school interaction and technical analysis.
Teaching literature (any literature in any language, whether translated or not) has to focus,
in the words of Eduardo Lourengo, on human situations and the language that describes
them (Lourengo 1994, 35). It should not be the celebration of past heritage but rather an
intercultural meeting place of men with other men, in which the future is built via a critical
(intercultural) awareness. Hopefully, a future that is not “post-human”.
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Abstract: This study explores how teacher students experience coherence and differences
between their study life on campus (focusing on school subjects and pedagogy) and in training
schools (focusing on professional practice), and the connection they see between these two arenas
of learning. The main finding is that the students, who are in the first semester of their study,
experience that on campus they learn theory, also known as “the map”. They see theory as
normative, abstract and general, about concepts as well as precise and logical knowledge. In the
schools they experience “the terrain”; they gain insight into what teachers are in fact doing on a
daily basis. The students also see connections between the two learning contexts, but describe this
connection as linear and predominantly unidirectional, in that what they learn during coursework is
applied in practice. We discuss if these two arenas will have different functional logics, and argue
that this should be made explicit to the students.

Keywords: Learning context, theory and practice, student role, placement, coherence

Introduction

Research and evaluations describing Norwegian teacher education have concluded that
the study programs are fragmented and lacking in coherence (NOKUT 2006, Haug 2010).
In 2010, the new national curriculum for primary school teacher education reinforced and
specified the aim of enhancing coherence. The most significant part of the reform is a dual
study program aiming at working as a teacher at level 1-7 or 5-10.

In research and evaluation programs, Norwegian teacher education programs are
described as being situated in two learning contexts: one is the subject and pedagogy
studies on campus, and the other is the professional training in schools (Shulman 1986,
Bruner 1997, Brekke 2004, Bulterman-Bos 2008, Grimen 2008). The distance between
these two arenas is often described as a “gap”, building on research about how students
evaluate their own professional education (Vaage, Handal and Jordell 1986, NOKUT
2006, Karlsen and Kvalbein 2003, Heggen 2010). The research describes the students as
receptive and passive in the learning context on campus, yet more active and involved
during the professional training in the schools. The overall impression is that this
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dichotomy is a conflict and a problem that should be solved by being bridged in order to
increase consistency across the program.

Hammerness (2013) analyzed Norwegian teacher education based on program
documents and interviews at six universities and colleges. According to her findings, the
educational programs generally suffer from a lack of a common vision. In her report, she
applies this lack of a common vision to internal relations between those who teach
different subjects in and across higher education and schools. The second challenge is
the lack of coherence between the diverse components in the programs, which she
describes as “incoherence between subject-area coursework and clinical experiences”
(Hammerness 2013, 413). Norwegian teacher education also seems to be influenced by a
“personal and individualized nature of vision” (lbid., 413). This may lead to a fragmented,
less coherent curriculum, and a weak scientific core. Finally, she calls for a core
curriculum within Norwegian teacher education.

While Hammerness points to “program coherence”, Smeby and Heggen (2012) explore
the transition from education to work, and emphasize another form of coherence, what
they term “transitional coherence”. Heggen and Terum (2013) found that when students
experience coherence between education and professional practice, this strengthens their
motivation and subject-oriented identity. The need to improve the level of both program
and transitional coherence in teacher education is well documented and is also supported
by research on other forms of professional education, such as nursing (Benner et al.
2010). Yet, transitional coherence requires ways of dealing with inconsistencies as well as
consistencies. As Heggen and Terum (lbid., 4) emphasize, “there might be synergies and
contradictions between learning in the different arenas”. Consequently, it may be
important for the student to handle differences between the idiosyncratic characteristics of
the different contexts. For instance, in their review of boundary crossing and boundary
objects, Akkerman and Bakker (2012, 152) define boundaries as “sociocultural differences
leading to discontinuities in action and interaction”. They underscore the need to
recognize and acknowledge “increasing diversity in and between schools, work and
everyday life”, and “perceiving boundaries not only as barriers to but also potential
resources for learning” (153). Lundsteen and Edwards (2013, 158) discuss “. . . transitions
between practices and developing the capacity for sense making, rather than transferring
knowledge and skills from university courses into workplace tasks”. Sullivan (2005)
emphasizes that the world of professional practice and the world of academia are
grounded in diverse value systems and fields of expertise. In these perspectives
coherence can be concurrent and contribute to unity and congruence, or contrasted,
drawing in different directions, for instance, as expressed by Matusov (1996);
intersubjectivity without agreement. It means that coherence may not imply common
vision, it may also be about attending and handling differences.
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A key challenge in professional education is to connect these diverse areas of interests
and knowledge, while appreciating their dissimilarities. Jensen and Lahn (2005) and Lahn
(2010) emphasize learners’ needs to come to terms with the diversity of epistemic cultures
across work and higher education, building on Knorr Cetina’s (1999) work. From a related
area of research on vocational education, Werler (2013) has highlighted the need to
address theory and practice as two different forms of knowledge. Ellis (2013), building on
Burawoy’s (2011) analysis of recent developments within higher education in the UK and
USA, distinguishes between instrumental and reflective types of knowledge, with the
former being practice- and policy-oriented, and the latter being fundamentally critical and
the subject of open, public debate in academic communities. Not surprisingly, the merging
of these diverse epistemological positions into one unified, shared approach to teachers’
professional practice appears difficult to achieve.

As we have been working with this paper and the analysis of the students’ responses, we
have increasingly been drawn towards addressing diversity across higher education and
schools as a workplace, and using this as a source of learning. In this paper we pursue
the idea that consistency is clearly a challenge in teacher education. However, while we
see the need to bridge the gap between these learning contexts, we also address the
diverse and potentially conflicting aspects of the communities of practice (Lave and
Wenger 1991). On the one hand, these diversities may be seen as a fact of life that
students, teacher educators and placement mentors have to deal with. On the other hand
they may also be powerful resources for student learning. Our focus is, therefore, on
students’ conceptions of inconsistencies as well as consistencies across the coursework-
placement settings. Furthermore, we explore the degree to which students experience a
common vision and how they deal with gaps between the higher education context and
the schools themselves.

Bearing in mind that higher education and schools are interacting communities of practice
in teacher education, we pose the following research questions: How do new students at
the onset of their student life depict and experience the campus-based and school-based
learning contexts? Do their experiences match or contrast with the descriptions of a split
and fragmented teacher education system, as emphasized in research and evaluation
reports? What are the potential implications of regarding disparities across higher
education and school as sources of learning?

Method

The students who responded to our questions are in their first year of teacher education,
aiming at level 5-10 in primary school and secondary school. They have all chosen
Norwegian as their main subject, with Norwegian and Pedagogy being the main subjects
during their first year of study. In their first year, they have placements in secondary
schools, and their placement mentors all have an advanced-level degree in Norwegian.
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The article builds on answers from 48 students at the end of their first semester. They
were given an open-answer questionnaire on a “reflection day” on campus at the end of
their first period of practice. The questionnaire had 13 open questions about the
differences and connections between the two arenas, which were subsumed under six
headings: learning contexts; knowledge and skills; roles; supervision; organization; and
learning across contexts.

The students were told that participation was optional. All students present on the
“reflection day” were willing to answer the questionnaire. The subject teacher collected the
answers at the end of the session, and there were no indications of the students’ identities
on the sheets. With the exception of the topic of organization, almost all the students
answered every question. The length of the answers ranged from a few key words up to
four lines as transcribed. The answers may not be a complete and complementary
description of the students’ understanding and experiences, but are rather an expression
of what they found most striking.

The subject teacher transcribed the handwritten answers. The three authors have done
the analysis first individually and independently, with two covering each topic. Based on
the independent preliminary analysis, the authors continued the analysis collaboratively.
We processed the answers through a program of categorizing analysis (Strauss & Corbin
1990). We developed an analytical tool in the form of a table, in which we grouped the
answers from the students in one column describing themes and topics generated through
individual reading and common analyzing sessions. We applied a table for analyzing the
data, consisting of four columns. In the left column each student response was given one
row. In the next column we reframed each response by using keywords. In the third
column we coded each response and wrote comments in the fourth. The coding was first
done individually by two of the researchers and next discussed, compared and adjusted.
We then grouped the answers according to the themes generated through individual
readings and common analysis sessions. With a few exceptions, we categorized the
students’ answers to every question. The writing of the article started with the first two
authors writing a first draft, while the third author presented a second draft based on the
preliminary version.

We have studied the differences in students’ experiences that are most evident and
obvious, in the sense that the students gave the same or similar answers about the
college and the schools as learning arenas. The aim of the analysis has been to explore
differences and patterns in the students’ experiences and attitudes concerning their
teacher education in the two contexts. We have not conducted any quantitative analysis.

Results
We have organized the presentation of results into two parts. Firstly, we describe how the
students see the two arenas and their own roles as students, emphasizing students’
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descriptions of the campus and the school as learning contexts. Three main fields of
interest were identified: knowledge and learning, learner role, and community. In the
second part, we address how students describe coherence across learning contexts,
focusing on supervision, in addition to observation and participation in teaching. We
present some student answers extensively, others with a few descriptive words or
phrases; in this way we avoid repetitions. Generally speaking, the presented citations and
comments give a broad and nuanced picture of the answers. It should be added that in
this first year placement, there is a particular focus on students observing teaching
practice. In later school placements the emphasis changes to a more active teaching role.

Higher Education and Schools as Learning Contexts
Education and School — Knowledge and Learning

When describing the kind of knowledge they develop on campus, the students write about
subject knowledge.

“Theoretical things — subject knowledge.”

“First and foremost theory.”

“Get the best possible subject competence.”

“l am a student and learn about what | will teach when | have finished.”

“Here we learn much about what research shows and what philosophers have said.”

However, students also place great emphasis on “methods to use when teaching”,
“know[ing] about good strategies for excellent teaching practice” and “class management”.

In schools, the students encounter their future profession. A placement is where the
students begin their journey into the workplace, as Gardner (2011, 1) suggests. They
relate to a class, pupils and teachers. They see “what school is”. Some students mention
that during their school placement, they obtain a clearer picture of the occupation they
have chosen. They “reflect on what worked and what did not. What kind of teacher | want
to be. What kind of relationship to the pupils can work or not?”

“During placement we get the opportunity to connect what we learn in the classroom and
things that happens in the reality in the school. We get the opportunity to see many
problems and questions that we have heard about in theory. We are able to experience it
by ourselves.”

“In practice | learn to make plans.”

“Teacher-pupil-relation, teacher-teacher-relation.”
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The classroom and the teaching are thus in focus. “To be in a classroom and participate in
the teaching gives me the maximum learning outcome.” In the school context, some see

“‘what it’s all about”; “the whole package, the entirety.”

Many also express that they experience the complexity of the classroom. They pay close
attention to what a teacher does and what she needs to know. They also emphasize
active learning when conducting observations: “l learn a lot from observing how classes
can be incredibly different. We have seen four totally different classes.” They learn about
pupils and relationships between teacher and pupils: “I have learned more about how |
guide a pupil, and that | think a lot about what | am actually saying when pupils are
present.” They feel that they are “observed” by the pupils, which implies that they have to
take on a role as grown-up models for the young: “Model for all pupils, teach positive
attitudes, | learn to be respected and grow within, be a better person.” There seems to be
agreement among the students about the placement context being the most rewarding: “I
feel that | am learning/remember much more from practice than from sitting and reading
on my own.”

Education and School — Learner Role

In different parts of the questionnaire, the students express their experiences about taking
part in collaboration on campus and in the school. They write about differences between
these contexts, that both of them demand different kinds of activities, but that they also
have shared characteristics. One recurring description of how it is to be a student on
campus is that they feel like “pupils”:

“Pupil, first of all.”
“My role as teacher student is first of all to learn and listen.”

While the description of a receptive “pupil’-role is dominant, some emphasize an active
role, also when listening:

“Be an active student, both in listening and in writing. Be responsible for my own learning.
“Observe, reflect, learn, and be independent. Pick up things | can use in practice.”
In diverse ways, the students are characterized as autonomous learners.

“We are left much to ourselves, while quite a lot is expected of us. Responsibility for one’s
own learning, you have to read, otherwise you are in deep trouble.”

“Learn a lot about responsibility. Learn about the idea of being teacher.”

The active student role includes a wide range of diverse roles: “As a student | acquire
knowledge by listening and asking questions, as a fellow student by working in groups
with presentations, as a teacher by presenting knowledge to the pupils/students.”
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When the students describe their participation in the placement schools, they emphasize
common characteristics with the college: “Much of the same as on campus: be active, ask
guestions. Share experiences with the practice teacher.” We also found several clear
differences in the description of practice schools as compared to the campus; the
requirements are more explicit, requiring the students to take part and contribute in a more
active way: “As teacher student in the school you are met with more obligations and
requirements concerning the conveying of knowledge in practice. | am an observing
person who can discuss what | see. | have a role as a collaborative partner for my fellow
students in the practice group. In this role | learn to be independent.”

Education and School — Communities
The students express that working with peers is a key aspect of teacher education on
campus.

“As a teacher student on campus | am a ‘pupil’ for a teacher and a collaborative partner
for my student peers. In this role | learn to be reflective and to collaborate.”

“l learn to treat my fellow students and lecturers with respect.”
“Inclusive — learn to be that.”

“As a fellow student | acquire knowledge by working in groups and performing, and by
presenting knowledge to pupils/students.” It is important to “read what | have to, so that |
do not disappoint my placement group.”

The students also describe their social role in the placement schools as a community of
learning. “[I am] an observer who is interested in discussing what | see. | also have a role
as collaborator for my fellow students in the practice group.” Commonalities across the
school and higher education contexts are also emphasized: “Much the same as on
campus, | share experiences with the placement mentor.”

The placement mentor is described as an important collaborating partner, different from
the teacher educators. The latter are actually absent as collaborating partners in the
descriptions (except for what students describe about being active in the teaching
sessions). The students also focus on the learning community in the schools.

“The other employees in the school gave the impression of liking us being there.”
“[. . .] here | am a part of a teacher team.”
“[. . .] the other teachers are curious about what we do, what we think and so on.”

In addition, they describe pupils as a part of the learning community, specifically in the
sense that the students emphasize the teacher role as a caring person: “I become a
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caring person with great responsibility. | shall both teach the pupils what is expected from
me, but also see each individual pupil and care for them.”

Coherence — Campus and Placement Schools

In this section, we present student responses that address linkages across the two
arenas. Some emphasize the gap between being a student on campus and in the
placement school. As mentioned above, we see both continuities and discontinuities
across contexts as aspects of coherence. While the students underlined the importance of
learning something on campus that can be useful in their teaching practice, the description
emphasized the gap between being a student on campus and in the school.

Discontinuities

One student used the map metaphor. On campus “it is like reading a map. You have an
idea about what the terrain looks like, and you make your choice of track. And then,
suddenly you are there, stuck in the marsh.” This could imply that one thinks he or she
knows what it will be like as a teacher, but often, or typically, something unexpected
happens in the classroom, and instantly his or her planning seems irrelevant and they are
required to improvise. Another student writes, “Theory: we get questions in our head about
what will happen. Practice: We see how it actually is.” One student expresses the
relationship between theory and practice as going from a general level to a specific and
particular one: “Theory is on a superior level. | learn subject matter, what | have to know
as a teacher. In addition, | learn about concepts, and about laws. Most important is what |
learn during placement, this is something | cannot learn on campus.” It is challenging to
link what one has learned on campus to the reality at the practice school: “From time to
time the difference is huge. Teaching on campus is good, but to practice is a whole lot
different. Discrepancies and other challenges that appear in practice are difficult to
imagine after only reading theory.”

Continuities

The students’ answers underscore that they learn something on campus that they find
useful in teaching practice. Through the theories introduced to them on campus, they see
practical experiences in a more analytic perspective. One writes that the transition from
higher education to placement implies drawing on “curriculum matter and to find reasons
why things do not function so well.” Another says: “In practice we get the opportunity to
link what we learn in the classroom and things that actually are going on out in the
schools. We get the opportunity to see many of the problems and topics we hear about in
theory. We get concrete and experienced examples.” One student describes the
difference between what they learn on campus and in practice school as follows: “On
campus we learn about concepts that relate to what we learn in practice. In practice we
learn and see how we can be as teachers, we get experiences with that.” Some students
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emphasize that experience from the schools make them critical to theory: “Some mention
that it is easier to be critical toward certain theories if one has seen something else in
practice.” On the other hand, it is “much easier to write assignments, but also to
incorporate one’s own experiences from practice into the theory.”

The students see the subjects, for instance Norwegian and Pedagogy, but also knowledge
about teaching in schools, as a necessary foundation for working as a teacher. They
encounter topics and concepts from the teaching on campus that are also identified as
essential in understanding teaching practice; these concepts are also addressed by the
mentors in the schools. For example, students emphasized that they discussed class
management extensively in the mentoring sessions. They also refer to didactics, preparing
documents, plans for the counseling and the “relational model” of didactics when they
describe what they learn in the schools, but also see them as essential aspects of on-
campus learning.

Students see many opportunities to bring their experiences from the practice context into
the learning arena on campus. Overall, they express that the placement school is the
situation where they primarily learn to be teachers, while keeping theory at “the back of my
head”. One student points out that “in practice we get the opportunity to connect what we
have learned in the classroom to things that are really going on in the school.”
Nevertheless, it is the experienced differences between the two contexts that the students
mainly emphasize.

Counseling during placement is described surprisingly similarly from student to student.
One of them writes that the teacher mentor invites the students to take part in a dialogue
and is willing to listen to what the students have learned: “Trial and error, here one must
search and select among theory from the campus, both Pedagogy and Norwegian, and
see what works. The best way of finding one’s own method is to try many different ones,
and then find out what works for you.”

The following is a typical quote about mentoring: “Group conversation where the teacher
mentor guides the discussion, but students reflect and discuss openly. Dialogue and
counseling.” Typically, the mentoring setting is described as a discussion about “what
happened in the classroom during the day.” Several students mention that they use
didactic concepts in the mentoring, while others miss such use. Most of the students
mention “class management” as a topic in the mentoring. Classroom management had
also been a key topic on campus in the teaching of pedagogy, as expressed by the
students. “We focused on class management, and | am glad that we had worked on that
topic.” They write that they have learned to make concepts concrete in different ways
during their placement.

“‘How to lead a class and at the same time care for the individual pupil?”
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“What does the placing of the children in the classroom mean to the learning
environment?”

“What does teachers’ authority mean for the organization, and how should a teacher
execute authority?”

This same topic has been addressed in placement mentoring, with one student describing
counseling in almost poetic terms: “It is lifting us, making us develop.” Broadly speaking,
mentoring is limited to what goes on in the classroom, to the pupils and the students’ own
teaching, but the students emphasize that it also contributes to connecting their teaching
experience and what they learn on campus. However, in the student responses, the
higher education and school nexus is far more often emphasized as discontinuous than
continuous.

Discussion

Recent theorizing on university workplace relationships increasingly emphasizes
discontinuities within professional education programs, across subject components and
across the academic setting and placement settings. Keeping to the topic of this paper,
the academic practice and school placement nexus, the students’ responses provide
some interesting perspectives on the issue. Clearly, the students are searching for a
meaningful connection between what they learn in university and what they experience at
their school placement. Yet, the dominant picture provided by these data is an emphasis
on the differences and discontinuities, and the boundaries between higher education and
schools as learning contexts. In this respect we interpret these data to support the views
presented in the introduction, specifically regarding the need to address discontinuities as
a fact of life and something that has to be addressed as a key aspect of professions
generally, and teacher education in particular (e.g., Lave and Wenger 1991, Akkerman
and Bakker 2011, Werler 2013). As these students saw the situation, academia and
schools are in some significant ways two diverse worlds. There is limited space here to
further elaborate on this issue through the lens of theoretical contribution, but we will link
the students’ responses to some ongoing theorizing.

For instance, Werler (2013) has accentuated the gap in vocationally oriented educations:
theory and practice are two different forms of knowledge situated in different social
systems. Like Sullivan he does not accept the assumptions underlying, for instance,
political documents, evaluation reports and research (e.g., NOKUT 2006) that learning in
these two systems can or should make up a unifying entity. There are insurmountable
structure- and function-based differences in the systems that create these “obstacles”.
The idea of a core curriculum that informs teaching and learning in on-campus learning
and learning in schools (Hammerness 2008, 2013, Fetterman et al. 1999) may have its
limitations. Lundsteen and Edwards (2013, 156) frame “transitions from university to a
workplace as a process of navigation through practices”. It is a transition that may be
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supported by “developing a capacity for sense making, rather than of transferring
knowledge and skills from the university course into the workplace tasks” (Lundsteen and
Edwards 2013, 158).

Kristin Heggen (1995) shows in a study about the placement component in nursing
education that students work in a field of tension between two different forms of practice:
that of the education and that of the school context. In her study of the professional
education at Oslo University College, Grgnn (2010) underlines that there is a struggle
between the professional setting and universities about the defining power concerning the
content of the placement periods. It is not to be taken for granted that the relationship
between learning at the university and in school placement is necessarily complementary;
it may in fact be conflictual.

A series of American studies about professional educational programs suggest a
conceptualization of key disparities between the academic theoretical elements of the
programs and the practice-based professional skill-oriented elements (Sullivan 2005).
Three types of “cognitive apprenticeship” in the professional educational programs were
portrayed and make a space for conceptualizing the lines along which conflicts might
occur:

¢ Community around intellectual and cognitive knowledge: students learn
to analyze and reflect, make arguments and understand research that
dominates the scientific basis of the subject field.

¢ Community around practical skills: students learn the skills of the
professionals through taking part in imaginary or practical contexts.

¢ Community around values and attitudes: students share the value basis
of the profession through learning and practicing.

Accordingly, there are three sets of values. One cognitive apprenticeship is grounded in
academic values typically taught on campus. In Ellis’s (2013) framing, these values are
characterized by being critical, developmental and public within a community of
researchers. The next set consists of the professional, more practice-oriented values,
executed in professional settings. In teacher education, these are associated with effective
teaching practice, ad hoc efforts to address the multiplicity of classroom events and
processes, and local knowledge. Its public domain is more towards the sphere of policy
than research. Sullivan emphasizes that the third community and set of values is
fundamental in the professional setting, but is predominantly based on engagement in
professional communities and the highlighting of professional autonomy as well as social
and societal responsibility.

We recognize many of these categories in the students’ responses. Subject knowledge,
theory, research and scientific concepts are examples of what they learn in the academic
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community on campus. Students encounter diverse perspectives, conceptualizations and
approaches to teaching, learning and schools as social institutions. At the university, they
learn to reflect in logical ways, making assumptions explicit and acquiring research-based
teaching practice. The skills involved in using subject knowledge when teaching, in
particular to interact with pupils, to grasp the consequences of one’s own actions and
practice and dealing with unexpected situations, may be more connected to the
professional context. Students also stress that they learn about values and norms in
practice as part of their school placement experience. To some extent, students express
the disparities as competitive, rather than tensions to be worked on.

In addressing discontinuities we need to keep in mind that, at its core, teacher education
is constituted as a nexus of the higher education context and school placement. This
takes us back to the issue of the nature of the connection between the learning of theory
and the practice of teaching, as experienced by the students. Students tend to argue that
theory, what one learns on campus, is the “map”. They see theory as normative, abstract,
logical and general; it is about concepts, limited and logical. Practice, what one learns at
schools, is the “terrain”; it is about the complexity that teachers face in the classroom. In
school placement the students learn about applying subject knowledge in the classroom,
where unexpected things happen, where pupils demand different things and challenges
occur constantly and unexpectedly.

The patterns in the students’ responses lead us to the following description of the
relationships between theory and practice:

¢ From the general to the concrete, particular and contextual.

¢ From relating to rules and laws about school, pupils and
teaching/learning to meeting single pupils and unique situations

¢ From understanding to use; from knowing to doing

¢ From making plans to reacting ad hoc to what happens in class

Conclusion

We started this paper with a critical point about Norwegian teacher education as
fragmented. It is seen as an objective to help students “understand and identify more
clearly the linkages between theory and practice and subject matter and pedagogy”
(Hammerness 2013, 415). The emphasis on a common vision, coherence and core
subject content leads in the direction of connecting, in the tightest possible manner, what
students learn on campus and in the schools. This means that programs should facilitate
the transition of subject topics and content from one setting to the other.

In our research question we asked whether the picture that students give of the two
learning arenas of their education supports or contrasts with the description of a split and
fragmented professional qualification program for teachers.
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This study has a limited scale, and can in no way alter the common understanding of
coherence between the two contexts. Nevertheless, we will put forward some critical
questions based on the descriptions from the students. Their answers give a somewhat
different picture of the coherence within teacher education.

To be a student on a college campus and in the placement schools are two very different
contexts. Nevertheless, we do not see students mentioning this “gap” as a critical oriented
context, the teaching on campus, they tend to emphasize two fundamentally different
sources of learning and kinds of knowledge. School placement implies a change of
positioning from being student (also described as a “pupil”’) to being a teacher. It may be
that this translation and shift of positioning is a core requisite of the professional setting as
a learning arena in the qualification of professional teachers.

The challenge for teacher education may then be to support the students in their
development and their change of position from pupil to student, and from student to
teacher. One goal for the educational program will then be to support the students in
relating actively to research and theory on campus, and likewise relating actively to
practical skills in the school setting. This could imply approaching the university placement
issue. They write about what they see as different parts, but that they need both, and that
the parts complement one another. Rather than a planned and organized transferring of
theoretical knowledge from a research- relationship as a transition between practices that
may be supported by “developing a capacity for sense making, rather than of transferring
knowledge and skills from the university course into the workplace tasks” (Lundsteen and
Edwards 2013, 158). To manage such “sense making”, teacher education should provide
students with intellectual tools that allow them to recognize the varied purposes of such
diverse fields of practice, namely learning theory at a university and teaching practice in
schools.

This leaves a space where students have to work on their own towards understanding
both settings in their own terms, as well as grasp how what they learn in one of these
settings may strengthen their learning in the other. This may require other relationships
between campus and school than what is currently requested in the bulk of evaluations
and literature surrounding teacher education. However, the key strategy for improving
teacher education may consist of more than simply narrowing the gap and developing a
shared vision and consistency across the coursework and school placement components
of the program. There is also a need to accept that the discontinuities will remain in some
fundamental ways and to prepare students to explore these disparities, and subsequently
look for meaning that transcends the local practice in each setting. From the institutional
point of view, the way forward might be to make the differences between the contexts
more explicit to the students. This might mean that students should be able to understand
their future role as teachers through the lenses of both their learning arenas.
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These perspectives might add another, supplementary view regarding the critique of
teacher education as fragmented, beyond those emphasized by, for instance, NOKUT
(2006), which involve preparing students for handling the discontinuities within teacher
education. We find it hard to imagine how such an agenda can be implemented without
also including both university teachers and schoolteachers in a dialogue about the same
issues. By recognizing and acknowledging sociocultural differences; diverse value
systems and priorities; and forms of knowledge such a dialogue could be a learning
experience for students, teachers and teacher educators. Shared ideas and continuities
across coursework and placement could be one outcome. Shared understanding of
potentially increasing diversity between higher education and workplace could be another.
In research on coherence in teacher education (and professional education generally)
there is a need to “study how sociocultural differences play out in and are being shaped by
knowledge processes, personal and professional relations, and mediations, but also in
feelings of belonging and identities (Akkerman and Bakker 2011, 153).
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Abstract: Educating for a socially just future also implicates critically thinking through the content
knowledge taught in schools, since knowledge is a social construction reflecting the perspectives
and values of the ones in power to construct knowledge. The research presented in this paper
explores the way teacher educators are able to encourage their students’ critical attitude towards
content knowledge. Data were derived from a small project at iPabo Academy for Teacher
Education in Amsterdam aiming to establish students’ awareness of biases within constructed
knowledge concerning a particular area of Dutch unease: the Dutch involvement in transatlantic
slave trade and slavery. The research makes several contributions to practical wisdom on this
topic. For instance, opportunities for students to bring into discussion personal knowledge and
constructed knowledge led to a more critical attitude. Furthermore, artefacts like novels provided
new and challenging perspectives in a powerful way making heard the story behind the facts.

Keywords: content knowledge; power relations; awareness; critical attitude; social justice

education

Introduction

Many interpretations of the commonly to Sir Francis Bacon attributed Latin aphorism
‘scientia potentia est’ (‘knowledge is power’) state that this phrase implies that obtaining
knowledge involves increasing power, however, the phrase implies as well that the ones
constructing knowledge are in power. After all, constructing (mainstream) knowledge
means deciding who or what is worthy of being known and who or what is not. Due to the
fact that processes of knowledge construction happen explicitly or implicitly, constructors
of mainstream knowledge are either easily recognizable and identifiable (as for instance
authors of schoolbooks, or members of a committee developing a national historical
canon), or entirely invisible in case of popular, tacit knowledge within a community or
society.

An example, being elaborated on in this paper, of powerful but invisible popular
knowledge construction concerns the national history of the Dutch involvement in the
transatlantic slave trade and slavery, an important part of the sorrow of Dutch history
hardly having been discussed or even talked about in the Netherlands. “The Dutch dislike
writing about the slave trade. Their distaste for the subject means that few of them are
actually aware that the achievements of the ‘golden century’ were inextricably bound up
with the slave trade. Generation after generation has learned about the little republic
whose huge fleet sailed the globe (...) making money through trade (...). This rose-tinted
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picture of the nation’s history leaves no place for the slave trade; consequently it is not
mentioned.” (Emmer, 2006, p. vii) The constructed popular knowledge within Dutch
society gained the power to practically eliminate the drawback of the Golden Age.

After many years, in which this attitude of silencing the Dutch involvement in transatlantic
slave trade and slavery was reflected in the Dutch history books for primary education as
well, editors of history books show growing interest in the issue nowadays (Hogervorst,
2006). However, this growing interest of editors doesn’t automatically involve primary
schoolteachers’ growing awareness of the issue. No research has addressed teachers’
value judgements about this particular theme of slave trade and slavery, but it was striking
to us that two out of three students who intended to start a small project on this theme with
their ten- till twelve-year-old pupils, encountered reluctance by their mentor teachers.
These mentor teachers were presumably unaware of the omission within the constructed
tacit knowledge in the Netherlands, reacting reluctantly instead of urging their student
teachers to balance the national story.

Establishing awareness of biases within constructed knowledge by making heard the
voices of the ones not in power to construct mainstream knowledge, contributes to doing
justice to the ones being treated unjustly. That is why the research presented in this paper
explores the way we (as teacher educators) are able to encourage our students' critical
attitude towards both mainstream knowledge and content knowledge by making heard
different perspectives, including the voices of the oppressed. The purpose is to increase
practical wisdom (Aristotle, 1985) concerning students’ developing awareness of possible
biases within mainstream knowledge and content knowledge taught in primary schools.

Conceptual framework

The Western empirical and, more specifically, positivistic tradition striving for the
construction of knowledge uninfluenced by the constructor’s normative assumptions and
position within society, considers knowledge construction to be neutral, objective and
universal. However, postmodern and critical theorists have developed important critiques
of this paradigm, pointing out that “knowledge is socially constructed (...) reflect[ing]
human interests, values and action (Code, 1991; Foucault, 1972; S. Harding, 1991; Rorty,
1989)” (Banks, 1993, p. 5). According to these theorists, the impossibility of value-free and
value-neutral knowledge construction demands recognition and identification of implicit
biases, assumptions, perspectives and points of view.

In order to create helpful conceptual tools for identifying these biases and perspectives,
James Banks (1993) distinguishes five (in reality overlapping and intertwining) types of
knowledge: personal and cultural knowledge; popular knowledge; mainstream academic
knowledge; transformative academic knowledge; and school knowledge. School
knowledge, consisting of both the concepts presented in different forms of media designed
for school use, and the teacher’s interpretation of those concepts, is highly influenced by
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both rarely explicitly articulated popular knowledge and mainstream academic knowledge
striving for objective truths. Therefore, school knowledge often reflects mainstream,
dominant and established views, truths and beliefs. Becoming aware of the way
knowledge is constructed helps students understand how constructed school knowledge
reflects the social context and perspectives of its constructors, and thereby encourages
the development of the students’ critical attitude towards school knowledge. “We should
teach students that knowledge is a social construction — that it reflects the perspectives,
experiences, and the values of the people and cultures that construct it.” (Banks, 2008, p.
108)

Other educational theorists (for instance Paulo Freire, 2000 [1970] and Marilyn Crochan-
Smith, 2004), sharing Banks’ focus on the impact of positional prejudice and sectional
favouritism (Sen, 2009) within knowledge construction, are more explicit about the
influence of power relations:

“[T]he academic organization of information and inquiry reflects contested views
about what and whose knowledge is of most value. In addition, influential parts of
curriculum and instruction include what is present or absent, whose perspectives
are central or marginalized, and whose interests are served or undermined.”
(Cochran-Smith, 2004, p. 19)

Methods

The study was carried out in 2012-2013 amongst a group of bachelor’s students in their
final year of teacher education at iPabo Academy for Teacher Education in Amsterdam,
specializing within the area of Diversity & Critical Citizenship. The entire group of twelve
students participated in the research.

In our effort to establish students’ awareness of biases within constructed content
knowledge by making heard different perspectives, we started a small project discussing
the transatlantic slavery and slave trade involving perspectives from different people,
institutions, sources and periods in time. During this project a transformative perspective
on the subject was presented, giving students “opportunities to create knowledge
themselves and identify ways in which the knowledge they construct is influenced and
limited by their personal assumptions, positions, and experiences.” (Banks, 1993, p. 11)

Data were collected by the researcher who is also the educator, allowing data to be
collected in a natural setting, i.e. during class. Data were collected in various ways. At the
start of the project, students were invited to write down their thoughts on the transatlantic
slavery and slave trade. Besides, during the project the sessions were recorded and later
transcribed. The group interview about what had been meaningful to the students at the
end of the project was recorded and later transcribed as well. Students’ reports on their
teaching-experiences on this subject are also included in the data.
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The data were analysed by a small group of researchers formed by the researcher /
educator involved in the project and two additional co-researchers who were not involved
in the process of data collection. This content analysis of the data was performed at two
levels: open coding and axial coding (Strauss & Corbin, 1998). Open coding is the part of
the analysis concerned with identifying and naming phenomena in the text (in vivo codes),
and thereby opening up the text and exposing the thoughts, ideas and meanings
contained therein (Strauss & Corbin, 1998). At the level of axial coding open were related
codes to each other, looking for categories in order “to form more precise and complete
explanations about phenomena.” (Strauss & Corbin, 1998, p. 124) Throughout the
process of open coding and axial coding, the following sensitizing concepts functioned as
suggested directions along which to look (Blumer, 1969): ‘awareness’, ‘new perspectives’
and ‘critical attitude towards constructed knowledge’.

Results

The presented results are related to varying ‘levels’ of awareness and familiarity with the
subject of slavery and slave trade, starting with embarrassing remarks probably due to
unfamiliarity (‘Embarrassment’), followed by remarks reflecting growing awareness
(“Colonization: weird”, ‘Origins of Dutch Wealth’ and ‘The Story behind the Facts’) and
ending with a complex discussion on responsibility (‘Responsibility’). To guarantee
confidentiality, the respondents’ names are fictional.

Embarrassment

Probably because of the unfamiliarity with the subject, some more or less embarrassing
situations occurred during both the project at the Academy and the projects at primary
schools. Discussing the abolition of slavery in 1863 and the compensation for the slave
owners by the state (each slave released was compensated for with 300 guilders by the
Dutch Republic), one of the students replied:

Michelle: “That sounds quite nice to me!”

But finding out about the ‘compensation’ for the freed slaves (the obligation to continue
their former work for another ten years!), made a student wonder:

Kathy: “So they had to earn their freedom...”

Another embarrassing situation happened during a student’s project at her primary school.
Talking about the slave ships and the transportation of slaves from Ghana to America, one
of the pupils reacted:

Tim: “Cool!! Travelling by boat!”

After having seen the documentary about life on slave ships, the pupil apologized for his
previous remark:
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Tim: “I'm so sorry for having said travelling by boot seemed cool to me...”
“Colonization: weird!”

Being shown a map of the Dutch Maritime Empire during the 17th Century, one of the
students wondered:

Kathy: “It's amazing; we're a tiny little country possessing land all over the world.
Weird!”

Where it's not clear whether this student is proud of her country or not, the response of
another student is less ambiguous:

Ann: “And we’re still possessing overseas areas... It really amazes me that a
country like the Netherlands still claims overseas areas. Still in need to boss
around in a country on the other side of the world.”

Origins of Dutch Wealth
A small cynical discussion reflected the students’ awareness of the silenced story of slave
trade in the Netherlands:

Ann: “We're being taught our wealth originated from trading and the Dutch East
India Company.”

Sophie: “Calling it the Golden Age.”
Justin: “How well we were doing! Hurray!”
Ann: “Yeah, we really did well those days.”

Then, one of the students brought up the idea of being embarrassed about the origins of
the Dutch wealth, and being able to be secretive about it:

Amy: “Hardly anyone admits: ‘My family used to be slave traders.” Being a victim,
having been a slave or being a slave’s descendant, you feel like: ‘Here | am, being
excluded for being black, what is it 'm doing here? Right, | used to be a slave; my
family used to be slaves.” That’s rather different from being a Dutchman; attracting
no attention at all; having been a slave trader in secret.”

The Story behind the Facts

Some students remembered from their history lessons at primary and secondary school
the so called triangular trade route: Dutch traders leaving the Netherlands to buy slaves in
Africa; sailing to the so called West-Indies to sell the slaves; making money out of that,
buying products like sugar, and sailing back to the Netherlands.
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Justin: “The triangle... | still remember it from my history lessons. But | wonder:
sailing from Africa to America — that’s the slave trade. But what was transported
from America back to the Netherlands?”

Caitlin: “Cotton, sugar...”

Justin: “Right, cotton, sugar... But what’s been transported from the Netherlands to
Africa: was it gold?”

Later on, a similar question was being asked by another student:

Ann: “How did they transport the slaves to the coastal areas in Africa? Was it us,
the Dutchmen, the slave traders entering inner Africa, visiting the villages?”

During the group interview about what had been meaningful to the students, this same
student mentioned:

Ann: “What really struck me was that we used to learn about the facts; the triangle
for instance. But the questions we pose are the same questions children will pose:
how did those people reach the slave boats? What was it they took with them?
Who did what? How did it work? What was life on a slave boat like? | had never
learned about that till now, that's new to me. All | learned about was the triangle,
but never about what had happened in Africa.”

This student became aware of the fact that she was unaware of the story behind the facts.

The meaningfulness of ‘the story behind the facts’ was reflected in various reactions
concerning novels (fiction, maybe faction) on slavery as well. For example, the first
chapters of Lawrence Hill's The Book of Negroes (2009 [2007]) being made available to
the students encouraged one of the students to borrow a copy of this novel, wanting to
know all about it and feeling addicted to the story:

Nanette: “Right now, I'm not fun hanging around with. All | do is reading.”

Responsibility

The complexity brought about by the students’ developing critical attitude manifested itself
in a discussion which had its starting point in a fragment of MTV’s Coolpolitics, covering a
discussion between Jesse Jackson, civil rights activist and Baptist minister, and a Dutch
politician (Jackson, Baalen van, Corton, & Vuijsje, 2010). Being asked what the
Netherlands is known for, Jackson immediately brings up the Dutch history of slavery and
slave trade as one aspect of Dutch identity. The Dutch politician’s reluctance to relate
slavery to Dutch identity (“Well, | was not a slave trader...”) leads to Jackson'’s following
respond:
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“History did not start when you were born. [Cheering and applause by the
audience.] | raise that not to demean anyone, but history is unbroken continuity. So
those who were enslaved, inherit poverty. Those who are traders, inherit wealth.
(...) That's a fact. We ought to be knowledgeable of that, be aware of that, and
affirm it. Not as a negative, but as a part of our growth.” (Jackson, Baalen van,
Corton, & Vuijsje, 2010)

Especially the remark ‘History did not start when you were born’ provoked a discussion
among the students on responsibility and dilemmas of loyalty.

Nigel: “I really liked that remark... That’s just the way it is. The Dutch politician is
trying to get away with it: ‘It wasn’t us! (...) We have to forget about it.” That's what
he was claiming, basically. And it's exactly the wrong thing to do.”

But then, a student who had been living and working in Suriname for three months
because of her international internship protested in a quiet way:

Nanette: “During our stay in Suriname, people sometimes became angry with us. A
couple of times, people held us responsible... It made us wonder: ‘Wow, what’s
happening? (...) We can’t help it!”” (...)

Sophie: “In a way, it does make sense to me. They inherited poverty; we inherited
wealth. We can afford ourselves not to rethink history on a daily basis. That’s very
different to them. So yes, it does make sense to me. Having someone [a wealthy
Dutch person] standing right in front of you makes you want him to acknowledge
this, and for once to feel very guilty about his wealth. | think | would have done the
same. You’re occupied by it all day.”

Ann: “All they can think of is ‘why’? And all of a sudden they meet ‘the reason
why’!l”

Nigel: “But right now, there’s nothing you can do about it. Does that mean no co-
operation would be possible because of our ancestors?”

Sophie: “I don’t think it's useful responding that way, but all | wanted to say is that it
does make sense to me. [Having inherited poverty,] it isn’t hard to imagine wanting
someone to bite the dust before communication can continue.”

Laureen: “In Suriname, we met a man having a little chained monkey. We felt sorry
for the monkey. But the man immediately brought up slavery in quite a hostile way.
‘What about slavery?!’, he asked us. Compared to slavery, this chained monkey
didn’t mean anything to him.”
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Discussion

The purpose of this research was to increase practical wisdom by exploring ways we (as
teacher educators) are able to establish awareness of biases within both constructed
mainstream knowledge and content knowledge taught in primary schools. The results of
the research indicated growing awareness on the part of the participating students of
possible biases, marginalized perspectives and positional prejudices within constructed
popular knowledge and school knowledge concerning the (Dutch involvement in)
transatlantic slavery and slave trade. One of the factors contributing to this growing
awareness can be identified as the increasing familiarity with the story behind the facts.
Despite of the horrifying stories within Lawrence Hill's novel, Nanette wanted to know and
understand the emotions, wishes, desires and troubles of the people she met in this novel.
Along with Ralph Ellison, Martha Nussbaum remarks: “Narrative art has the power to
make us see lives of the different with more than a casual tourist’s interest.” (Nussbaum,
1997, p. 88) Especially when it comes to blind spots, she argues, “we need to cultivate
students’ ‘inner eyes’” by making available literature for instance that will bring students in
contact with new perspectives “on areas of social unease.” (Nussbaum, 2010, p. 108) This
small project on the Dutch involvement on slavery and slave trade contributed to this
‘bringing in contact with new perspectives’ in a particular area of Dutch unease.

The discussion, provoked by the presented new perspectives, on responsibility for events
one personally played no role in uncovered the complexity of questions arisen by a critical
analysis of constructed mainstream knowledge. Whereas it made sense to Sophie and
Ann that the descendants of the victims are eager to hold responsible the descendants of
the wrongdoers, this opinion made Nanette and Laureen feel uncomfortable having
personally experienced what it means to be held responsible for something they were
hardly aware of and in which they personally played no role at all. By discussing
responsibility this way, the students were about to participate in a long and still debated
philosophical discussion on the possibility of moral obligations we haven’t chosen and that
can’t be traced to universal obligations. From the standpoint of individualism, being bound
by moral ties we haven’t chosen and that can’t be defined as universal is considered
impossible. (Sandel, 2010 [2009]) A person cannot be held responsible for what his
country does or has done unless that person chooses implicitly or explicitly to assume
such responsibility. Therefor, from an individualistic point of view responsibility for the
effects of transatlantic slavery and slave trade has to be denied, saying ‘I didn’t enslave
anyone’. On the liberal conception, responsibility will be denied as well, because in the
liberal conception obligations can arise in only two ways:

1. as natural, universal duties we owe to persons as persons; no consent is needed
(for example, treating persons with respect)
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2. and secondly as voluntary obligations arising from consent (for instance, someone
having the obligation to paint someone else’s house because of a promise).
(Sandel, 2010 [2009])

Along with narrative conceptions, Michael Sandel (2010 [2009]) adds a third kind of
obligation, i.e. obligations of solidarity, or membership; particular obligations which require
no consent to those with whom we share a certain history, deriving from a recognition that
our life story is implicated in the stories of others. Within this point of view descendants of
slave traders and slaveholders do have responsibilities towards fellow citizens whose
ancestors have been enslaved by their ancestors.

In a positive or negative way, the individualistic and liberal conceptions of responsibility
are easily recognizable in the students’ discussion. Nannette and Laureen referred
explicitly to the individualistic point of view, saying ‘we can’t help it'. Whereas Nigel
explicitly rejected the individualistic and liberal conceptions of responsibility, Sophie and
Ann implicitly rejected those conceptions adopting the standpoint of the descendants of
the enslaved. Sandel’s option of responsibility because of solidarity didn’t occur explicitly
during this discussion. Although Nigel’s explicit and Sophie’s and Ann’s implicit rejection of
the individualistic and liberal conceptions of responsibility could have been a lead to
Sandel’s option, the notion of obligations of solidarity hasn’'t been considered fully. The
discussion went on about young Germans still feeling guilty about and responsible for the
Holocaust nowadays; a feeling of guilt and responsibility never seen in the Netherlands
when it comes to slavery and slave trade, according to the students.

Especially this discussion on responsibility and dilemmas of loyalty shows that making
heard the voices of the ones not in power to construct popular and school knowledge, not
only balances the national story (by adding the stories of the oppressed) but also
complicates it. After all, making heard the voices of the enslaved complicates life of the
descendants of the enslavers.

Conclusion

The present study makes several contributions to the practical wisdom concerning ways in
which teacher educators are able to encourage students’ critical attitude towards both
mainstream knowledge and school knowledge. First, the results indicate that opportunities
for students to create knowledge themselves and to bring into discussion different types of
knowledge with their own personal assumptions, positions and experiences (Banks, 1993)
do lead to a more critical attitude towards constructed knowledge. Therefor, teacher
educators should challenge students to critically rethink both their personal assumptions
and key assumptions within constructed knowledge. Drawing upon the students” personal
and cultural knowledge about the subject at stake can be an important first step, as well
as bringing in and putting up for discussion new perspectives.
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Second, artefacts like novels, poetry, films and photography can provide new and
challenging perspectives in a very powerful way, due to its ability to increase a person’s
narrative imagination (Nussbaum, 1997). Arts play a vital role in making heard other
people’s voices, and thereby evoking visibility for the ones made invisible and involvement
with the ones unknown.

Third, challenging students to think critically also has implications for the teacher
educator’s role during discussions. For being able to participate in the discussion and at
the same time to reflect on the discussion (so called ‘reflection in action’, Schon 1983) can
be considered an advantage when it comes to encouraging students’ critical attitude. If, for
example, the educator would have been aware of the omission of Sandel's option of
responsibility during the discussion, she could have brought up this new perspective in an
effort to challenge the students to think through their opinions from this new point of view
and strenghten critical thinking.

Fourth, complicating the national story by making heard the voices of the oppressed is
something teacher educators have to accept and should not be put off by. After all,
educating for a socially just future also means making heard the voices of the oppressed,
even if it complicates social reality.

This research also has brought up some issues in need for further investigation. A
challenging task for further research is the exploration of ways teacher educators can
develop their ability to both participate in a discussion and at the same time reflect on the
discussion. Practical knowledge about this subject would be of great help in the effort to
encourage students’ critical attitude. Another promising line of research would be to
identify aspects giving artefacts the power to bring people in contact with new
perspectives. Like Chimamande Adichie for instance drew attention to the aspect of non-
stereotyping (Adichie, 2009), we recommend that aspects like these will be further
explored resulting in practical wisdom about the adequacy of artefacts. Both lines of
research will contribute to the aim of teacher education to encourage students to think
critically and develop a critical attitude towards constructed knowledge.
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Abstract: This paper describes and assesses the impact of a new educational learning model
called Peer to Peer (P2P). This study is focused on Laurea, Hyvinkaa's Finland campus and its
response to bridging the gap between traditional educational methods and working reality, where
modern technology plays an important role. The study evaluates an undergraduate business
management programme. A qualitative methodological approach is used assessing the students’
experience of projects with companies and their theoretical learning without formal lectures.
Student feedback via in-depth interviews form the basis which provides empirical findings from
students from different countries.Specific projects involving real businesses within this unique P2P
programme are described and assessed within the overall objective.The study concludes that
although it requires a different role from both teachers and students the relevance for European
education is that both academically and practically this type of model delivers a more employable
graduate with more transferable business skills.

Key words: Peer to Peer ,Projects, Competences, Learning by Development

Introduction

Ever increasing globalisation means that modern universities have to respond more
quickly and appropriately to the needs of the learning and business communities. Laurea,
a modern multidisciplinary institution, is an example of a flexible, innovative university that
has made such a response. This response has included the extensive and integrated use
of modern computer technology.

Since 2006 Laurea has shifted its focus from traditional teaching methods to a student
centred approach, within its learning processes. The pedagogical framework for learning
at Laurea is called ‘Learning by Development’ (LbD), which is the systematic development
of an interaction between training and the reality of working life (Kallioinen, 2008). The
objective of this paper is to describe and assess the reality of this LbD development as a
learning framework, through one model called Peer to Peer (P2P) as well as how the use
of modern technology has assisted the model. The LbD framework is based around 5
competences to be acquired by the learner, ethical, global, networking, innovative and
reflective (Rauhala, 2007).
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This P2P model was introduced in business studies in August 2008, at the Hyvink&a unit
of Laurea, and it is a model where student’s learning is linked to development projects that
are rooted in the business world. Computer technology plays an important part within
many of the projects and within some a somewhat vital role enabling in reality, the
accomplishment of the project.The reality of its development includes an academic
description and assessment of each of the (LbD) competences. There is then a
description of 4 real life P2P projects and an assessment of the reality of the acquisition of
these competences by the learner. This is achieved through quantitative empirical
research. An anonymous guestionnaire was given to all participants involved in the P2P
projects during the Autumn semester of 2009. Additionally, there is an assessment of the
overall reality of the collaborative learning involvement for all those involved which
includes mentors, students and business itself as well as the role played by technology
itself.

Learning by Development (LbD)

LbD is Laurea’s innovative pedagogical operating model. It was started in 2006 and
Laurea had the distinction of being named as a centre of excellence by the Finnish
ministry of Education in the same year. In it, the three tasks of Finnish universities of
applied sciences — pedagogy, regional development and R&D — are merged into a single
process of creating new expertise and knowledge. Learning is creative, and it is based on
genuine research. The LbD model defines a learning environment which uses internal and
external networks and is in constant interaction with the world of work. LbD seeks to
provide research-based solutions to genuine workplace problems that cannot be solved
with existing knowledge.

Real life working situations are implemented in practice through research and
development projects and initiatives linked to the students’ studies, work placements and
theses. R&D tasks are used to link studies to innovation work and to turn genuine
workplace issues into objects of evaluation. The opportunity to participate as developers in
such projects helps students to grow into people who can change established workplace
practices, and develop into business leaders.

These development projects are built on the concept of partnership, which implies
cooperation between lecturers, experts from business and students. The core of
development activities is formed by development teams in which shared expertise is
generated. The cooperation between students, lecturers and business people is based on
commitment, mutual respect, equality and appreciation of different skills.

The LbD’s Five Competences

1. The Ethical Competence

Ethics is a systematic attempt to understand moral concepts, ethical rules and principles,
virtues and values. Professional ethics looks at what is right and wrong, obligated and
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justified, good and bad, desirable and to be avoided in professional activities. Ethics has
both private and social dimensions. In Laurea’s ethical competence, the private dimension
is embodied in the student’s self-reflection. In this process, students examine their own
concepts of right and wrong. Professional ethics refers to a professional code, i.e. a
number of ethical principles and rules agreed for a specific trade, which direct individual
professionals’ actions. They include considerations of what is ethically acceptable and
advisable when carrying out the trade (Raikka, Kotkanvirta & Sajama, 1995).

2. The Reflective Competence

The growth of an expert involves rethinking one’s own reasoning and actions, evaluating,
and researching and developing the area of expertise. Delayed interaction, text-based
communication and new ways of thinking about oneself, reflecting on society,
communities and circumstances, create some of the necessary conditions for growth.

Reflection is an essential aspect of professional growth and competence (Schoén, 1987;
Jarvinen et al. 2000), directed by human cognitive abilities (Ojanen, 2000, p. 27-28).
Critical reflection relates to both defining individual thoughts and experiences, and to
identifying and evaluating our reasoning, the concepts that direct our operations,
psychological reactions, and the social and cultural processes that affect them. Swift
changes in the employment market create a need for self-directed learning, and for
individuals to take responsibility for their own management, they need reflective
competence — i.e. the ability to critically evaluate their work (Koro, 1992, p. 46).

3. The Network Competence

The network competence has a wide range of things within it such as individual
communication skills to organisational networking and network leadership and
communication is an essential requirement (Viherda, 2000). The significance of
communication competence is particularly marked in today’s global networks. Dialogue
and interaction are essential resources of the network society (Isaacs, 2001). In order for
social and economic structures to become networked, new kinds of skills and attitudes are
needed in the network’s participants (Castells, 2000; Vihera, 2000).

The ability to express one-self clearly and logically in various verbal communication
situations is essential. We not only have to find a suitable verbal expression for our views,
but also have to pay attention to the way we say things, to the tone and to nonverbal
communication. Situational sensitivity is an essential skill of the communicator, i.e.
knowing how to communicate appropriately in each situation (Kansanen, 1997).

4. The Innovation Competence

Change is the only constant in today’s society. Change affects people, organisations,
knowledge and society as a whole. In an innovation report published by the Finnish
National Fund for Research and Development (Sitra, 2005, p. 14), an innovation is defined
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as the successful production, application and utilisation of a new idea in an economy or a
society. Alasoini, LiftlAnder, Rouhiainen and Salmenpera (2002) give a definition by which
innovations are insights created through a search for new things, research and learning,
which are visible in the market as new products or services or ways of producing them.
Most simplistically, innovations can be seen as the practical implementation of an idea —
i.e., from a company’s point of view, the commercialisation of ideas (Lampikoski &
Korpelainen, 1997, p. 15). Huiban and Boushina (1998) include the concept of novelty in
the term innovation, for example in the capacity of a new characteristic in a product,
process or strategy.

5. The Globalisation Competence

The word ‘global’ refers to things that encompass a whole group of objects, that is
comprehensive or complete, or that involves the whole world (Brown, 1993, p. 1011). This
is a good working definition when we look at globalisation as the series of events and
processes that cause the world to merge into a single, all-encompassing social system
(Robertson, 1992, p. 53; Waters, 1995, p. 3). In other words, here ’globalisation’ refers to
the processes by which phenomena acquire worldwide scope. ‘Global’ refers to worldwide
phenomena and the outcomes of the globalisation process — a fully integrated world.

The P2P programme

Laurea (Hyvinkaa), introduced the P2P model of learning in August 2008 in its Business
Studies Department. This degree programme model has been based around business
projects which are rooted to the reality of working life. The students learning is directly
linked to these development projects from the very beginning of their studies. In this
unigue programme there are no lectures or exams, the students work in teams to solve
business problems. Teachers are regarded as “elder colleagues” whose role is to
supervise the “younger colleagues” in their development projects. The goal is however to
let the students become more independent during their studies and to raise future
professionals that will not hesitate to start identifying and solving a problem they face.

The themes and contents of the projects vary, but are all related to business operations,
marketing, management, communications or finance. All students participate in
international projects as well, and projects are generally related to Russia the Baltic States
and European Union countries. Very common themes are export / import, creating
marketing plans to a new market, finding new target groups or possibilities for using social
media in business operations. Projects are implemented with very different organizations:
small and large enterprises, associations or even governmental bodies, but share one
similar characteristic, they are all development projects aimed at solving a problem that is
important for the organization, which the organization itself has neither time nor
knowledge to solve.
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The goal of the P2P model is to fill the gap between traditional education and companies”
expectations. Companies are encouraged to participate actively in the process and their
feedback is valued through the whole process. A P2P-project starts with negotiations with
a possible partner company or organization. The projects are usually planned by the
teachers and company representatives together, but when possible, the students are
encouraged to participate in these meetings. A clear motivational factor for the students in
the projects is the project briefing at the beginning of the project and the assignment is
given to them by the company representative, not by the teacher. The projects are free of
charge to the companies, but quite many company representatives participate actively in
the process, and thus give their time and expertise. This participation both increases the
motivation of the students, as they see that the project and its success is important to the
company and helps the students to create networks and relationships to promote their
future careers.

Usually the assignment, given by the company at the beginning of the project is quite
vague and in some cases the companies do not even know, what they want. A typical
case is a very abstract problem like, for instance, “we need a PR plan”. In these cases
when students (and teachers) start asking questions, it becomes clear quite soon, that the
company itself does not have a clear or defined idea, what should be included. Thus, the
very first step for the students is to draw a mind map that clearly presents the theoretical
parts included in the project. In order to do this they have to familiarize themselves with
the theme in question and read books, academic articles and other research materials. A
well built mind map that is approved by the supervising teachers forms a basis at least for
the theoretical part of the project, but quite often also for the table of contents for the final
project report.

The main challenge for the students lies in combining the theoretical and practical parts of
the project. The students search for relevant materials mainly in books and academic
journals, but look also for research materials on the Internet. All the theory has to be
clearly linked to the project and all the sources need to be clearly marked. The final result
of a project is a large report consisting of theoretical and practical part of the project, as
well as conclusions and further recommendations. The project results will be presented to
the company representative at the end of the project either at P2P office, in the company
or by using a negotiation programme on the Internet. By their nature some of the projects
are more practice oriented, for example, developing business processes by looking for
practical solutions, building Internet-sites. Some other projects are based more on finding
information about target groups, new markets, marketing channels or creating handbooks
for a company’s use.

At the end of each project an evaluation discussion is held and both the process and

results are evaluated. Special attention is to be paid on co-operation within the team and

also with company representatives and teachers during the project as well as the quality
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of the sources used. Evaluation is based on students” self-evaluation, team evaluation
and teachers” evaluation.

Usually the problems presented by participating organizations are quite practical. They
need for instance recommendations and practical guidelines. For example how to be
visible within the social media, finding the reasons for Russian tourists wanting to travel to
Finland, and thus creating new methods to attract more customers. Many projects are
related to the creation and implementation of marketing plans, finding new customers for a
certain hotel or devising an international marketing plan. An organization is perhaps is
planning entry to the Finnish market and needs to find information about possible target
customers and future consumption trends, or a Finnish company operating abroad needs
to know, where to find reliable market information and define the position of their most
challenging competitors in the market. The reality is that many companies are in need of
very practical information that might be difficult to find, for instance a company may need a
step-by-step handbook, on how to start importing from another country into their own
country.

P2P Project examples
“Starting to Export”.

The project assignment was given by an entrepreneur who specialised in translations and
interpretations. The student team created a new business plan, a marketing strategy,
brand strategy and a marketing plan. At the same time a new logo and slogan were
planned and image marketing studied. During the project new Internet sites were created
by the students who planned and made the sites in Finnish, English and Russian.

“Visibility in Social Media”

This project was given by a relatively big and well respected hotel in Finland. The main
research question for the project was how the hotel should be visible in the social media.
As the hotel was interested in social media for mainly marketing purposes, the information
gathered was linked to marketing literature and different company pages were established
in different social media channels.

“Planning and Developing a Business”

The project assignment was given by an entrepreneur who specialised in translations and
interpretations. The student team created a new business plan, a marketing strategy,
brand strategy and a marketing plan. At the same time a new logo and slogan were
planned and image marketing studied. During the project new Internet sites were created
by the students who planned and made the sites in different languages.

The Role of Technology

In a 2000 study commissioned by the Software and Information Industry Association,

Sivin-Kachala and Bialo (2000) reviewed 311 research studies on the effectiveness of
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technology on student achievement. Their findings revealed positive and consistent
patterns when students were engaged in technology-rich environments, including
significant gains and achievement in all subject areas, and improved attitudes toward
learning and increased self-esteem.

Technology has often a very important role within the p2p process. At the start there may
be an on-line (via computer technology) discussion with all students, teachers and
company representatives when the company’s’ objective for the project is stated and
discussed. During the projects the students use the internet for research tasks as well as
Microsoft office software to put tasks in diagram or table form and the use of the email, of
course allows cheap, quick contact for all players. At the end of the project technology
again maybe used to make a presentation on line including discussion, question and
answers and feed-back relating to the project. Often companies and students are located
in different countries and it is too difficult and expensive for company visits. ” Time is
money” for any business and technology solves that problem in a real sense during the
p2p project process. Additionally, technology has helped in a real sense towards the
students learning of parts the competences described earlier in the paper.

Research indicates that computer technology can help support learning and is especially
useful in developing the higher-order skills of critical thinking, analysis, and scientific
inquiry "by engaging students in authentic, complex tasks within collaborative learning
contexts" (Roschelle, Pea, Hoadley, Gordin & Means, 2000)There are indications that
within the p2p project process that the computer technology has helped student learning.

For example within the competences computer technology has helped the reflective
competence through the ability to record the presentation and questions and consequently
for the students to self-reflect on their skills and interaction during the presentation.
Academic literature also backs up the globalisation competence that technology brings
and helps support the reality of the competence through real global connection. Within the
network competence helps improve In particular an individual’'s communication skills one
of the key parts of the networking competence

Research design

The basis of the LbD learning method is around the attainment of 5 core competences for
the student which is academically assessed. To assess the attainment of these
competences by business students and to evaluate the level of success as precisely as
possible, a qualitative approach was pursued. To assess how far the gap recognized
between theoretical business education and business reality is being filled interviews were
carried out. There were 21 questions in each interview and all of them were open ended
guestions to collect as much essential material as possible. The questionnaire itself was
conducted in an orally, face-to-face and responses were recorded via voice recorder and
then typed.
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An essential aspect to the research design was the intention to cover as wide a ground as
possible. Exchange students from Latvia, Lithuania, Portugal, Russia, and Spain were
asked to participate in questionnaire. They had the possibility to indicate clearly and
transparently how the P2P system compared to the education system they are currently
pursuing in their home Universities.

There were 24 international students who participated in the P2P projects during the
Autumn 2012 and 20 (83%) of them were involved in the interview. They came from 11
different foreign Universities so it was a useful questionnaire for finding out the reality of
the competences as extensively as possible.

Findings

In relation to the reflective competence, 73% of students, asked how did they got better
understanding of rules for making business and contacts, responded that they did improve
the overall understanding of fundamental rules through hands-on experience in project
work. In addition, the changes include recognition the influence of cultural differences
when communicating with entrepreneurs, paying more attention to details, using situation
based approach. Others pointed out that they already had sufficient knowledge.

Compared to the ethical competence, the answer to the reflective competence was sought
through more questions. Almost half of the students (around 45 %) noted that active
usage of English as a primary language for communication has helped them to use it
more comfortably and competently. Furthermore, students commented that they have
recognised improved teamwork capabilities, adapting theoretical knowledge to practice, as
new personal abilities during studies in P2P; only 27 % stated they haven'’t identified new
competencies.

According to students, good reasons for working in a team are workload division, shared
responsibility, faster task completion, team may be able to solve a problem that an
individual cannot, sharing of new information, and building teamwork skills. On the other
hand, working alone offers independence. A person can work on his/hers own pace and
be responsible only for own actions and decisions. Additionally, they identified
trustworthiness, ease of communication, availability for private consultations, as the main
differences between lecturers’ in their home universities and project supervisors’ in Laurea
P2P programme.

When building timetables by themselves students expressed that it was a more
comfortable and fluent approach to time management. The downside was the necessary
arrangements between team members which doesn’t allow student to make very personal
schedules. More than half of the students (around 60%) acknowledged that feedback from
companies support the development of knowledge by helping them analyse their work,
identifying differences between theoretical ideas and reality in the industry. The other half
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had insufficient contact or feedback from the companies’ representatives. Several
students, asked how the exchange period is going to be useful for their studies at home
institution or for future career, noted improved multicultural communication skills, learning
how to use theoretical knowledge in practice, enhancing teamwork capabilities, preparing
oneself for work in a company.

In relation to the network competence, only 45 % of students encountered some
misunderstandings or disagreements in their team based project work. The most common
problems were: some group members lacked motivation or time to do their parts,
language barrier (some Finnish students preferred talking in Finnish to English), cultural
differences between students. Almost all students (around 91 %) agreed that information
on business communication (cooperating with companies, making agreement, memaos,
invitations etc.) have helped them to prepare for work in a company as they will already
have practised preparation of some documents.

When considering the globalisation competence, the students noted that the differences in
learning process in Laurea and their home universities are significant: Laurea offers a
practical approach to studying (students work in teams with real companies) is a unique
feature in Laurea; flexible schedule (students themselves can decide on their meeting
times); the material provided is relevant and contemporary. Students noted that
globalisation and cultural differences and and enhanced English language skills (100 % of
students). These enhanced language skills include: speaking (54 % of students), writing
(27 %) and vocabulary (36 %).

In relation to the innovation competence, nearly half of students responded, that they have
gained new studying skills and techniques, and new knowledge of information and
communication technologies. These consist of: project and group work, writing according
to official guidelines, time management, and improved research abilities Google Scholar,
Laurea’s own ICT technologies (Laurea Live, Intra). Moreover, exchange students were
impressed by very modern Laurea’s library as it enables students to find books online and
minimizes the time needed in order to find specific information. Students have also found
self-service in the library and Theseus publication database very useful.

The interview was concluded by a summarising question “what teaching techniques would
you like to bring from Laurea P2P model to your home university?” nearly 83 % of
students said they would like to introduce the whole P2P model — students working in
group projects with companies. The answers also included: flexible schedule, e-library
services and student mailing system.

Conclusions
The data collected indicates that all 5 competences to a higher or lower extent were
significantly attained by the students who participated in the study. It also indicates that
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such an approach to learning brings a positive effect on students’ perceptions of the
education process and a more practical and business oriented one making them more
employable. Additionally, this can be achieved within one semester and by students from
different countries which have different educational systems. The analysis clearly shows
that the “business reality gap” can be filled through this P2P model which is a good
example of Laurea’s LbD method. The collaborative learning involved fills the traditional
educational gap between universities and businesses enabling hew methods, innovations
and ideas to be created and developed. Both academically and practically this type of
model delivers a more employable graduate with more transferable business skills. It also
shows that Laurea University as an organisation is initiating innovative ideas and
managing them in a successful way solving a problem between real business life and
education.

Modern technology is found to be integral to the model because of the need to connect to
those “key” players in the process. This includes on-line discussion with all students,
teachers and company representatives, internet for research tasks, and power point
presentations to company representatives. The use of such technology in itself also helps
the learner acquire some part of the innovative and networking competences in a practical
way as well as enhancing student research abilities in relation to the specific objects of
projects such as those requiring market research.

Studying in the P2P educational system helps the students to improve their working life
competences. Firstly, they will have a better understanding of business life rules and
practices, as well as practical working life experience from the projects. Secondly, they will
gain business communication skills as well as improve their level in English, both in
speaking and writing, as well as acquire a wider vocabulary. Thirdly, the students will learn
team and project working skills that these days are a necessity to improve employability
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Abstract: Rapid changes and uncertainty leave their imprint in form of stress, anxiety,
depression... One of markedly stressful professions is for sure teacher profession. Researches
have shown that 25-30% of teacher worldwide experience strong stress. Serious consequences
are dissatisfaction with work, health issues and emotional exhaustion. Situation is similar also in
Croatia. One third of Croatian teachers would like to change profession; they express high level of
stress and health problems. All of that has negative impact on student achievement as well. As
Radeka and Soric state, if we want to influence teacher motivation and thereby development of
modern school, we have to enhance teacher satisfaction with their own work. Challenge is how to
do it. In this paper we will present results of pilot-project conducted on group of Croatian primary
school teachers with aim to test the impact of ThetaHealing® technique on reduction of stress and
change of attitudes toward own profession. That could be one way of the future education of the
new generations of teachers.

Key words: teacher, profession, attitudes, stress reduction, ThetaHealing® technique

Importance of beliefs — We are what we think

During our infancy we are, according to Steve Biddulph (1997), programmed either to be
happy or unhappy. Many parents and other authorities in children’s lives, states Biddulph,
unwittingly and unconsciously instill negative programs in their children such as: ‘You're a
hopeless case.', 'My God, you're so lazy!, 'You are so selfish!’, 'Stop it, you idiot!", "You
fool!, and many other. Such messages are powerfull. If a children hear them from
significant people, such as parents, teachers, and other authority figures, they construct
programmes and belief systems in children that remain powerfully impactful determinant
throughout their lives.

Bruce H Lipton (2007) also talks about the influence of childhood programming on our
lives. Lipton says that our behaviors are simple stimulus-response of behavior program
which is stored in our subconscious mind. If we constantly heard that we are worthless as
a child, these messages are programmed into our subconscious mind and will undermine
our best conscious effort to change our life, states Lipton. Affirming Biddulph’s statements
about programming, Lipton (2007, 135-136) says: ,Once we accept the perceptions of
others as «truths», their perceptions get rooted in our own minds and convert into our
«truths». “

1 E-mail: kmrnjaus@ffri.hr
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The problem lies in the fact that our subconscious mind has no mechanism to determine
whether a particular program/belief is right or wrong. It adopts it, because it comes from
people (especially parents, teachers) who the child considers to be gods, someone who
knows everything, and anything that they say must be true. The effect of beliefs is large. In
medicine it is known that the mind can affect the body, and that some people get better
when they believe (wrongly) that they are receiving medication (placebo effect). When the
same mind harbors negative suggestions which can harm the health, Lipton says, the
negative effects are called nocebo. Also "beliefs are contagious"” (Lipton 2007, 143); when
many people believe in something, the effect of that is greater. Huge is also the power of
the messages that parents and teachers transfer to children and in so doing create
programs that determine the course of their lives.

Researching the teacher identity, Furlong (2013) found that attitudes, values, beliefs
shaped by life history and experiences (as pupils) influence the creation of teacher
identity, image of person as a teacher, teacher thinking and their practice. Calderhead and
Robson (1991), state that beliefs are far more influential in determining teachers’
decisions and behaviours than knowledge.

Quoting Marrama (1971), Bili¢ (2000) states that for success of student's learning and
progress are mort important teacher's qualities than the knowledge that teacher possess.
Data on teacher expectation research have revealed that teachers' expectations appear to
be associated with student achievement (e.g. Good 1981; Jussim, 1989; Jussim and
Eccles 1992; Trouilloud, Sarrazin, Martinek and Guillet 2002). Student achievement may
confirm teacher expectations because these expectations create self-fulfilling prophecies,
create perceptual biases, or accurately predict, without influencing, student achievement
(Jussim 1989).

Starting from the importance of programmes, beliefs and feelings we collected during our
life and stored in our subconscious mind, and starting from the importance of messages
that adults, with accent on teachers, are sending to children we launched a search on
possible way to make adults (teachers) aware of importance of their words and deeds and
to help them to solve negative programmes, beliefs and feelings that are inhibiting them in
their personal and professional life. Maybe we could say that the leading question was —
how to raise happy children. Especially in this time of rapid changes and uncertainty that
leave their imprint in form of stress, anxiety, depression... and make teacher everyday
even more difficult. We know that one of markedly stressful professions is for sure teacher
profession. Researches have shown that 25-30% of teacher worldwide experience strong
stress. Serious consequences are dissatisfaction with work, health issues and emotional
exhaustion. Situation is similar also in Croatia. One third of Croatian teachers would like to
change profession; they express high level of stress and health problems. All of that has
negative impact on student achievement as well. As Radeka and Soric (2006) state, if we
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want to influence teacher motivation and thereby development of modern school, we have
to enhance teacher satisfaction with their own work. Challenge is how to do it.

Searching the answer on this — how to do it — we have found many techniques. We have
found out hat mindfulness is practices more and more and has positive impact on, i. a.
stress reduction, finding a purpose in life, improvement of concentration and better
achievement in many areas of life. On of techniques that made an impact on us and
showed good results in personal usage was ThetaHealing® technique. We wanted to test
it on teacher population, find a way to measure impact of this technique, to see if this
technique has validity to be introduced as helpful tool for teacher everyday professional
assitance. In this paper we will present results of pilot-project conducted on group of
Croatian primary school teachers with aim to test the impact of ThetaHealing® technique
on reduction of stress and change of attitudes toward own profession. That could be one
way of the future education of the new generations of teachers. But first, let's say, in short,
something about ThetaHealing® technique.

ThetaHealing® Technique
Taking into account the importance of beliefs and emotions, we became interested in the

qguestion of whether it is possible to establish evidentiary connections between negative
programs, beliefs and feelings. More specifically, we are interested in applications in
situations where teachers are under a stress, feel exhausted and cope with negative
attitudes and beliefs about own profession in order to improve their performance. In
reviewing the literature, we have found one technique, ThetaHealing®, claimed by its
author, Vianna Stibal to facilitate rapid and permanent change in counterproductive
programs, beliefs and feelings.

ThetaHealing® technique works on the principle of changing programmes, beliefs and
feelings with the aim of supporting personal development and the improvement of the
quality of life. The two most important areas in ThetaHealing® are belief work and feeling
work. Belief work (Stibal 2009, 2010) enables a person by fostering the ability to remove
and replace negative programs and beliefs systems with positive beneficial ones.

Everything what we do is regulated with different brain waves frequencies (beta, alpha,
theta, delta, and gamma). Certain brain frequencies (specially alpha, theta and theta-
gamma state) reduce stress and anxiousness, enable deep physical relaxation and mental
clarity, increase verbal skills and creative thinking, synchronize both brain hemispheres,
reduce pain, stimulate release of endorphin etc. Stibal (2010) claims that by bringing an
individual into theta state (deep state of relaxation theta brain waves are dominating) it is
possible in amazingly short period of time to change programmes, beliefs and/or feelings
which block a person and interfere with its ability to have a healthy and fulfilling life. Unlike
hypnosis and dream state when a person is not conscious of the fact being in theta state,
ThetaHealing® brings a person into theta state while completely conscious. The human
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brain is incredibly complex and powerful. Stibal (2009, 10-11) states that changes of
programs and feelings are based on the power of controlled and focused thought.

Pilot-project

Aims, objectives, hipotheses

Aim of this pilot-project was to explore the impact of ThetaHealing® technique on teacher
stress reduction and on change of teacher negative attitudes and beliefs about their
profession. Objectives were to test level of stress (burn-out) they experience on their job
and to teacher attitudes and beliefs toward own profession regarding to four categories
(job, personal, pupils and colleagues). Hipotheses were: 1) teacher level of stress (burn-
out) is high; 2) teacher have negative attitudes and beliefs about their profession; 3) after
implementation of ThetaHealing® technique level of stress will be lower; 4) after
implementation of ThetaHealing® technique teacher attitudes and beliefs about their
profession will be more positive; 5) differences between groups regarding the frequencies
of meetings are not expected; 6) differences regarding the art of measurement are
expected.

Methodology

Pilot-project was conducted with two groups of primary school teachers, 11 examinees in
each group. In order to assure anonymity, each examinee got code-names (e.g. C-1, K-1).
We had five meetings with each group. With first group we had meetings during one
month, once a week (May 2013), and with second group we had meetings during one
week, every day (June 2013). First and last meeting lasted for three hours, other meetings
lasted for two hours.

In order to measure level of stress (burn-out) teacher experience on their job we used
Maslach Burnout Inventory (MBI). In order to test teacher attitudes and beliefs toward own
profession we designed a questionnaire that tested teacher attitudes and beliefs toward
own profession reagarding to four categories — job (15 statements), personal (27
statements), pupils (16 statements) and colleagues 6 (statements). Measurements were
performed in two ways — self-assessment (s) and muscle testing (m), with answers yes
and no, and in two measurement points — before the intervention and after the
intervention.

For the purpose of results analysis we recoded the positive statements — in category job
statements 1, 12, 13, 14, in category personal statements 5 and 18 and in category pupils
statements 3, 4, 12, 13, 15, 16. The total score on each subscale is calculated as the sum
of 'Yes' answers on each statement — a higher score indicates a more negative attitudes
and belief about each statement.

Independent variables were groups (C, K), self-assesment and muscle testing (with
possible answers yes and no).
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Data were analysed with Statistical program for social sciences (SPSS, 20.0.). Data were
processed using the method of univariate (frequences) and bivariate statistics (t-test and
McNemar test).

In data processing we analysed data according to the following areas: attitudes and
beliefs about job, personal attitudes and beliefs, attitudes and beliefs about pupils and
attitudes and beliefs about colleagues. We compared data regarding mode of
measurement and regarding the measurement point.

Results

Results of testing with Maslach Burnout Inventory (MBI) showed that our examinees don't
experience burn-out on their job. That changed a flow of our project because we had to
reject the first hypothesis (teacher level of stress (burn-out) is high) and consequently we
couldn't test the third hypothesis (after implementation of ThetaHealing® technique level
of stress will be lower).

Our second hypothesis was that teachers have negative attitudes and beliefs about their
profession. With objective to test teacher attitudes and beliefs toward own profession we
constructed a questionnaire divided into four categories (job, personal, pupils and
colleagues). Fourth hypothesis was that after implementation of ThetaHealing® technique
teacher attitudes and beliefs about their profession will be more positive. In Table 1 and in
following text we present frequencies for each statement in each category regarding the
art and point of measurement with accent on negative attitudes and beliefs and changes
that happend after implementation of ThetaHealing® technique.

1st measurement point 2nd measurement point
S M S M

Job Yes No Yes | No | Yes No Yes | No
1 | I am responsible for my job 20 2 20 2 19 2 14 7
2 | My job is difficult 16 6 16 6 3 18 1 20
3 | My job makes me very tired 6 16 6 16 0 21 1 20
4 | | always have difficult classes 0 21 0 21 0 21 1 20
5 | My lectures are boring 5 17 5 17 0 21 1 20
6 | | am forced to do my job 2 20 2 20 1 20 3 18
7 | | have to find excuse for poor teaching 7 15 7 15 5 16 3 18
8 | My lectures upset me 0 22 0 22 1 20 1 20
9 | I am a bad teacher 0 22 0 22 0 21 0 21
10 | Lectures are the worst kind of job 1 21 1 21 1 20 1 20
11 | My job stress me out 10 12 10 12 2 18 1 20
12 | | enjoy my work 19 3 19 3 20 1 19 2
13 | I know how to do my job with ease 15 7 15 7 19 2 19 2
I know how to balance my work and my 15 7 15 7 19 2 19 2

14 | private life
15 | I am a victim of my job 1 21 1 21 0 21 2 19
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Personal

1 | I will be alone if I change 2 20 2 20 0 21 1 20
2 | | hate change 4 18 4 18 1 20 1 20
3 | Changes frustrate me 3 19 3 19 1 20 0 21
4 | | have resistance to learning 2 20 2 20 2 19 1 20
5 | I am respected 19 2 19 2 21 0 17 4
6 | 1 am unable to be authoritative 6 16 6 16 0 21 1 20
7 | I have to be attacked 0 22 0 22 0 21 0 21
| have to learn through painful 4 18 4 18 0 21 1 20
8 | experiences
9 | I hate public speaking 11 11 11 11 8 13 4 17
10 | I am afraid the truth about me 6 16 6 16 2 19 0 21
11 | I hate when someone preach me 15 7 15 7 12 9 6 15
12 | I don't accept the opinions of others 1 21 1 21 3 18 2 19
13 | I don't hear other 1 21 1 21 0 21 1 20
14 | Other don't hear me 4 17 4 17 1 20 2 19
15 | I have to constantly prove 9 13 9 13 3 18 0 21
16 | | have to give more than | receive 12 10 12 10 3 18 5 16
17 | I hate being criticized 10 12 10 12 10 11 5 16
18 | I accept criticisms 18 4 18 4 18 3 15 6
19 | I'm hiding behind other 3 19 3 19 0 21 0 21
| have to go through pain to learn how to 6 16 6 16 2 19 3 18
20 | control my emotions
21 | Itis difficult to control myself 6 16 6 16 2 19 2 19
22 | I work for nothing 3 19 3 19 1 20 0 21
23 | Itis wrong to have abundance of money 1 21 1 21 1 20 1 20
| am afraid that my job will grow too 6 16 6 16 1 20 1 20
24 | much
| am afraid of having too many tasks to 9 13 9 13 2 19 2 19
25 | handle
26 | | am afraid of losing my private life 5 17 5 17 1 21 0 21
27 | 1 am afraid of having difficult pupils 3 19 3 19 1 20 0 21
Pupils
1 | Pupils frustrate me 2 20 2 20 0 20 0 21
2 | I am afraid of pupils 2 20 2 20 0 20 0 21
3 | I know how to communicate with pupils 21 1 21 1 20 0 17 4
4 | | understand pupils 22 0 22 0 20 0 21 0
5 | Pupils don't accept me 4 18 4 18 2 18 4 17
6 | | am insecure in front of my pupils 1 21 1 21 0 20 1 20
7 | My teaching is difficult to pupils 2 20 2 20 1 19 1 20
8 | Pupils run away from me 0 22 0 22 0 20 0 21
9 | My subject is incomprehensible to pupils 1 20 1 20 0 20 0 21
10 | Pupils frustrate me with their ignorance 6 16 6 16 4 16 2 19
11 | Pupils don't respect me 1 21 1 21 0 20 1 20
12 | 1 know how to give attention to pupils 22 0 22 0 20 0 21 0
I know how it feels like to have pupils 20 2 20 2 19 1 19 1
13 | that give something in return
14 | | have to make compromises with pupils 17 5 17 5 10 10 5 16




I know how it feels like to be respected 22 0 22 0 20 0 20 1
15 | by pupils
16 | | am patient in work with pupils 21 1 21 1 20 0 19 2
Colleagues
! am affraid my colleagues will attack me 4 16 4 16 0 20 0 21
1 | if | reach my goal
2 | My colleagues are my enemies 0 20 0 20 0 20 0 21
I have to be attacked py my colleagues 1 19 1 19 0 20 0 21
3 | because | can handle it
I haye to back off in order to avoid 5 18 5 18 0 20 1 20
4 | having my colleagues attack me
! have to hgve my colleagues attack me 5 18 5 18 0 20 0 21
5 | in order to improve myself
| am vulnerable to my colleagues 14 6 14 6 5 15 5 19
6 | pressure

Table 1: Frequencies of answers regarding the art and point of measurement

With McNemar's test we checked whether the proportions of ,yes“ answers differ in 1st
and 2nd measurement point for self-assessment on individual particles. Significant
differences we got on following particles:

My job is difficult (80% teachers that answered ,yes” in 1st measurement point,
answered ,no“ in 2nd measurement point);

My job stress me out (78% teachers that answered ,yes“ in 1st measurement
point, answered ,no“ in 2nd measurement point);

| am unable to be authoritative (100% teachers that answered ,yes“ in 1st
measurement point, answered ,no“ in 2nd measurement point);

| have to give more than | receive (82% teachers that answered ,yes“ in 1st
measurement point, answered ,no* in 2nd measurement point, and 10% teachers
that answered ,no“ in 1st measurement point, answered ,yes" in 2nd measurement
point);

| am afraid of having too many tasks to handle (78% teachers that answered ,yes"
in 1st measurement point, answered ,,no" in 2nd measurement point);

| am vulnerable to my colleagues pressure (62% teachers that answered ,yes” in
1st measurement point, answered ,no* in 2nd measurement point).

With McNemar's test we checked whether the proportions of ,yes” answers differ in 1st
and 2nd measurement point for muscle testing on individual particles. Significant
differences we got on following patrticles:

My job is difficult (92% teachers that answered ,yes” in 1st measurement point,

answered ,no“ in 2nd measurement point);

My job makes me very tired (100% teachers that answered ,yes“ in 1st

measurement point, answered ,no" in 2nd measurement point, and 11% teachers
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that answered ,no“ in 1st measurement point, answered ,yes“ in 2nd measurement
point);

e My job stress me out (88% teachers that answered ,yes® in 1st measurement
point, answered ,no“ in 2nd measurement point);

e | know how to do my job with ease (75% teachers that answered ,no“ in 1st
measurement point, answered ,yes“ in 2nd measurement point);

e | am unable to be authoritative (100% teachers that answered ,yes“ in 1st
measurement point, answered ,no“ in 2nd measurement point, and 8% teachers
that answered ,no“ in 1st measurement point, answered ,yes“ in 2nd measurement
point)

e | am afraid the truth about me (100% teachers that answered ,yes in 1st
measurement point, answered ,no“ in 2nd measurement point);

e | have to constantly prove (100% teachers that answered ,yes® in 1st
measurement point, answered ,no“ in 2nd measurement point);

e | am afraid that my job will grow too much (100% teachers that answered ,yes" in
1st measurement point, answered ,no“ in 2nd measurement point, and 8%
teachers that answered ,no“ in 1st measurement point, answered ,yes“ in 2nd
measurement point);

e | am afraid of losing my private life (100% teachers that answered ,yes“ in 1st
measurement point, answered ,no“ in 2nd measurement point);

¢ | have to make compromises with pupils (67% teachers that answered ,yes‘in 1st
measurement point, answered ,no“in 2nd measurement point).

To check whether the examinees from different groups differ, we conducted a series of t-
tests for each of the subscales and for both modes of measurement — self-assesment and
muscle testing and in both measurement points. The results of t-tests showed that the
examiness don't differ on any of points, and the further analysis were made on both
groups (all examiness) togehter (see Table 2). These results proved our fifth hipothesis
(differences between groups regarding the frequencies of meetings are not expected).
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1st measurement point

2nd measurement point

domain group M SD t M SD t
C 11 2,45 2,115 ,82) ,751
s_job 1,257 ,454]
K 11 3,63 2,292 1,00 1,095
C 11 7,55 4,180 2,55 1,864
s_personal ,465 ,263
K 11 8,27| 3,069 2,82 2,892
C 11 1,91 1,814 ,91] ,944]
s_pupils ,248 ,491
K 11 1,73 1,618 73 ,786
C 11 1,27 1,421 27| ,467
s_colleagues ,904 ,488
K 11 ,81 ,874 ,18 ,405
C 11 4,27 2,054 1,09 ,944]
m_job ,103 ,658
K 11 4,18 2,089 1,45 1,572
C 11 7,911 3,618 2,18 1,601
m_personal ,208 ,093
K 11 8,27| 4,519 2,271 2,831
C 11 3,18 2,316 73 ,905
m_pupils ,821 ,924]
K 11 2,45 1,809 1,27 1,737
C 11 1,64 1,567 ,09 ,301
m_colleagues 772 ,598
K 11 1,18 1,168 ,18 ,405

Table 2: Differences regarding the groups

To check whether the beliefs differ in same point depending on the art of measurement it
was carried out a series of t-tests for dependent samples (see Table 3). Results show that
attitudes and beliefs about job differ in both measurement points in a way that results from
muscle testing indicate more negative beliefs. To that in second measurement point

attitudes and beliefs about pupils are more positive.
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1st measurement point |2nd measurement point
domain M SD t M SD t
s_job 3,050 2,236 ,90 ,921
2,689% 2,160%
m_job 4,23 2,022 1,27 1,279
s_personal 7,91 3,598 2,68 2,378
,210) 717
m_personal 8,09 3,999 2,23 2,245
s_pupils 1,81 1,680 ,82 ,853
1,817 ,526
m_pupils 2,81 2,062 1,00 1,380
s_colleagues 1,05 1,174 ,14 ,351
1,359 1,000
m_colleagues 1,41 1,368 23 429

Legend: *p<.05
Table 3: Differences according to art of measurement

We checked with McNemar's test whether the proportions of ,yes“ answers differ in self-
assessment and in muscle testing on individual particles (in 1st measurement point).
Significant differences we got on following particles:

e | am responsible for my job (30% teachers that answered ,yes” in self-assessment,
answered ,no“ in muscle testing 2nd measurement point);

¢ My job makes me very tired (50% teachers that answered ,no“ in self-assessment,
answered ,yes“ in muscle testing, and 17% teachers that answered ,yes” in self-
assessment, answered ,no“ in muscle testing 2nd measurement point).

We checked with McNemar's test whether the proportions of ,yes” answers differ in self-
assessment and in muscle testing on individual particles (in 2nd measurement point). On
any of the particles we haven't found significant difference.

To check whether the estimates in two time points (pre-post) for the same art of
measurement differs it was carried out a series of t-tests for dependent measures. Table 4
shows that the differences are statistically significant for all methods of measurement in
the direction of higher results, that is of more negative attitudes and beliefs in the first
point. The results show that the intervention reduced the negative attitudes and beliefs
about job, pupils and colleagues, and personal beliefs.
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Self-assesment Muscle testing

domain M SD t M SD t
job _before 3,05 2,236 4,231 2,022

4,182*% 7,761*%
job_after 91 ,921] 1,27 1,279
personal_before 7,91 3,598 8,09] 3,999

5,780* 6,460*
personal_after 2,68 2,378 2,23 2,245
pupils_before 1,82 1,680 2,82 2,062

2,872* 4,389*4
pupils_after ,82 ,853 1,00f 1,380
colleagues_before 1,05 1,174 1,41 1,368

3,498* 4,018*
colleagues_after 23 429 14 ,352

Legend: **p<.01
Table 4: Differences according to point of measurement

Interventions with ThetaHealing® technique lowered negative attitudes and beliefs that we
identified at first measurement point. These results proved our fourth hipothesis (after
implementation of ThetaHealing® technique teacher attitudes and beliefs about their
profession will be more positive).

Learning points and further steps

What we have learned out of this pilot-project? Although the MBI test didn't identified burn-
out at our examinees, they reported that from their own, personal perspective they feel
exhausted and under stress. After the project they reported that they feel more energized,
more self-confident and more enthusiastic about their own work. We couldn't explore the
impact of ThetaHealing® technique on teacher stress reduction but we explored the
impact of this technique on change of teacher negative attitudes and beliefs toward own
profession. In this point this technique showed good results.

Teacher have some negative attitudes and beliefs toward own profession, primary
regarding own job, pupils and colleagues. But, it is possible to change (teacher) negative
attitudes and beliefs toward own profession within short period of time and frequency of
interventions is not important. We have learned that we have to adjust questionnaire we
use. Results showed that some statements are not responding to primary school teachers.

Our further step is to plan and conduct research on bigger sample and include secondary
school teachers. Also, we have to introduce a control group. Our aim was to test
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ThetaHealing® technique, to see if there is basis to plan a research with wider scope.
These preliminary results showed that there is justification for such research and our
further steps are to organise and implement research on statistically significant population.

Our assumption is that implementation of ThetaHealing® technique can improve teachers
wellbeing, self-esteem and personal and professional satisfaction. Special benefit of this
research and technique we see in fact that this technique brings fast results, makes real
changes and can be usefull in professional development of teachers. That is something
that teachers, in Croatia, need. Positive feedback from examinees is additional
encouragement.
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Abstract: This paper presents results from the RIGHTS project (pRomoting Global citizensHip
education Through digital Storytelling). The project (2011-2013) was funded with support of the
European Commission under the Lifelong Learning Programme — Sub-programme Comenius. It
addresses secondary schools in the seven partner countries. The aim of the project was to promote
Education for Global Citizenship (EGC) by enhancing interactive teaching in secondary schools in
Europe. Scholars argue that civic education has to change from teaching citizenship to learning
democracy and that school should become an arena for dialog and discussion between students. A
basic assumption is that allowing students to have a voice and to actively participate in democracy
is a powerful way to support their development to become active citizens. The main focus is to
promote teachers’ and students’ ability to reimagine and reinvent democracy by using digital
storytelling as the main approach in a global citizenship education.

Keywords: Citizenship Education, Democracy, Digital Storytelling

Introduction

The global trends of social and political changes have implications for democracy and
citizenship. This has led to an increasing focus on how school prepares students for a
multicultural and inhomogeneous society. The European Commission selected the year
2013 as the European Year of Citizens and the Council of Europe indicates that the
primary goal of Democratic Citizenship Education is "not just equipping learners with
knowledge, understanding and skills, but also empowering them with the readiness to take
action in society in the defence and promotion of human rights, democracy and the rule of
law" (Council of Europe 2010). Democracy as a form of government faces many
challenges caused by globalisation, immigration and the implications of new media. In
particular new media has opened up for new patterns of participation in democracy.
Concerns about the future of the democracy have led to a worldwide interest in issues
pertaining to education and citizenship, from the views of both the educational institutions
as well as from the politicians. There are worries about the levels of apathy, ignorance and
cynicism when it comes to public life, especially amongst the younger generation. It is
claimed that the role of the people is being transformed from that of citizens, to that of
consumers (Buckingham 2000; @sterud 2003). A key question is therefore how to include
young people into politics and how to create an education that supports their development
to become active citizens. Citizenship education is being criticized for being formal,
irrelevant and meaningless (Solhaug 2013). Scholars argue that civic/citizenship can be
characterised as voter education in the sense that we socialise our students into voting in
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particular. In Europe there is a great variety of civic/citizenship education but much of this
education is about political systems, about democracy, about formalities and above all
about voting (Biesta 2011; Solhaug 2013). It could be claimed that the education may be
characterised by socialising the students into the current political order. There is a need of
new thoughts and methods when it comes to civic/citizenship education.

The RIGHTS project tries to echo the Millennium Development Goals objectives (United
Nations Development Program 2000). But first and foremost the project promotes the
teachers and students ability to reimagine and reinvent democracy through the
implementation of an innovative didactic methodology by using digital storytelling as the
main method in a global citizenship education.

RIGHTS is a two-year Comenius project co-funded by the EU Lifelong Learning Program
which started in October 2011 and finished in September 2013. Global Citizenship
Education is meant to be a comprehensive approach to the different challenges of the
present globalized world, with an emphasis on individual and social responsibility and
consequent capacity of action. New generations should become innovative agents of
change and social transformation! Therefore we are in need of teachers who are able to
promote an active global citizenship.

The project has developed an e-learning course for teachers, focusing on Education for
Global Citizenship issues and digital storytelling techniques. The project’s specific target
groups are secondary school teachers and students in the seven partner countries
involved in the initiative: Italy, Bulgaria, Spain, Portugal, Turkey, Switzerland and Norway.
The main objective of the project is to implement an innovative didactic methodology that
can help promote the Education for Global Citizenship (EGC) through the use of Digital
Storytelling (DS), by enhancing interactive teaching and learning across countries and
cultures in secondary schools in Europe. The innovative aspect of the RIGHTS didactic
methodology is both related to the use of the digital storytelling approach, and to the
contents related to Global citizenship education issues

Global citizenship education

Citizenship education is educational efforts to make democracy viable and stable by
qualifying citizens for participation in democracy (Solhaug 2013). Being a citizen is about
having the opportunity to actively participate in society and being influential in political
processes. The citizenship perspective recognizes the fact that young people are
important members of society in their youth, not only when they are grown up. The
political dimension of citizenship, demands a wide understanding of politics. Politics
include traditional political activities but more important in this context are diverse activities
that have political or social agendas or consequences (Ministry of Children Equality and
Social Inclusion 2011). In the traditional way of understanding education and citizenship -
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citizenship is often conceived as outcome, and this places young people in the
problematic position of not-yet-being-a-citizen (Biesta and Lawy 2006). Young people are
often seen as ‘citizens in the making’.

Several definitions of Global Education or Educations for Democratic Citizenship can be
found at a European level, while Global Citizenship Education (GCE) is a relatively new
term, which still can't be found in European regulations or official documents.

As highlighted in the RIGHTS project research phase, Global Citizenship Education does
not have an official definition. It is a practice, which has been developed in Europe, and in
several non-European countries starting from the need to grapple with some common
challenges. These include the changing international social and political situation, the
globalization of the economy, information and transportation, the increase in migratory
flows to richer countries, which has brought about the growth of an increasingly multi-
cultural society, the economic crises, and the problems linked to climate change, to name
only a few.

At the European institutional level the North-South Centre'®, provides this definition of
Global Education: "“Global education is understood to encompass Development
Education, Human Rights Education, Education for Sustainability, Education for Peace
and Conflict Prevention and Intercultural Education; being the global dimension of
Education for Citizenship”, therefore it provides knowledge about universal concepts of
humanity and about communalities and different lifestyles, cultures, religions and
generations.

Educating for global citizenship has become a shared goal of educators and educational
institutions interested in expanding their own and their students’ understanding of what it
means to claim or to have citizenship in the twenty-first century. A strong message in this
direction was given by the UN Secretary General, who launched the Education First
campaign in September 2012: one of the priorities of this campaign is promoting global
citizenship. Global education is intertwined with the contemporary movements that push
for curriculum innovation in different countries that encourage a more flexible and open
perspective by applying new content and using active methods and new resources.

Global education is not just concerned with different perspectives on globalised themes
and what you teach and learn about them. It is also concerned about how you teach and
learn and the contextual conditions in which you teach and learn. In fact there is a
necessary unity between the content, form and context in which the learning process

16 North-South Center, officially named the European Centre for Global Interdependence and Solidarity, is a Partial Agreement of the
Council of Europe whose mandate is to provide a framework for European co-operation designed to heighten public awareness of
global interdependence issues and to promote policies of solidarity complying with the Council of Europe’s aims and principles,
respect for human rights, democracy and social cohesion.

104



takes place'’. In a global education learning process students and educators go deeper
into the roots and causes of events and developments and share ideas on possible
solutions in a dynamic exercise of observation, analysis, reflection and exchange of
information that creates a new circle of knowledge and interests. The content is therefore
a result of a constant interrelation between abstract knowledge of theory and concrete
experience of everyday life. According to Solhaug (Solhaug 2012), there is an
international trend in teaching and research in the social sciences; the criticism of the
formal facts and knowledge orientation. This orientation is partly irrelevant and the effect
on the student engagement and participation is debatable.

Solhaug asserts that school has some options in civic learning; they could turn their focus
towards the current political problems, the current conflicts in their countries and try to
encourage students in their political participation. School should become an arena for
dialog and discussion between the students. This is particularly important in democracy,
and also a way for students to learn to make themselves political effective (Solhaug,
2006). The global citizenship education should increase the student’s knowledge about
the possibilities they have to influence society, and to enable them to participate and
influence political processes both through media and through “real-life” participation.

Biesta and Lavvy (Biesta and Lawy 2006) argue that there needs to be a shift from
teaching citizenship to learning democracy. The key question is how do young people
actually learn democratic citizenship and how can teachers develop this? According to
Biesta and Lavvy democracy is not confined to the sphere of political decision-making but
extends to participation in the ‘construction, maintenance and transformation’ of all forms
of social and political life. The focus on learning democracy allows us to show the ways in
which this learning is situated in the unfolding lives of young people. It also allows us to
make clear how these lives are involved in a wider cultural, social, political and economic
order. It is ultimately this wider context that provides opportunities for young people to be
and to become democratic citizens and to learn democratic citizenship.

In this context we can see the pivotal role of Digital storytelling, which is an important
media tool for involving people. It belongs to media education that is directly related to
global education. In global education an educator using the media may encourage
learners to become aware of global problems, to be a critical audience for any form of
given information, to deconstruct stereotypes, to develop a culture of understanding and to
be active citizens. Learners using the media in a global education learning process can be
active researchers of information and collaborative participants in a process towards
discovering knowledge. Using the media is a challenging way not only of getting, but also
of spreading information from the group to the local or global community, if the group goes

17 See the aims of global education in “Global Education Guidelines — a handbook for educators to understand and implement global
education-, North-South Centre of the Council of Europe, Lisbon, update version 2010, pp. 18, and 19.
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on from the learning activity to action in the real life or in cyber space. The spread of social
media is described as a new infrastructure for participation and mobilization, which
promotes adolescent’s power and influence. There is an increased importance of digital
citizenship of youth. Therefore it has become more important than before to promote the
development of the student’'s “voices”. Biesta and Lawy (Biesta and Lawy 2006)
emphasizes the importance of teaching children and adolescents to speak with their own
voice, so that they can break into the world and respond, and thereby be constituted as
responsible subjects. Digital storytelling promotes development of the student’s voices
and has the potential to enhance the student’s as active citizens.

Learning democracy is about letting the children and adolescents experience democracy,
and through the experiences learn and understand how to navigate in a democracy and
thorough that also grasp the notion of the common good like hospitals, libraries, music
schools etc. This is a precondition to understand the notion of democracy and
consequently to be an active citizen.

If learning democracy is situated in the lives of young people, then citizenship education
should also facilitate a critical examination of the actual conditions of young people’s
citizenship. David Buckingham’s research (Buckingham 2000; 2003) shows that young
people are mostly alienated, or at least disconnected, from traditional forms of politics and
civic participation. Children's’ and adolescent’s voices are often not heard. They have
achieved status as consumers, but to a very limited degree status as citizens. This means
that we have to include children and adolescents in the democracy. With other words;
there is a need to democratize democracy!

Educational uses of digital storytelling

Digital Storytelling is the practice of using digital technologies to tell a short story (Robin
2008). According to the CDS - Center for Digital Storytelling (Lambert 2006), a digital story
is a short, first person video-narrative created by combining recorded voice, still and
moving images, and music or other sounds. DST has proven to be a powerful and
effective learning tool in stimulating creativity and critical thinking through the combination
of the ancient art of telling stories with different digital tools. Over the last fifteen years
DST has been applied to many different contexts and has encountered a wide range of
possibilities. CDS’s experience has largely demonstrated that the project-based learning
within the context of personal narrative greatly accelerates the learning process of
multimedia technologies. Such projects not only reinforce writing and research skills, but
help students to work together, critique one another’'s work through discussion and help
students gain 21st century literacy skills by utilizing today’s latest technologies. In doing
so, educators are not only engaging their students on multiple levels, but also preparing
them with the skills for the world beyond their secondary school education. By teaching to
apply the digital techniques to standard writing techniques such as narrative and
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screenplay, Digital storytelling allows both teachers and students to approach different
subjects in a creative and interactive way and at the same time to develop different
transversal competences for lifelong learning such as digital competences, social and civic
competences and cultural awareness and expression.

The RIGHTS Project

The RIGHTS project wants to promote the Education for Global Citizenship (EGC) in
secondary schools in Europe through the use of Digital Storytelling (DS). EGC is a
comprehensive approach to the challenges of the present globalized world, with an
emphasis on individual and social responsibility and consequent capacity of action. It
points out to the empowering of the individual, not only to the transmission of notions.

RIGHTS will allow both teachers and students to approach EGC in a creative and
interactive way and at the same time to develop transversal key competences such as
civic competences, cultural awareness and digital competences. RIGHTS didactic
methodology has been tested through the delivery of an online training course to teachers,
and secondly through the organization of workshops with students and teachers. The
teachers have been supported by facilitators in producing their personal digital stories.

The Research
The RIGHTS consortium carried out a research activity with the aim to compare the

experiences/expectations of seven European partner countries around Digital Storytelling
(DS) and Global Citizenship Education (GCE). The idea was to help to map out the main
methods guiding GCE in the 7 countries involved, with a focus on the activities of those
schools attended by 12 to 16 year-old students. The research activities were mainly
analysis of the national documentation, interviews with secondary school teachers and
Facebook page experiment.

The research reveals that none of the countries have a specific teaching called "Global
Citizenship Education". However, all the countries provide for one or more variously
named types of teaching which refer to teaching about citizenship and human rights.
Furthermore, it can be stated that there is a clear the need to give citizen education a
global scope.

According to the researchers' analysis, the use of the DST method is still in its initial
stages. Although in a couple of the involved countries some projects, entirely revolving
around DST as the core of students and teachers' educational activities, are allegedly
being carried out. In other countries DST is mainly used in a synergy with other, more
traditional educational and teaching activities. More precisely, DST is part of an education
scheme, a useful tool in the introduction and/or final stages of workshops or learning
activities actually based on other techniques and tools. It is broadly acknowledged that the
potential of DST should be developed in several and diverse educational contexts and
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according to different perspectives, due to its strong impact on adolescents, youth, and,
last but not least, children, who were actually born in a highly technological social context.

The e-course
The RIGHTS consortium designed an e-course addressed to school teachers focusing on

Global Citizenship Education and the use of Digital Storytelling as learning tool in
secondary schools. The course requires participants to be active at least a total of 30
hours on theoretical and practical aspects during a 3 months period. It also includes the
development of a digital story produced by the teacher. The course prepares the teacher
to conduct workshops where lower secondary students create digital stories connected to
global citizenship.

The e-course is implemented on an e-learning platform designed for interaction between
students. An important part of the Digital Storytelling method is the story circle process
where storytellers share story ideas to get feedback and help each other to design a story
that communicates well (Lambert 2009).

The RIGHTS E-course is based on approximately 150 pages of educational material
comprising a diversity of interactive individual and group activities with coached
assignments, a virtual library and a glossary. It is structured in a total of 7 sequential
modules. A set of initial modules introduce the course and Global Citizenship Education,
followed by modules focusing the competences needed to address GCE in active ways
and ending with the production of a Digital Story on the issues of Democracy and
Citizenship.

The e-learning course is based on a didactic methodology for teaching that differs from
traditional teaching. The most significant difference has to do with the relationship
between teacher and student. They are both challenged to create a personal story based
on their experiences or views on global citizenship issues. In this situation there is no such
thing as a definitive answer. Just as in democracy, each individual is given a voice
expressed through a digital story. The central idea is to turn the classroom into an arena
for democratic practice where teacher and students are put on equal footing as active
citizens. This is in line with what scientists believe is a good way to teach citizenship
(Solhaug 2013).

A second principal in the didactic methodology is to encourage the students to engage in
what they experience as a burning question. A burning question is something that
students perceive as unfair or problematic and that they have a strong commitment to. A
burning question needs to be vital and focused, either in a specific local context such as a
community or a school, or in a wider context. Kathrine Winkelhorn, co-producer of the e-
learning course, puts it this way (Winkelhorn 2012):

A burning question aims at improving fundamental social and democratic conditions for
certain groups of citizens — children, teenagers, young people, women or old people.
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Traffic, environment, gender, pollution, garbage and unemployment are typical issues to
deal with.

The course aims at giving the teachers knowledge and skills in teaching methods that can
facilitate students’ engagement in democracy, thereby concrete projects being carried out
in schools with students concerning developing and reinventing democracy. We want
teachers to recognize that citizenship is not something you achieve but something you
learn through democratic practice. Democracy depends on participation and that a vivid
democracy needs to be rooted within the community, and not least that the individual is
living in a contextualized and a connected world.

The RIGHTS E-course appeals to the intrinsic motivation of secondary school teachers
and students to learn, to do a better job, and to enjoy doing it. The web-based learning
environment is designed to be as interactive as possible, taking into account that
interactivity is not simply clicking on buttons, watching animations or video, or listening to
sound clips. Frequent learning checks and appropriate and timely feedback by tutors are
important motivational elements.

The Experimentation
In order to effectively test and assess the project’'s didactic methodology an

experimentation action was carried out in the secondary schools of all the seven partner
countries. The experimentation is split in two main parts. The first part was the e-learning
course and the second part was a practical session: upon completion of the online course,
teachers began using their newly acquired skills and knowledge by conducting workshops
with their own students. Each workshop is dimensioned to 24 hours in class introducing
the main aspects of GCE and digital storytelling, from script writing, narrative techniques,
voice recording, images, acquiring transversal skills (such as writing and verbal skills,
technical skills, creativity, critical thinking, teambuilding etc.). To give the students an
additional motivation, a contest was arranged to crown the best story.

Results
The main project results are the e-course for teachers and the digital stories on Global
Citizenship produced by teachers and students.

Course participation and satisfaction

142 teachers enrolled in the e-course. However, only 83 teachers completed the course
successfully. Most of the teachers were well educated with practical orientation,
specialised in English language, ICT knowledge and humanitarian subjects. The most
active and motivated teachers from Turkey, Bulgaria, Portugal came from small towns and
villages that had less opportunities to be involved in training programs. When we look into
the learning platform we find that the level of course activity differs significantly among
countries. One thing is that the collaboration between teachers attending the course is
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small or nearly absent. We also encouraged teachers to share story ideas and finished
stories on the platform. Apparently this type of collaboration did not appeal to the
teachers.

However, most of the participants who attended the digital course appraised it as very
useful, practical oriented that gave them opportunity to enhance their professional
knowledge and have exchanges with other colleagues from other countries. From the
evaluation of the project it appears that some teachers found the course too extensive and
comprehensive. Others say that they were familiar with parts of the course so they
decided not to complete all modules. Although many teachers did not complete the
course, there were still many who conducted workshops with their students.

Digital stories

A total of 150 digital stories where produced. Many students made individual stories, but
there are is also a considerable number of stories made by two or more students together.
Digital Storytelling is essentially a personal genre encouraging each individual to reflect on
his/her own experiences, opinions and feelings. However, teachers often find it more
appropriate to organize such learning processes as group work.

The digital stories produced by students were evaluated by a team composed by
researchers from all partners. Furthermore the stories were published on the project
Facebook page to allow all students and a wider audience to express their views and vote
on the stories. The Facebook evaluation was part wider evaluation process based on the
rules defined by the project partners (RIGHTS project 2013b). Students could vote only for
stories produced by their peers in a different European country. The evaluation followed
four dimensions: focus and purpose, use of images and media, emotional content and
level of reflection. These dimensions are based criteria for a typical digital story as
described by Joe Lambert (Lambert 2006)

A selection of the best stories can be accessed on project website (RIGHTS project
2013a). The winner story was created by a Daniela Fernandes, a Portuguese student
(Fernandes 2013). Daniela tells a story from her own life in a way that highlights important
environmental challenges. She also reflects on what she can do about it and argues for
engaging in environmental organizations. By relating to her life experiences the story
becomes personal and emotionally strong. This is a typical example of what the project
defines as a good digital story about global citizenship.

So far we have not analysed the stories to find out what they can tell us about learning
outcome for the students. It would also be interesting to compare stories from different
countries to study the difference in young peoples’ conception about global citizenship and
democracy. We also lack data about how the students experienced the experimentation
and what they think about this way of learning. However, many teachers report about
motivated students who made a great effort to create good stories about citizenship. They
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also report that students show great ability to use digital tools to solve technical
challenges that they encounter in their work

Discussion

The RIGHTS project experienced some interesting challenges both in designing the
didactical methodology and in the experimentation. Among the seven partner countries
there were different conceptions of democracy and citizenship and how it should be
taught. Therefore, it was challenging to reach consensus on the methodology and content
of the course. Some partners had difficulties in recruiting teachers to the project. This can
be explained by differences in how education is organized and the extent to which
teachers can be instructed to perform experiment. Another challenge was to inspire
teachers to spend time on the project. This is understandable because teachers have a
stressful work day which makes it difficult to get time to experiment.

Although they were enthusiastic and interested in the topic and learning method of the
RIGHTS project, many teachers found the e-course too comprehensive. Some teachers
report that the modules are of varying quality and the course as a whole needs to be more
consistent. Also, it was hard to motivate them to use the learning platform to communicate
with the other participants. However, the production of student stories was significant and
the evaluation of the stories indicates that the students have been really dedicated.

Although there were some difficulties in recruiting teachers, we think that the RIGHTS
approach has a great potential when it comes to motivating the students. From the student
stories that have been created it seems as if the didactic methodology has a promising
effect on the way global citizenship is understood and taught in school. In some cases we
can see that the students create different kinds of stories than they do in more traditional
teaching, stories in which they express their personal opinions and feelings about ac
chosen topic. This obviously depends largely on the student's maturity and the teacher's
ability to challenge the students. It will also depends on factors like

- The way it is integrated in the school curriculum
- Support from the school principal
- Teachers taking the RIGTHS e-learning course

We suggest that the e-learning course is revised and presented as an opportunity for
teacher education and schools in Europe
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Regional In-Service Teacher Training Professionalization in the Perspective
of Participative Monitoring
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Abstract: The project presented here, as well as this paper, is based on action research. Starting
from the aims of school development the quality of teacher trainings provided by the group of
teacher-trainers is being improved. The final aim is a double empowering, of all schoolteachers and
of the group of teacher-trainers for their training tasks. The process of introducing and
implementing a cooperating and mutual supervision in the group of teacher-trainers is described. It
has been shown that the de-privatisation of teaching using teamwork and professional feedback
including self-reflexion methods leads to qualitatively better teaching. Therefore, a demand driven
qualification of in-service teachers should reflect these requirements. This is possible if the teacher-
trainers request the same competencies from themselves and also enhance their knowledge
constantly.

Keywords: In-service teacher training, action research project, cooperating supervision as a
method of education development, give and take professional feedback

Introduction
The student population of schools in Berlin is constantly changing and will, due to influx

from different countries, become even more diverse. For an aging teaching workforce with
an average age of more than 50 years this poses a big challenge. To empower teachers
in order to master their tasks, strategies to implement life-long learning become inevitable.

The increasing autonomy of schools leads to changed demands on teachers. Teachers
have to get involved in the change-management in the schools, which are formulated, in
the schools program. This is accompanied with an adjustment process in the schools to
achieve the set objectives, which in turn are compulsory for each teacher. In this way the
development of the organisation school touches the autonomy of teacher with respect to
chosen methods and didactical measures.

Every teacher is requested to use self-management tools in order to attain qualifications to
react adequately on this heterogeneity and complexity. This in turn is only achievable, if
the teachers are instructed how to reflect on their teaching in the classroom. They should
learn how to question old routines and to adopt new options for their work in he steps of
testing, adapting and implementing. Learning at the work place is central to this approach.
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The changes described here lead also to changed demands on the support systems for
schools and teachers. Teacher further education has to be provided close to the school
and oriented on the needs formulated by teachers. Thus the requirements on the teacher
trainers are also changed. In this text the introduction of an observation by peers as a
method to support self-reflection is delineated. Also the tasks of the leadership are
identified.

Friedrichshain-Kreuzberg — a Borough in the Centre of Berlin

Location and Population
The borough of Friedrichshain-Kreuzberg has a size of ca. 20 square kilometre and 260

000 inhabitants. The geometrical middle of Berlin is located in the Jewish Museum in
Kreuzberg. The share of immigrants is 22,4 %, the unemployment rate 13 %.

Der borough consists of two parts, belonging two the respective German states prior to
the fall of the wall. Both parts differ considerately in the mixture of their inhabitants. In
2002 the share of people with immigration background in Friedrichshain was 7% and in
Kreuzberg 37,6 % according to the statistical bureau of Berlin.

The landmark of the borough is the Oberbaumbriicke which runs over the river spree,
which in turn separates both urban parts. The population votes mostly for the green and
other left leaning parties and is counted as creative hub with dominantly alternative
lifestyles. This is also due to the fact that Friedrichshain-Kreuzberg has not only the
youngest population but is also the densest populated area of Berlin with 14.000
inhabitants per square kilometre.

On-Going Changes in the Borough
Because Friedrichshain-Kreuzberg is part of the in-crowd areas of Berlin, it is also

subjected to gentrification. This has great implications not only on political decisions in the
borough but also on the position of and the situation in the schools. Due to the very
inhomogeneous structure the borough responds not only very differently to changes in the
different part but also the needs of the population are very different. All this is of
importance for conditions for and in the schools

Schools (Structure, Strengths, Problems)
In total there are 53 schools run by the school administration in Friedrichshain-Kreuzberg.

30 of these primary schools, 10 integrated secondary schools, 7 gymnasiums and 6 (in
the future 4) centre for pupils with special needs. In addition to this there are some
centrally administrated OSZ which are part of the German vocational training that always
has one part in schools.
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Regional In-Service Teacher Training in Berlin
Following the signing of a contract between the German states of Berlin and Brandenburg

in 2007, the Berlin institution for teacher further training was dismantled and merged into a
new joint institution located south of Berlin in in Brandenburg (LISUM). Extended tasks
have been assignhed to this new institute, consisting of measures to provide qualifications
for teacher trainers, school leaders and school administration. Parallel to this a new
regionalized form of teacher further training was developed and established in all of
Berlin’s twelve boroughs. The aim of the regionalisation was to enhance the attractiveness
of the trainings through proximity to the schools (relating to offered trainings as well as to
distance). The administration of the regional teacher training was assigned to the school
administration. Each manager has the task to develop and provide offerings according to
the needs of the schools and to political demands with the resources allocated for this
task. These resources consist mostly in working hours of good teachers and some money
for external personnel and (material) expenses.

In every borough of Berlin the regional teacher training has the task to cover the
prospective needs of all subjects and all teachers and additional pedagogical personnel.
The specific needs of the different schools have to get special attention. Thus a change
from supply to demand driven offerings was intended. In order to put schools in the
position to adequately formulate their demand on further teacher education they needed
assistance in the development of their own concept for further teacher education. Thus it
becomes clear that this is a complex Change-Management-Process, which has now been
on for six years with many actively participating people.

Formation Process of the Regional Teacher Training
The formation of the regional teacher training had to be advanced on different levels.

These are the areas of organisation structure and development recruiting personnel for
administration and teaching, human resources development, development of teacher
further trainings. A quality manual for the teacher further training was developed centrally
in coordination with all boroughs. Also centrally developed was a qualification program for
the teacher trainers in the individual boroughs. In every borough the coordination of the
local teacher training has a half position of administrative personnel and a half position of
a teacher at its disposal to organize the local teacher further education and the connected
information on offerings as well as the administration. Most important areas of work are
the implementing of strategies to approach schools, to develop human resources and to
interlock offerings with needs of schools and pupils.

Effectiveness of Teacher Further Training
For teacher further trainings to be effective and sustainable they have to fulfil certain

criteria. In this respect Lipowsky (2010) distinguishes four levels:
1. the participants are content and accept the offerings,
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the participants enhance their knowledge,
the participants change their practice of teaching,

significant changes on the side of the pupils like higher success rate in learning, better
motivation, changed attitude to learning.

In questionnaires it is often only asked for the aspects named in point one. These
however, don’t have a significant influence on the practical teaching after a teacher
training.

Following Timberly (2008, 18) it applies for the learning of teaching personnel that:
LAll learning activities need a combination of trust and challenge. Without challenges only
little professional learning is happening. Change however, implies risks, prior for teaching
personnel to incur risks they must be able to trust that their serious endeavours are
supported and not disregarded.”

Effective teacher further trainings need time, have different phases and take external
expertise into account. Important is the embedding of teacher further trainings in school
teams, the combination with the school developing process and the support and a
provision of a concept from school management.

Timberly points out the following to accomplish successful and effective teacher trainings:

e aconcentration on the anticipated learning results of the students,
e meaningful content,

e integration of knowledge and skills,

¢ the ability of self-managed learning,

¢ manifold learning opportunities and manifold potentials of use,

e an approach which is focused on addressees and their needs,

e testing new learning techniques together with colleagues,

¢ awell funded expertise,

e support from management,

e keeping the change process running.

Timberly stresses the ability for self-management as one oft he most important factors for
a successful teaching development. Self-reflection is the basis for good self-management
it is the driving force for change processes.

Observation between colleagues combined with advice is a method to widen and enhance
the competencies for self-reflection and self-management.
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Action research as a method for further development of an Organisation
One oft he most known proponents of ,action in research” in England is J. Elliott, who

together with Stenhouse already in the 1970ies developed the idea to include practitioners
actively when developing and implementing innovations. They should become
collaborators in developing processes, ,...thus the idea of teachers as researchers was
born” (from the german after Altrichter and Posch, 2007, 320).

Elliot (1978, 355-6) puts it in the following words: ,Action researchers support the view that
people can create their own identities and that they should allow others to do the same.”
and “Action research is designed to bridge the gap between research and practice,....,
making education in practice more reflective. Action research combines diagnosis, action
and reflection, focusing on practical issues that have been identified by participants and
which are somehow both problematic yet capable of being changed. *

Lewin (1946; 1948) divides the process of action research into the four phases planning,
acting, observing and reflecting. This division is analogous to the phase in project
management. It gives the systematic base for this project.

Altrichter and Posch point out that in the active design of action and successive reflection
processes both have to be brought into equilibrium. In this way practical theories and
assumptions are created which can be tested, falsified and developed further.

Hattie (2009) confirms this notice and writes: “A discussion among teacher about teaching
will be created. There must be a tolerance of errors, a peer culture among teachers of
engagement, trust, and shared passion a.m.” “The same attributes that work for student
learning also work for teachers’ learning”.

Participating Monitoring and Advice as a Form of Action Research

The model test “Teacher Observation by Peers in the School-Start Phase” (german
“Kollegiale Unterrichtshospitation in der Schulanfangsphase”) in Berlin, which is monitored
scientifically by Buhren of the Deutsche Sporthochschule Kéln (Buhren, 2013), targeted
the implementation of specific forms of action research in the every-day work of the
participating teachers. The chosen form is a mutual observation in the class where the
observed teacher chooses the focus of the observations. This is a process-oriented form
of collaboration comprising all basic ideas of action research. Each teacher formulates
individual questions about his or her own teachings and uses the points of perspectives of
a peer for answers. In this way their knowledge about their own teachings and their
response to specific situation in class is enhanced. By doing this on a regular basis a
shared vision of strengths and potentials for further development is formed. Crucial for a
success is a clear mutual understanding of the aims, the conditions of each partner and
the way of collaboration. Following competencies help in this form of collaboration: active
listening, observing without evaluation, giving and taking professional feedback,
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communication on a par with the respective partner, mutual trust, and mutual interest in
the development of the partner. Thus the essential moments of this approach are dialogue
and reflection. The collaboration itself can be conducted in the form of a learning tandem
or in small groups.

If it is successful to establish this form of collaboration between teachers of a school, then
it will be possible to watch a rising self-efficacy which in turn gives more trust in this form
of work. This form of continuous further education at the work place accompanies and
supports continuous development of work practice and attitudes. The results of the on-
going self-evaluation are used directly to initiate changes for the better. Amongst others
teams in the schools can change their planning for teaching. The mutual advice on eye
level and the supervision of the intended developments as well as the communication of
successes foster intensively the team-oriented development of teams. Also it is possible to
identify the competencies of the participants and by way of discussions turn them into
common knowledge of the whole team. In addition to these primary effects on single
teacher groups and their work relevant secondary effects with respect to the development
of quality standards for the whole school can be asserted.

Introduction of a Systematically Participating Monitoring as a Managerial Task — a
Case Study on the Regional Teacher Further Education of Friedrichshain-Kreuzberg

Start and Planning

In the following the introduction and implementation of the method of participating
monitoring in the team of teacher trainers of Friedrichshain-Kreuzberg will be described. It
has to be considered, that the method to be introduced is action research directed to
group of teacher trainers and performed of themselves in teams or tandems. Accordingly
this will be done following the phases of action research.

While the teacher trainers work on the operational level of the regional teacher further
training, the introduction of this method is a managerial task for the leadership. The point
here is to describe and reflect it. Chances for fine-tuning of the process are to be
identified.

With the success of this method the teacher trainers become explorers of their own
offerings for training. The course of events when introducing this method for the teacher
trainers is similar to that when introducing and implementing this method in a group of
teachers in a school.

The guiding idea not only for the process of implementing this method but also in applying
it is the mirror image of the demands on the school as a learning organisation in the
demands on the teacher further training as an equally learning organisation. The level of
teacher further training is thus a meta-level with structurally the same needs for
development as a school. For the time being only a small subset of german schools uses
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the method of observation by peers. Correspondingly, there is a big chance in using the
teacher further training to spread and develop it. Therefore the teacher further training has
the task to develop itself further. The question how this is accomplished best is not to be
underestimated.

The task of developing, introducing and implementing this process for the teacher trainers
can be supported using again an action research process on the managerial level. This is
a process on a second meta-level. There the guidance and the impulses given by regional
teacher training are analysed. The aim is to identify best practises for starting and
implementing this action research process on the first meta-level i.e. the teacher trainers.
The main emphasis is to realise the latitude for managerial decisions and to use it
intentional.

The ensuing description of this process covers the pre-planning and the first action-
reflection round.

Objectives
The superior aim of the process described here is the improvement in the collaboration of

the teacher trainers beyond their pure professional task. In the medium term competence-
teams should come into being that are better equipped to react on the complex demands
of school-reality through interdisciplinary collaboration. Professional teamwork is an
answer on the relatively new demands, which teachers experience due to rising
inhomogeneity of classes and the ensuing need for differentiated and individual reaction
with respect to different methodical-didactical and educational aspects. For a teacher the
work in a team and the professional self-reflection is in this respect an indispensible
competence if teaching in an inhomogeneous classroom with individual needs of the
pupils is to be successful. The teacher trainers have to have the same competencies if
they are to work successful in the complex school-system. It is sensible to acquire and
use these competencies in the team of teacher trainers. At least in Berlin this is not part of
a standard qualification procedure up until now. Familiar and reliable surroundings are
best suited for implementing it using an internal qualification process. The design of the
qualification method for teacher trainers is similar to the design used for school-intern
qualifications. The demands on the teachers in schools are reflected on a level of adult
education and possible reactions tested. The qualification of the teacher trainers happens
at their own work place. The teacher trainers are strengthened because peers reflect their
trainings on par with them. The delivered positive feedback lays the foundation for
successful personal developments. The visit of trainings is mutual as is the giving of
feedback. Both facts contribute to the formation of a real team of teacher trainers with a
common understanding of the importance of self-reflection and quality assessment of the
own work. The standards for quality become