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Introduction

This volume includes the Proceedings of the 34th annual conference of the Association
for Teacher Education in Europe held at the University of the Balearic ISlands in Palma
de Mallorca, Spain from August 29" to September 2", 2009. The Conference was
organized by the International Educative and Scientific Cooperation Office of the
Department of Education in Catalonia and the University of the Balearic Islands. The
theme of the conference was * Knowledge creativity in teacher education. Education for
knowledge creation’. The main objective was to find out whether educational practices
of today’s institutions, which offer initial and/or in-service teacher education, provide
effective solutions toward cultivating the learning dispositions that underpin crestivity.
Many of the papers included in the present volume respond to this query and are
centered on what is known about Knowledge Creation in different cultures as well as on
which mindsets are most appropriate to develop Knowledge Creation in Teacher
Education for a world which demands creativity of the many. Some papers also tackle
challenging conceptual issues about whether educational goals for knowledge creation
should be formulated in terms of skills, knowledge, habits of mind, personal traits,
character development or acculturation, among others. Other papers look for
satisfactory answers which may explain the process of producing new knowledge,
which can be made more likely through effective education policies.

The volume includes the papers presented in the different Research Development
Centers (RDCs) of the Conference which are the following: Research Observatory;
Primary and Pre-primary education; Secondary Teacher Education; Vocational and
Adult Education; Inclusion and Special Needs; Education for Social Justice, Equity and
Diversity; Culture, Language and Citizenship; Educational Leadership and
Management; Science and Mathematics Education; Curricula in Teacher Education;
Teacher Education and Information Technology; In-Service Learning and the
Development of Practice; Professional Development of Teachers, Professional
Development of Teacher Educators, and Knowledge Creativity in Teacher Education.
All the papers included in the present volume have been reviewed and accepted by the
Academic Committee of the 34™ ATEE Conference formed by international expertisein
the field of education. The editors would like to express their gratitude to the Academic
Committee of the Conference, the International Educative and Scientific Cooperation
Office of the Department of Education in Catalonia, the OISE-IKIT of the University of



Toronto, the Organizing Committee of the Conference, to the Institute of Sciences of
Education, the Department of Spanish, Modern and Latin Philology, the Department of
Psychology, the Department of Pedagogy at the University of the Balearic Islands, to
the Govern of the Balearic Islands and to the Ministry of Education in Spain.

The editors.
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CAN PRACTICE-BASED LEARNING FOSTER KNOWLEDGE CREATION?
EXPERIENCESWITH PRACTICE BASED LEARNING WITHIN TECHNICAL
AND VOCATIONAL TEACHER EDUCATION

RONNY ARNE SANNERUD

ICARA DA SILVA HOLMESLAND

Akershus University College, Norway
Center for Research on Education and Work

ABSTRACT
The demands for teachers becoming producers instead of reproducers of knowledge are behind
many uncertainties about teachers pedagogical approaches and how one can best learn and/or
teach. In the midst of all changes, practice based learning is often referred as the way to learn and
promote knowledge in the modern society.

Practice-based learning has been in the heart of the technical and vocational teacher education
programmes offered by Akershus University College (AUC), in Norway. This paper presents and
discusses practice-based learning and how it is interpreted and built into the pedagogical
principles of AUC' s technical and vocational teacher education.

Keywords: Vocational education, practice-based learning, knowledge creation

Many changes are taking place in society and educational institutions are seen more
often as the places for creating rather than being repositories for knowledge
reproduction. Today’s high pace of change is challenging teachers regarding their
fitness to meet constant demands for new knowledge. The demands for teachers
becoming producers instead of reproducers of knowledge appear to be behind many
uncertainties about the teachers pedagogical approaches and how one can best learn
and/or teach.

In the midst of all changes, practice based learning appears often in the headlines of new
curricula and it is being referred by different disciplines and institutions as the way to
learn and promote knowledge in the modern society. Itsimportance is confirmed by the
European Commission’s funding of several projects under the Lifelong Learning
Programme. Although referred under different titles such as workplace learning,
problem-based learning or experience-based learning, these projects have practice-based
learning as their main focus.

Why such wide interest for practice-based learning and what does it have to do with
knowledge creation? There are several evidences that classroom based instruction
results in better learning when the students relate such learning to previous experiences.
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It is often classified as an approach that moves away from surface to deep learning.
Under this approach learners can construct knowledge by relating new information to
what they aready know or skills they have. The learner becomes thus an active seeker
of knowledge and will more likely be better prepared to use what has been learned.
Many universities are presently using practice based learning as they move from the
traditional paradigm of teacher centred to student centred learning.

Practice-based learning has been in the heart of the technical and vocational teacher
education programmes offered by Akershus University College (AUC), in Norway.
Thus, the framework for this paper is how practice-based learning is interpreted and
built into the pedagogical programme of the technical and vocational teacher education
at AUC. This programme offers a pedagogical education to professionals that will either

work as teachers at the upper secondary school level or asinstructorsin acompany.

The context of technical and vocational education

For a better understanding of how Teacher VVocational Education and Training (TVET)
isinserted in Norwegian higher education, one has to understand the context where this
education takes place and for what purposes. A brief overview of vocational education
isgiven in Figure 1. This figure shows how atrade certificate is earned after 12 years of
education in the school system and 2 years of practice as an apprentice in a company.

This is also the minimum requirement for students that wish to become teachers in
vocational education at the upper secondary level and apply to the TVET programme
AUC. As one can see from this chart, the vocational education teachers must have a
minimum of 2 years of practice to earn a trade certificate. In general, they work for
some years before they apply to AUC's TVET progranme. This means that the
applicants to the TVET programme at AUC are adults with some years of work
experience in industry, in crafts, or another professional area. Their decision to earn a
degree in pedagogy is linked to their wish of becoming either teachers in the vocational

areas of upper secondary schools or instructors of apprentices within a company.



VOCATIONAL EDUCATION IN NORWAY

Normal pathway to a trade/journeyman’s certificate

Craft certificate (INDUSTRY) Competence platforms
Journeyman’s certificate (CRAFT)

1T

Trade/journeyman certificate
examination

1T

Apprenticeship within a company
2years

TT Curriculum

Upper secondary school

VG 151% year [VG 2=2" year

1T

| Basic comprehensive school (10 years)

Figure 1: The path to vocational education in Norway

Vocational education (VET) in Norway is part of the educationa system. It has been
inserted in the upper secondary level of the school structure since the 1974 Upper
Secondary School Law, when classic academic and vocational training programs were
combined into a single comprehensive school. VET has through subsequent reforms
been adjusted to its present structure shown in Figure 1.

General theoretical education and vocational education and training are offered side by
side, often in the same school building, in classrooms and in school workshops. The
insertion of VET programme in the educational system is a special and important
feature of education in Norway because it maintains the possibility to continue studying
at the tertiary level, which is open to pupils attending the academic as well as the
vocational programmes.

This form of education requires a close collaboration between schools and the working
life. Indeed, the VET system is built upon atripartite cooperation principle mandated by
the Education Act and established both at national and regional level. It involves
employers' and workers' unions because education and training is conducted both in
schools and in enterprises. Public and private enterprises accept apprentices and are
approved as training enterprises by the county. Thus, training offices that ensure
provision of places for apprenticeship have become increasingly common. Figure 2
represents the collaboration that exists between the social partners in the tripartite

system.
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Figure 2: The tripartite system in Norwegian vocational education

Practice-based lear ning and the knowledge society

There are many assertions and contentions about the importance and value of practice
for all kinds of learning and development of skills. Its importance for the cognitive
processes has been expressed earlier by researchers and educators (among them Dewey
in 1938). In its evolution, practice as a concept has become the focus of many types of
studies and it has been reaffirmed through in-depth investigations conducted by
contemporary researchers (Lave & Wenger, 1991; Polanyi, 1962; Wenger, 1998). There
is a wide range of studies that include research on motor learning and skilled
performance (Schmidt & Lee, 2005), on situated learning (Lave & Wenger, 1991) and
on communities of practice (Wenger, 1998).

Practice is a fundamental component in vocational education and its importance for
learning is constantly reassured by research projects that focus on practice-based
learning under its various forms and titles, such as problem-based learning and work
place learning, and others. These concepts have been part of the vocational education
community for along time, but, recently, they have spread themselves to other types of
education due to a wider interest of better understanding how practice relates to, or

affects, knowledge acquisition.



Practice-based learning implies also that knowledge is not always explicit. One talks
then about knowledge having a tacit dimension, which is incorporated in the person and
isdifficult to describe in words (Polanyi, 1967).

Thus, the concept of knowledge and its acquisition has been changing and has become
quite complex in the post-industrial society. It oscillates between the stability of
expertise for a predictable world and the constant demands for professional
development in an unstable world that requires permanent updating of knowledge and
skills. Knowledge has become a very complex concept to define as it is no longer
understood as being solely abstract. The complexity of its meaning can be illustrated
through a wide variety of modifiers that have been attached to the noun “knowledge’.
Thus, one can refer to different types of knowledge such as, for example, “situated
knowledge”, “tacit knowledge’, “explicit knowledge’, “reproductive knowledge’,
“creative knowledge’ and many others. Since knowledge is no longer understood as an
abstract concept, it can have a very specific meaning when attached to the concept
“skills’. The combination of “knowledge’ with “skills’ is often referred to as
competence, which is a concept linked to on€e’s performance in a professiona area, i.e.,
one's expertise in carrying out professional tasks. The importance of such combination
has enlarged the view about knowledge which Christensen et a. (Christensen, Shapiro,
& Folmer, 2000, p. 20) refer to as.

Knowledge and skills and the ability to quickly and creatively trandate this knowledge into
new products and services have a growing importance for more and more companies as a
key competitive asset to be considered in new high-tech industries or in the mature
industries and sectors.

These authors make a comparison between the industrial society and today’ s knowledge
society which isvery relevant for discussions about practice-based learning and changes

in the processes of learning. Such comparison is presented in Table 1.



Table 1: A comparison between the industrial and knowledge society and their learning requirements

Criteria Industrial society Knowledge society
Theworld Stable Unstable
Allocation of responsibility Centralised decisions Increasing delegation of

decision-making, teamwork,
personal/social skills for multi-
professional team work

Knowledge needs

Specific technical and
professional qualifications

Professional and systemic
knowledge, learning skills

Use of technology

Automated functions. Limited
information, sharing of tasks.

Using technology to integrate
and transform work processes

and functions within the
company and value chain

Coherent structures. Problem-
solving competence in new
situations (breadth of
competence

Required competences and
qualifications

Specific skillsrelated to specific
needs and skill requirements

Understanding of
professionalism

Specific definition of profession | Dynamic professional profile.
Ongoing development and
changesin relation to tasks,
industry and technology

development

Source: Adapted from Christensen, Shapiro, & Folmer 2000, p. 20

By examining the differences of these two types of societies in relation to the set of
criteria chosen for the comparison, one can infer that the unstable world in the
knowledge society may be explained by the changes that have occurred, for example,
regarding the alocation of responsibility, knowledge needs, use of technology, and
required competences in the evolution from one type of society to the other. All these
changes have increased the need for other types of competences, such as social and
mental abilities (psycho-socia abilities) in combination with professional competences.
There has been, thus, a change in the learning paradigm, which has moved from being
teacher centred, in the industrial society, to the greater focus on the learner and
emphasis on competences and knowledge creation under the knowledge society.
Christensen et al. (2000) discuss the concept of learning further by bringing to attention
the separation that has existed earlier between theory and practice, and the recognition
of the need to integrate these two concepts in today’s knowledge society. In their
argumentation, these authors refer to changes happening in societal development
regarding technology and work processes and their relation to changes in the teaching
spaces. To exemplify, another comparison between the industrial and knowledge
societiesis presented in Table 2, which summarises the characteristics of each society in




four critica domains that impinge upon learning, i.e., educational structure, teacher’s

role, concept of learning and learning processes.

Table 2: A comparison between the industrial and the knowledge societies in relation to educational structure,
teacher’ srole, the learning concept and learning processes

Industrial society Knowledge society
Educational structure Learning of practical Rethinking the concept of

skills and factual practiceinrelation to

knowledge. Separation changing contexts.

between professional and | Integration of education
practical skills. Problem and professional skills.
of connecting school with

traineeship
Teacher'srole Professional authority Mentor, tutor, guided
responsible for knowledge | learning towards ever
transfer. greater autonomy.
Focus on teaching as Learning happensin a
Concept of learning mediation related to context; identity is
externally defined established through drills
objectives. Learning asan | and practiceina
individual process and community of practice

oriented toward learning
of skills and knowledge.

Learning processes Teacher are responsible The student and teacher
for achievement of define and achieve goals
established targets. in collaboration. Learning
Targets are given from tolearnisamain

outside. Focus on skills objective

Source: Adapted from Christensen, Shapiro, & Folmer (2000, p. 20)

Once again, reference is made to changes in teaching and learning, as for example, the
role of teachers, who are no longer transmitters of knowledge but guides of autonomous
learners who are knowledge searchers and creators. Learning has thus become a
cooperative enterprise between learners who operate in changing contexts, which are
constantly challenging the concept of practice. The instability of contexts poses new
challenges to learners and teachers, who define and achieve their goals cooperatively.

A further concretisation of the development from an industrial to a knowledge society
can be done through a model proposed by Thang (Théng, 1996), in which he describes
the characteristics of each phase throughout four decades. In Figure 3, Per Olof Théng
outlines developments that have happened in the business world since 1970. The
changes move from a production culture, in which the focus was mass production based

on the routine-based work, followed by a quality culture, in which the production was



based on rules and procedures, and, finally, its movement toward a competence culture

where production has been based on knowledge and expertise.

Changes in the culture of work
organisations

- ~ Culture of /
e competence
g Culture of yd

/ quality /,,//
/7 Culture of 7

I\\'\ \pw _,./’/.//

. P
~— -
~_

1970 1980 1990 2000+
From production - toquality - to competence cultur

Per Clof Théng, Univesity of Gothenburg 1996

Figure 3: Changes in work organisations

In 2004, Ronny Sannerud expanded Thang's model by including a possible new step to
this development, which has been called culture of innovation and competence.
Sannerud (2004) proposes specific forms of action and learning methods that can
distinguish the different cultures. It is the authors' belief that this sketch can be fruitful
in discussions about vocational training and vocational teacher education content and
learning methods. Figure 4 is a modified and expanded version of Théang's poposed

representation of these changes on organisational cultures.



Changesin the culture of work organisations
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Figure 4: From a production culture to a culture of innovation and competence
Source: Ronny Sannerud (2004)

One can always wonder whether the TVET programme at AUC is capable of keeping its
education in line with the developments of industry and society. Therefore it might be
fruitful to examine both its content and teaching methods in light of the "theoretical
framework” that has been presented.
The afore presentation of societal changes and their impact in the forms of learning and
knowledge acquisition has had the purpose of preparing the ground to further discuss
the education of teachers for technical and vocational education (TVET). This is an
interesting type of education to be researched today for several reasons, but, perhaps the
main ones can be summarised as:
a) First, thisis a type of education where a teacher can best reconcile practice
and theory.
b) Second, it is avery fertile ground for studying how learning takes place in the
convergence of schooling and working life.
To be practical, it is necessary to look at examples of how things are done. Thus, next, it
will be presented how AUC carries out the TVET programme in its interaction with the
changes taking place in society. The question asked here is whether the practice based

learning that isin the heart of the programme provides space for knowledge creation. To
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start with, it is necessary to take a look at changes that take have occurred in the work

life and business culture.

TVET programme at Akershus University College

The purpose of AUC's TVET is to develop the students didactical skills up to a level
that will make them feel confident as professionals that are capable of carrying out their
teaching in a conscious and effective manner, both in classrooms and in workshops.
Thus, their learning takes place in the interplay between practical teaching and
vocational experience, theoretical knowledge and vocational teaching didactical
reflection.

The curriculum for Vocational Teacher Education offered by Akershus University
College emphasises several competence areas. As an illustration, some of the areas have
been selected for describing the learning outcomes for the teacher education programme

for upper secondary school teachers of Building and Construction.
Professional competence

Professional competence requires a wide competence in the subjects represented within
Building and Construction, as well as updated in-depth competence within one’'s own
field of specialization. This includes both theoretical knowledge and practical work

experience which gives confidence and authority in ateaching situation.
Didactical competence

Didactical competence implies that the students will be able to plan, work through and
evaluate the teaching and demonstrate critical insight and reflection regarding their own

pedagogical practice in relation to both school and work in industry and commerce.
Social competence

Teamwork, counselling and cooperative work are central themes directing the
educational training. Social competence implies that the students are able to understand
and show the ability to interact socialy with their fellow students, their pupils in the
teaching situation and colleagues at the workplace.

Competence to change and to develop
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Continuous processes of change and development, both in schools and working life,
require that people about to enter the workforce be adaptable and capable of taking a
leading part in individual and organizational change and development processes.

Competence in work ethics

Implementing learning at schools or in the trade and commerce sector demands that
teachers make frequent choices in relation to their pupils, apprentices, parents,
employees and colleagues. Whoever is in charge of implementing learning activities
must therefore be familiar with the legislation, state and institutional guidelines as well
as the fundamental values on which teaching and instruction is based. This means that
the teacher must be capable of carrying out well-reasoned, value-based decisionsin
practice. While each learning target is discussed separately, the study program aims to
combine them into an integrated whole. Thus, teaching and working methods are

focused next.

Teaching and wor king methods

Akershus University College uses a broad and coherent repertoire of teaching methods,
learning activities and evaluation forms that require the interplay between practical
teaching theory, vocational experience, theoretical knowledge together with didactical
reflection and practice. Severa principles that support the choice of working methods

are described in the following:

Practical orientation
The study programme is rooted in the tasks and challenges that one meets within the

teaching profession. This means that reflections made by the students about the
teachers' practical work is a core aspect in the study programme.
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Problem-based orientation

Under this principle, students should learn through working with problem situations and

issues. Problem-based orientation takes place through project work, development work,

problem-based learning and by solving problems related to tasks.

L earning through examples

The students learn when appropriate examples are analyzed, adapted, generalised and

applied to their own practice.

L ear ning through experience

The student should be conscious of earlier experiences and create new experiences with

different forms of pedagogical work. Through the process of planning and trying out

new practices, one increases his’her repertoire of action in different practical situations

in teaching and training.

Experience orientation

Through own experiences, the students become aware of their emotional and rational

reactions that might occur in learning situations, and learn to express them. They should

also be able to facilitate the same learning processes to their pupils.

Valueorientation

The students should be conscious of and clear about their norms and attitudes in relation

to the ethics and the consequences their choices might have for others. They should be
able to justify their values and develop common normsin classrooms and for groups.
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Student influence

The students should develop goals and plans for their own learning and they should take
an active part in planning and completing their studies within the framework of the
curriculum. They should take part in the development of content and be involved in on-

going evaluations of the study programme and teaching and |earning processes.

Obj ective management

The regulations determine the final level of competence. The objectives are clarified
and interpreted collaboratively by teachers and students, and are made concrete in
relation to the assignments the students work with.

Connecting theteaching principlesto German critical theory

Some of the teaching principles afore mentioned, such as experience orientation,
learning through examples and student influence, can be anchored in German Critical
Theory (Frankfurter Schule), represented by Adorno and Horkheimer, and later Jirgen
Habermas and Oscar Negt (Negt, 1981). Problem based orientation can aso be
anchored in that theory. In German Critical Theory, the concept of experience is very
central and fundamental. With afew words, the concept experience can be defined as
...an active relationship building, critical and creative process, which is collective. The
human being shaped by society cannot learn individually. - Experience is a process, and
aways historically specific. (Olesen, 2000, p. 172).
At AUC, the teaching principle “learning by experience” or “experientia learning’
which makes a broad use of the concept “experience’ is fundamental in its TVET
educational programme. The students’ experiences are used systematically and the
principles “exemplary learning and problem based orientation” are applied in
accordance with the concept of experience as understood and defined by German
Critical Theory. This means also that experiential learning as practiced by AUC
stretches itself between the cognitive, psycho-dynamic and the socia dimensions
proposed by the Danish author Knud Illeris (llleris, 1999) in Figure 5. Illeris emphasises
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that understanding the interactions between these three dimensions is essential for
understanding the learning concept. In our understanding, this figure summarises the

experiential learning dimensions that AUC attempts to practice.

Cognittve ditnension Psycho-dynamic
< > dirmension

Soclal dirension

Source: Illeris (1999, p. 92)
Figure 5: The interactions between cognitive, societal and psychodynamic dimensionsin the
learning process

Final comments

Learning is an inexhaustible theme and many questions can be asked about what is the
best way of learning. Will an integrated learning provide space for creative learning or
knowledge creation? If learning ought to be creative, will there be no need for a basic
and sound knowledge, which has been associated with reproductive learning? Must
learning be productive? What about basic skills necessary for carrying out different
tasks that require a high level of expertise? All these questions are frequently asked in
debates about education and learning.

As aconclusion, it appears necessary to bring forward some ideas about productive and
reproductive learning, and how they might be best reconciled, if reconcilable at all.
During the last 15-20 years reproductive learning has fallen to the bottom of the
learning hierarchy, while innovative or productive learning is enthroned on the top
(Elmholdt, 1999). This means that reproductive learning has been assigned a low status

and it can be washed out under the enormous focusing on creative/innovative learning.
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However, reproductive learning per se is an important type of learning in vocational
training, especially when the focus is on the development of vocational skills and
competence. Why is it so, when the present developments in learning theory seem to
point out toward the direction of productive and innovative learning approaches? One
argument is that a skilled worker, like a skilled musician, needs also to repeat work
tasks over and over again, until the task is executed according a specific set of standards
that assure the quality of a product.

Thus, Figure 4 must not be understood as expressing that reproductive learning is no
longer applicable in vocationa training. If one should be a carpenter, as an apprentice
he/she will need to mount a window a number of times before he/she can accomplish
tasks fast and efficiently, and according to a predetermined level of quality. It is rather
so that the other learning methods that are presented in the figure are an addition and
will have different weighting in different occupations. There is a big difference between
a web designer and an aircraft mechanic. For a web designer, creativity has no limits
because design is a creative profession while an aircraft mechanic has very limited
opportunities to be creative in hissher practice. Procedures and rules must be followed
perfectly.

In this paper we will not make any extensive discussion of this theme, but rather point
out that the relationship between productive and reproductive learning generates
questions that should aso be included on the agenda, such as the following.

How will VET and TVET handle the large focus on creative / innovative learning when
a gignificant number of occupations are learned through practice/training and
performance in communities of practice?

VET and TVET meet significant challenges due to the change in industry and society,
where both, reproductive and creative/innovative learning, are necessary. In vocational
education, it is important that none of the forms of learning comes at the expense of the
other. In other words: |s there a need to rehabilitate and uplift the status of reproductive
learning?

AUC based the teaching on the principles mentioned above. How sustainable are these

principlesin future TVET where business - and society are constantly changing?
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PLANNING INSTRUMENTAL TRAINING IN PUBLIC SCHOOLS- AN
INTERACTION BETWEEN THE RESEARCHER, TEACHER AND STUDENT

ODD-MAGNE BOEE
Soer-Troendelag University College

ABSTRACT
The paper shows the different aspects of students experiences of learning to play music in public
schools. Is today's education in balance between the framework of the curriculum guide lines of
Norway, the teacher's own musical skills and students' experiences and dreams? This paper is
threefold. First, | describe the aim of the study and justify the selection method. Then | present the
results from empirical data based on qualitative data from student interviews. In the third section |
will discuss the practical utility of such research.

Music education, public school, student interviews, national curriculum, local plans.

Introduction

Music is one of several subjects, among other things, that are characterized by a low
number of lessons each week and with characteristics that include concepts of well-
being and a positive school environment. The school subject consists of three main
activities: to make music, composition and listening. Within the activities making music
(to dance, to play and sing music) we find, among other things, competence aims for all
students concerning playing, singing and dancing. In this paper | will draw attention to
how to learn to play an instrument. The Ministry's guidelines concerning how to learn to
play an instrument is quite clear: al the students must have the opportunity to learn to
play an instrument in school every year:

This main subject area includes practical work with singing, playing various instruments
and dancing in different genres and expressions on al year levels. (LKO06, p. 138).

This guideline will provide music teachers with major challenges. To teach a large
group how to play on a variety of instruments, will require competent lecturers and
good framework conditions. The curriculum guidelines of Norway, LKO06, also contain
more specific competence aims after the Year two, Year four, Year seven and Y ear ten.
Students should, among other things; learn how to play rhythm, melody and chords, and
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they will play and sing either by ear or notes (p. 140-142). These frameworks should
help to ensure varied ways to learn to play an instrument. The individual skills among
both students and teachers can be very varied, which in many cases will require that the
teacher must individualise how to learn to play an instrument to each student in class.
I'm not sure if the teachers in school let students play instruments every year, and if
there are any links between the Ministry's intentions and the actual teaching in the
music discipline in schooal.

Many studies of the development of various national curriculum guidelines in recent
decades have provided some knowledge of the changes in these guidelines. Thereis still
a limited amount of literature that focuses on what students in Norway actually
experience and learn in each subject (KD 2008-2009, p. 48). | want in this paper to
present the results which are based on pupils experiences of what is going on when
students learn to play an instrument in public schoolsin Norway.

In this paper, | will, try to approach what we do in the concept of how to learn to play
an instrument, and present results from a three-year study, based on group interviews
with children from different years. There may be severa factors that determine the
scope and course with regard to how to learn to play an instrument, and one of the most
important of these is probably the music teacher (KD 2009, p. 12).

The teacher's choice of repertoire and method can vary, not only from one school to
another, but from one teacher to another. The conditions and framework in each school
will also be a significant factor regarding how to learn to play an instrument. One of the
most important pieces in terms of what actually is going on in schools is what
instruments the schools dispose, and whether the music teacher has formal or
professional experience how to play.

A study | conducted in 1990 among 314 teachers showed that music teachers often have
a very different education and experience in the subject (Boee 1990). Updated figures
from Statistics Norway (SSB 2007) shows that only six out of ten music teachers have
credits in the subject. The figures do not tell if the music teachers know how to play
rhythm, melody or chords, but nevertheless it gives some idea of the pupils
opportunities to play instruments in public school lessons. This paper has the following
issue in the further presentation and discussion: To what degree do students experience
how to learn to play an instrument in correspondence with curriculum guidelines of
Norway? It will be interesting to clarify the factors which may prevent or help to meet

19



the national requirement.

Method

In Norway we have a tradition of substituting national curriculum guidelines every ten
year, but the teachers practice may not have changed with the same frequency. This
paper tries to give some answers about the extent to which the music teachers included
these guidelines in their own plans. I've tried to find some answers by using a
qualitative method, based on the students' own experiences.

A design based on qualitative data, has proven to be suitable for mapping complex
areas. Pupils experiences from the school, turned out to provide plenty of complex data.
Information in the form of alarge number of dialogues, however, was very challenging
to characterize in the analysis section. The fact that several persons put effort and time
in this project, should lead to an improvement of the situation. It is therefore important
that students, teachers and scientists participating in such a study discover practical use
of their own contributions. | want the research to be an interaction between the
University College and schools, and give something back, at least to the young people.
What this new value will eventually be will be presented in the analysis section at the
end of this paper.

A few years ago | got experience from using questionnaires. | discovered that it required
painstaking follow-up, and many rounds of visits, to achieve an acceptable response
research, and a sample that is representative. This resource was not available this time,
and | was therefore forced to choose an either-or, and | chose to let the students voices
speak in thisresearch.

The employees at the selected schools in the study were drawn into the process in many
ways, and it was constantly full transparency about interviews. Headmasters, team
teachers and music teachers received feedback from the pupils interviews, when |
returned unedited sound recordings and full transcripts of what the students expressed.
No lines were censored, and audio recordings were brought back to schoolsin the form
of a CD without "clipping”. In addition, | prepared a report that is available "for al" on
the Internet, via the library website "HiST Brage" Soer-Troendelag University College.
The Internet link is: http://idtjeneste.nb.no/URN:NBN:no-bibsys brage 9342
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Music Teachers across the country can read this, and they can copy and adapt practical
tips and plans, and make them their own. As we see in this study in cooperation
between the practice fields and the University College.

In my study | am interested in the experienced practice from how to learn to play an
instrument in public schools. Some interesting questions that | want to find answers to
include whether students of different ages experience how to learn to play instruments,
and if they improve having been involved in school education? It will also be interesting
to see if there is a correlation between the level and progress in education within public
schools in the daytime and music- and culture schools in the afternoons? As a design to
get a closer insight into this issue, | chose to conduct group interviews with students of
varying ages.

| first sent out questionnaires to 600 parents at 11 schools in Trondheim. Two out of
four schools with Year ten students could not participate in the study, for various
reasons. Half of the parents gave their kids permission to be interviewed in groups of 4
to 5 students. Empirical data in this paper consists of responses from 275 students,
distributed on 64 group interviews, conducted at 11 schools in the period 2006 - 2009.
Students represent Y ear two, Year four, Year seven and Y ear ten. In the presentation of
findings in this study, there will be considerable variation with regard to experiences
from how to learn to play an instrument in public schools.

I chose these four years, because the skills linked to instrumental level are placed in
these. | was able to compare the competence directly with the opportunities students
may have to achieve these. If competence according to the curriculum guidelines of
Norway should be that the students would master to play melodies, they must
necessarily experience the activity to play on instruments on which it is possible to be
play melodies. The study shows clear trends in connection with the activities that are
somewhat deficient in order to meet the national requirements.

I made sound recordings of the group of students between 7 and 15 years old. The most
important data source for this study is therefore taped interviews. | asked questions from
several areasin the music discipline, not just instrumental. Students got seven questions,
and | will in this presentation draw out two, which is directly related to the issue of this
survey: "What do you do in music lessons, and what do you want to do and learn in
music." The recordings made it possible to write down what the children and young
people told me, and | have made a very limited selection of lines presented in the next

section. | gave each of the statements in the presentation section a reference which is set
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in brackets. One example is this: "(4B6)". This represents Year four, school B and
group No. 6.

A survey, presentation and analysis like this are not objective. |, the researcher, make
my own priorities, both in the selections of questions in the interview phase, and also in
the selection, categorization and presentation phase. In this paper the presentation of
pupils lines is significantly reduced. Which “glasses’ do | put on when | select, and
interpret the pupils statements? In this process, | can’'t either ignore or forget the ten
thousand music lessons that | have as an experience from the school. | recognize the
situation when students tell stories from music lessons, and listen very well when they

tell it in the same way and have the same opinion that | have myself.

Adaptation to theindividual student

| would like to include pupils' voices just because instrumental teaching according to the
national guidelines ought to be adapted to the individual student. The student ought to
be the most important piece and stay in focus of all education. In the book From the
child's point of view (Fra barns synsvinkel), written by Brit Johanne Eide and Nina
Winger Eide (2004), we can see that the children have been marginalized in the research
of their own world.

Asking children what they think about their own experience from school or to invite them
to comment on their reviews about the upbringing and education situation in the home,
nursery or school has not often been done in this perspective. (p. 23).

What does a teacher for example know about the student’s music preferences? |
remember in particular a survey a few decades ago; the conclusion was that students
preferred classical music. How could the researcher document these results He had
reached the conclusion by asking the teachers about what genres they believed the
children preferred? But what can adults know better than the kids themselves, about
their own music preferences?

If you choose to ask children and young people directly about their own experiences,
you cannot hedge against, or eliminate unexpected negative response. The Swedish
music educator Patricia Hagholm (2001) asks in a project student from Y ear six about
what their wishes are concerning music lessons. One student responds:. "change teacher
(byta larare)" (s.2). The students in my survey, turned out to have a very positive
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attitude towards their teachers. A music teacher should be prepared for both positive and
negative response in the mapping and in interview situations.

The study shows that only four out of ten students experience instrument training in
music lessons. Students should play on instruments every year, according to national
guidelines, and shall in addition to this demand:

Participate in performances with the ensemble, play simple melodies and ostinatos,
perform with instruments, experiment with instruments, be able to play simple melodies,
improvise with instruments, use the music's basic elements, use chord progressions when
playing an instrument. (LK06, my summary from Y ear two to Y ear ten, page 140-142) .

To ask students, will be a good starting point for a music teacher to make plans in
connection with their own teaching. This paper shows what students from Y ear two to
Y ear ten tell stories about how to learn to play an instrument. In the presentation | will
first give a brief overall picture that shows the main activities that predominate the
music lessons of today, and try to discover if something ought to be changed.

My findingsin the study

The students in my study spoke mostly in a positive language. They dreamt about
playing an instrument in music lessons. The summery of all the other wishes for more
activities like singing, dancing, composition and listening, can not be compared with
this strong desire to learn to play an instrument. Otherwise, the study showed that
students feel that they don’t play too much, and that schools have too few instruments
and that they just to a small extent used instruments that the students themselves wished
to learn to play on. There is aso minimal correlation between education in public
schools and what they experience in music- and culture schools and marching bands.
My students told me about singing, playing and dancing. The study shows that 27 of 64
groups that were interviewed had experienced regarding how to learn to play
instruments in public schools. This corresponds to 42% of all the 275 students who
participated. Among students from Y ear two none told about this type of training, while
all of the students from Year ten had an experience with instruments in music lessons.
This graphic overview presents the responses from a sample of 41 group interviews.

The students are from Y ear four and Y ear seven. Contents of the music lessons on the
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Y ear four and Y ear seven in the period 2006-2007:

Sing |

Dance |

Play instr. |

Listen |

Compose |

0,10 0,20 0,30 0,40 0,50 0,60 0,70 0,80 0,90 1,00

Figure 1. 41 groups on Y ear four and Y ear seven tell what they feel they do in music lessons

Figure 1 shows that 9 out of 10 students sing in Year four and seven, and that song is
the dominant activity among 9 and 12-year-olds in Norwegian schools today. The
answers | got from the youngest and the oldest ones in my study, was hard to count and
put into “yes or no”-categories. It seemed like all sang in Year two, and very few in
Year ten. The students didn’t answer me with the words yes or a no. In Year two they
started to sing during the interview, and in Year ten they spoke about evaluation and
A’sand B’sin stead. In Year two we also find that to sing is the activity that is most
often associated with the music subject. On Year ten they say that they don't sing so
often in school. For these young people the theory partsin music are more stressed.

Students sing for a large part of their music lessons, but their dreams are often about
other activities, such as how to learn to play an instrument. Figure 2 shows the wishes
and dreams of 275 students from the Year two to Year ten. The students communicate
nearly 200 dreams. This figure should be a very important source and information

connected to local curriculums written by local teachers in the subject music.
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Dreams for the music subject:

Play instr.

Dance

Sing

Listen

Compose

il

0,10 0,20 0,30 0,40 0,50 0,60

Figure 2. Dreams and wishes by category how to learn to play an instrument, dancing, singing, listening and
composing. Half of the 275 students want to play

Half of the students in the total section of 275 students want to learn to play an
instrument. We can see from Figurel that 21 of 42 the groups, or 51 % of students from
Year four and Year seven learn to play instruments in school. Careful categorization of
student responses shows that the students who have a dream about this activity, do not
get the opportunity in school today. This should lead to the conclusion that several
schools ought to change the priority within the discipline, and increase the amount of

instrumental teaching in next year's planning.

How to learn to play an instrument in Year two

Students at Y ear two have almost no experience of playing instruments in music classes
at school. They speak about the activity, and have a very strong desire to play. Some
seven year old students even play in a rock’n’roll band, while others learn to play
instruments at the music and culture school. Most of the students at this age, however,
learn to play at home, with parents or relatives as supervisors. Several of the smallest

ones have a plan to begin to play at the music and culture school music after they first
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learned to play the instrument at home. Students from Y ear two include the family into

their answers, and responds to my question: "Do you learn to play here at the school ?*

“No. But | might like to learn to play. Do not know. I'd like to play the trumpet.
Tuba. Maybe drums. Flute. Violin, | have violin at home, at my grandfather’s
house. | have a harmonica home at Dad’ s house, and a drum.” (212).

Seven years old pupils mostly want to learn to play the drums, guitar and piano. The
study that includes 78 students at the Y ear two shows that these three instruments are

the most popular.

How to learn to play an instrument on the Year four

How much do the students at this age express adesire to learn to play an instrument? To
get closer to an answer, | asked the following specific questions: "Do all of you in this
group learn to play instruments in the music lessons at school during school day?' The
student’s response was yes, but was often changes to this one: "No, not really.” An
indication of the joy of playing is when the student who joyful told that she had learned
to play on the rectangle! She probably meant to say triangle. But she had learned to
play, and was happy and on the track of the correct word! 4 out of 10 students on Y ear
four experience to play on instruments in the school, which is average for the entire
study with 275 students. Rhythm sticks are the instrument that is mentioned most often
in school education, while the keyboard and piano is not normally used as instruments
in schools. But keyboard and piano are the instruments the students most often learn to
play in the afternoons at the music and culture schools.

And what would a 9-year-old student do, if she can choose activities? Students would
choose other subjects, and for example say like this boy, with a smile to the unknown
researcher in the room, that gymnastics is the best subject in school, and not music.
"What do you want to do in school?' | ask, and they would respond:

"I want more gymnastics." (4C1) "Play drums, piano or guitar. Guitar and drums. Do
whatever we want to do! Played more on the instruments, we don’t do that as much as we
want to.” (4A1)

"What is the best experience?" | ask. "Playing drums!" "Have you played the drums?" |
continue. "No, not before, no." (4A2). "Played. Run. Made our own songs. Played on
different instruments. "4C1).
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More than half of all the student’s dreams on the Year four, is the wish to play on
instruments. The following chart provides a graphic illustration of how many students at
Y ear four that plays what kind of instrument at the music and cultural school. 16% or 15
of 97 students play. We see that it is a relatively large variation in the choice of

instruments. These students are nine years old.

12

10

Keyboard Guitar Violin Clarinet Accordion

Figure 3. 15 out of 97 9-year-old students play these instruments at the music and cultural school

How to learn to play an instrument on the Year seven

On the Y ear seven we find alot of the same results as for Y ear four, both with respect to
activities in school, and instrument distribution in the music and cultural school. No
students in this study have experiences with the piano and keyboard in the music
lessons in school. 14 of the 167 students at Y ear four and Y ear seven play on the piano,
keyboard or accordion at the music and cultural school. Four of these are from Year
seven, and ten from Y ear four.

You'd think students at Year seven play on band instruments in school? When | asked
the 12-year-old students. "Do you play on electric instruments in school?' they
answered me:

"Yes, we bring it to the school ourselves, but there are two instruments in school and ..."
(7G1 )

"Yes, and then we perform.” "What do perform with?" | ask. "We perform with what we
chose ourselves, at least sometimes. We perform with piano, and if we bring other
instruments from home, we can use them. Yes. " (7G2).

27



We see that only a few of the students play in bands, and they are always using their
own instruments, which mean that this activity is not for all students in a group. 12-
year-old students in the Year seven don't tell about an experience with band
instruments. The interviews with the six groups on Year ten, however, shows that
student at this age have experienced percussion, electric base, electric guitar, synth and
microphones.

Has there been a progression regarding how to learn to play on instruments from Y ear
four to Year seven? Y es, the study shows a positive trend: In Y ear seven, the number of
groups playing in the school has increased relatively much. 7 out of 10 groups have an
experience of having played on an instrument during this year. Two of the schools seem
to be "instrument schools'. Here, the students also play on the guitar. The regular

instrument at the other schools in my study is rhythm instruments.

How to learn to play an instrument on the Year ten

On Year ten the young people tell about methods and organization in the situations
when they learn to play on different instrument or in a band. They think it is okay to
switch instruments during the period with instruments by rotating between several
stations. They also want a greater differentiation in terms of level and progression. 15-
year-old students say that they have experienced that they participated in the guitar
course, and that they know some guitar chords:

"Yes, A7, D, G. Welearned a little song like this." (U2).

"A, G, A7, D. | play guitar, and both of my brothers also play guitar ". "Rotation is good
organisation and method". (U15) .

"It is pretty much focus on the guitar! It's the instrument that we've worked with since the
eighth grade. " (U2)

"Has anyone attended the music and culture school?* | ask. "I’ ve done that. | have played
on the violin and have played electric guitar. "" Yes, | have played on the electric guitar."
(U14).

"Would you play the trumpet from the marching band in the lessons in school?" | ask. "l
just didn’t want to do that". (U2).

"What did you play in the music and culture school?" | ask. "Cornet, choir" (U11).

15 of 30 students from Year ten played in band or played band instruments in the
afternoons. This high number is from my personal experience, not representative for the
Y ear ten. The five students from the school U2 are very interested in music, and give an

overal postive impact on the proportion of active musicians in Year ten.
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A summary of progression from Y ear two to Y ear ten, says according to my study that
it is a pogitive trend. Students have a strong dream about to learn how to play on
instruments. The two factors that determine whether if the student learn to play,
according to my interviews, depends on which year the student attends, and which
school and teacher the student meets, and that a lack of education on instruments often

are compensated by a offer from a private institution in the afternoons.

Discussion

My study shows that a new curriculum does not automatically change the teacher’s
practice in school. We know that the unwritten curriculum at one school will sometimes
have just as much effect in the classroom as the new national official curriculum.
In my study, | found that if teachers should choose instruments customized for all
students, and in addition listen to what the pupils want to learn, it must include a variety
of instruments. This is exactly what the national guidelines aso tell us. To change
practice in a subject, even though in music, can be along process. | have mentioned in
the introduction to the method section that | have studied a variety of curriculum textsin
connection with this survey, but still | don’t know what these teachers actually set out in
practice. A plan provides only information about what the teacher plans to implement.
Some of the pupils experiences when they learn to play instruments are consistent with
national intentions, while other statements point in the opposite direction. Geir Johansen
(2004) writes in an article that: "We must distinguish between the plan as it is
formulated and the plan asit isrealized" (Johansen, p. 112). He concludes the article by
saying: "It seems therefore very difficult to predict what kind of music education

students actually receive, reading a curriculum text” (p. 118).

Final reflections

Students meet many “musical supporters’ in and outside school, with expertise in
music. These teachers are an important resource, and contribute in their own way of
musical development. During the lessons in school, students can meet these, by means

of music teachers, but also when students sing English songs with English teachers,
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dance Linedance with teachers in gymnastic, play keyboard with teachers from the
music and cultural school and dance hiphop- dance with teachers from private dancing

institutes.

Music Instruction in the public schools has lot of "extra wheels'. It will be important
that all these wheels are rolling in the same directions and at many times also at the
same speed and rhythm! But it is not always like this. My study shows that there even
will be possible for some of the students to carry out the school's music education,
without having contact with instruments, or learning how to play an instrument in the
course of 10 years and in any case the first seven years.

The music teachers don’t always have credits in the subject music. Reports from the
OECD (2005) refer to research that points to the importance of teacher expertise is the
pupils learning (KD 2008-2009, p. 48). The English researcher Anne Bamford (2008)
points out in her book The Wow-factor, the importance of quality in education in the
arts subjects and pupils learning. Bamford's study shows clearly that a trained,
experienced and "good" teacher gives the students the best education. Students do not
always benefit from a subject taught by unskilled teachers.

Students in this study can contribute with useful input with regard to the specific choice
of repertoire, and instrument selection and also in connection with the methodol ogy.
Teachers have their freedom in the choice of method, according to LK06, but my study
still provides useful input regarding this. The study provides clear indications of what
the students feel good or bad concerning learning and challenges. Students at Year
seven provide severa examples of weak methodology, which in turn affects the
motivation and the learning effect:

The teacher speaks through the entire lesson, we sing together al the time, we sing the
same songs every week, they who want, are allowed to play instruments, those who own
electric guitars themselves can play at school, only five girls in Year seven out of 60
students are allowed play in band during the week etc. (7B-G).

The study clearly supports that all the students should have the opportunity to learn to
play on a variety of instruments, such as the guitars, the drums and on the piano every
year, from Y ear one to ten. To sing, dance and play, can be seen in connection with the
subjects English and Physical Education, and also with the education given by the
music and culture schools in the afternoons.

In this paper, | have tried to look at the situation from the pupils' perspective. The study
takes the young voices seriously. Music teachers should know that it is a very inspiring
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and motivating process to ask and listen to answers from creative, bold, sparkling,
singing, playing and dancing students! An interaction between the researcher, the
teacher and the students will be helpful in the process to realize the student’s dreams
with respect to the music lessons in public schools.
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CREATIVITY IN PRE-SERVICE TEACHING OF L2 STUDENTS OF
ENGLISH

SaNJA CURKOVIC KALEBIC
University of Split, Faculty of Philosophy

ABSTRACT

This paper deals with creativity in pre-service teaching of L2 students of English. The aim of the
study isto investigate the level of creativity in student teachers organisation of the communicative
activities in teaching their first lessons and the extent to which student teacher-created activities
enable learners to use language creatively. To achieve the aim a body of student teachers' lesson
plans was analysed. The findings show that creativity is an important feature of student teachers
lesson planning. The results of the analyses indicate that factors such as learner age, level of
language knowledge and part of the lesson influence the level of creativity in L2 class.
Implications for further research are pointed out in the conclusive part of the paper.

Key words: pre-service teaching, student teachers of English, lesson planning, creativity, creative use of language.

Introduction

Creativity (productivity) is one of the design features of human language (Widdowson,
1996). It may be defined as "the capacity of language users to produce and understand
an indefinitely large number of sentences, most of which they will not have heard or
used before” (Crystal, 1997).

Credtivity, i. e. the ability to produce and understand novel sentences is one of the main
aims of foreign language learning. Communicative language teaching, the dominant
approach to teaching foreign languages today, drew on two fundamental dimensions of
language - creativity and functional and communicative potential of language. Richards
and Rogers (2001) distinguish three principles of communicative teaching. The
communication principle states that activities that involve real communication promote
learning. The task principle claims that activities in which language is used for carrying
out meaningful tasks promote learning and the meaningfulness principle states that
language that is meaningful to the learner supports the learning process.

The desired goal of communicative language teaching is communicative competence. It
refers to "what a speaker needs to know to communicate appropriately with a particul ar
language community” (Saville-Troike, 2006:101). In order to learn how to
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communicate effectively and appropriately a learner is to be provided with the
opportunities to use the target language not only as a code and as content but as a skill
and a means of communication. Therefore, two types of activites may be distinguished
in the communicative language classroom: pre-communicative activities (structural and
guasi-communicative  activities) and communicative activities  (functional
communication activities and social interaction activities) (Littlewood, 1981:86). While
pre-communicative activities enable learners to (re)produce accurate grammatical
structures, communicative activities encourage learners to use language creatively, i.e.
to engage in communication that is likely to occur in natural setting.

When organising lessons in a foreign language classroom teachers do not use only the
procedures and activities that are set by the teaching method and the textbook author but
they develop their own teaching activities and materials that meet the needs and
interests of a particular class. By creating own activities teachers tend, among other
things, to encourage and motivate learners to participate in classroom interaction and
thus improve the ability to communicate in the target language.

Creativity is considered to be one of the characteristics of a good language teacher.
Future teachers of English believe that creativity is one of the most important
characteristics of a good language teacher (Curkovi¢ Kalebié, 2006).

This study deals with creativity in pre-service teaching of L2 students of English. The
concept of creativity is considered from two perspectives: student teachers creativity in
organising teaching activities and creativity in learner language use that is promoted by

student teacher-created activities.

Aim of study

This study focuses on first teaching experiences of future language teachers in terms of
students' creativity in preparing activities for their first lessons and in terms of the
objectives of teacher student-created activties.
The study atempts to answer the following questions:
1. To what extent are student teachers creative in the organisation of
teaching/learning activitiesin their first teaching experience?
2. To what exent do student teacher-created activties enable learners to use

language creatively?
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Database

This study was carried out on a corpus of 88 lesson plans written by 44 undergraduate
students of English language and literature at the University of Split, Croatia, during
their initial teaching practice training. Each student wrote two formal lesson plans, one

for teaching in elementary school and one for teaching in secondary school.

Procedures

First, lesson plans were analysed in terms of the authorship of the communicative
activites. A distinction was made between other- and student teacher-created activites.
The category of other-created activities refers to "ready-made” activities, i.e. activities
in coursebooks, activity books or teacher's books. The category of student teacher-
created activities stands for any activity that was designed by a student teacher and for
which the student prepared materials (texts, exercises, visual support). Second, student
teacher-created activities were analysed with respect to the type of language production
(use) they tend to promote. Thus, a distinction was made between the activities intended
for the accurate use of code (pre-communication) and the activities that promote
creative use of language (real communication). The classification with respect to the
type of language useisillustrated by the examples from the corpus.

a) Activities intended for the accurate use of code

Example 1 (Lesson plan 68)

Sage 5: practicing modal verbs

Objective: to help learners master the use of modal verbs of probability

Procedures:

- learnersare given sentences
- learners use words in brackets and rewrite the sentences using modal
verbs

Grouping: pairwork

Aids and materials: student teacher-created material

Estimated time: 5 minutes

b) Activities intended for the creative use of language

Example 2 (Lesson plan 62)
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1.2. Warm up: association game (family)
Objective: to arouse learners interest for the new topic
Procedure (the sheets of paper are already on the board):
- tell the learners they are going to play an association game and explain
how the game is played
- divide theminto three groups A, B, and C (each row is one group)
- askthelearnersto name the box that is to be uncovered (e.g. B1)
- each group makes one guess at atime
- the group that guesses the word for each column gets one point and has
to explain other words in that column (if the guess before every box is
uncovered)
- the group that guesses the final word gets three points
- add the points for each group
- thegroup that gets the most pointsis the winner
- aidsand materials: student teacher created material, board
- grouping: whole class
- estimated time: 10 minutes
For the purpose of data analysis the following stages of the lesson were distinguished:
warm-up activities (activities organised at the very beginning of the lesson whose aim is
to prepare and motivate learners for learning in that lesson), revision (reviewing
previoudy introduced contents), introducing new language (presenting and explaining
new language structures), practising new language (using new structures), round-up
(activities organised in the conclusive part of the lesson).
To analyse the communicative value of student teacher-created activities a classification
of the activities was made on the basis of the types of activities that are found in foreign
language teaching methodology books (for example Johnson and Morrow, 1981, Stern,
1992, Hedge, 2000). The following types of communicative activites were found in the
sample: question and answer sets (a distinction was made between display questions, i.e
exam questions to which the asker already knows the answer (e.g. How do you spell
" birthday” ?) and referential questions, i.e. real questions to which the asker does not
know the answer (e.g. What did you do yesterday afternoon?)), conversation, game,

quiz, interview, role-play and discussion.
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Results and discussion

There were 430 communicative activities in the student teachers lesson plans. Out of
that number, 209 activities were found in the lesson plans for elementary school
teaching whereas 221 activities were noted down in the lesson plans for secondary
school teaching (Table 1).

Table 1: Distribution of other- and student teacher-created communicative activities in the sample

Type of Number of other-created Number of student teacher- Total
school communicative activities created communicative activities

(%) (%)
Elementary 90 (43%) 119 (57%) 209
school
Secondary 112 (51%) 109 (49%) 221
school
Total 202 (47%) 228 (53%) 430

Findings show that creativity is an important feature of student teacher lesson planning;
more that one-half (53%) of the communicative activities in the analysed lesson plans
were created by the student teachers. Student teacher-created activities and materials
were more frequent in planning lessons in elementary than in secondary school
teaching. Lesson plans for teaching in elementary school contained more student
teacher- than other-created activities whereas in secondary school lesson plans it was
the opposite, other-created activities were slightly more present than student teacher-
created activities. These findings seem to indicate that the degree of student teachers
creativity in lesson planning might depend on the age of learners and the level of
learners' language knowledge; the younger the learners are and the lower the level of
their language knowledge is, the more creative student teachers are in preparing their

lesson plans.
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Table 2 Distribution of other-created communicative activities in student teachers' |esson plans

Type of activity Type of school Total
Elementary school | Secondary school
Warm-up 7 (8%) 15 (13%) 22 (11%)
Revision 15 (21%) 2 (2%) 17 (8%)
Introducing new language | 17 (19%) 15 (13%) 32 (16%)
Practicing new language | 40 (44%) 76 (68%) 116 (57%)
Round-up 11 (12%) 4 (4%) 15 (7%)
Total 90 (46%) 112 (54%) 202 (100%)

Other-created activities are not equally distributed in the lesson plans (Table 2).
Activities for practising new language are much more frequent than other types of
other-created activities; more than one-half of other-created activities belong to thistype
of activity. It isthe most frequent type of other-created activities in both elementary and
secondary school lesson plans. Activities for introducing new language and warm-up
activities are second and third in frequency respectively. Students' relying on other-
created activities to introduce new language was more frequent in elementary than in
secondary school lesson planning. As for warm-up activites, student teachers used more
"ready-made” activities in secondary school lesson plans than in the plans intended for
teaching in elementary school. Other types of other-created activities (revision and
round-up) were not significantly present. However, it has to be pointed out that when
planning these types of activities for elementary school teaching student teachers
depended more on other-created activities than when planning their lessons in

secondary school.

Table 3 Distribution of the types of student teacher-created activities

Type of school Activitiesintended for | Activitiesintended
accurate production for creative
language use
Elementary 70 (59%) 49 (41%)
school
Secondary school | 62 (57%) 47 (43%)
Total 132 (58%) 96 (42%)

37



The results presented in Table 3 show that in the whole sample more student teacher-
created activities were intended for accurate production of language than for creative
language use. This is true for both types of schools, i.e. for different levels of language

teaching.

Table 4 Distribution of the types of student teacher-created activities intended for accurate production

Type of activity Type of school Total
Elementary school | Secondary school
Warm-up 4 (6%) 14 (23%) 18 (14%)
Revision 12 (17%) 3 (4%) 15 (11%)
Introducing new language | 18 (26%) 15 (24%) 33 (25%)
Practicing new language | 31 (44%) 26 (42%) 57 (43%)
Round-up 5 (7%) 4 (7%) 9 (7%)
Total 70 (53%) 62 (47%) 132 (100%)

Practicing new language was the most frequent student-created activity intended for
accurate language production (Table 4). In both types of schools it was the most
frequent activity created by student teachers. Second in frequency was introducing new
language. Other student-created activities were less frequent and their distribution
varied with respect to the type of school. Thus, student teacher-created warm-up
activities intended for accurate language production were much more frequent in
secondary than in elementary school lesson plans. On the other hand, creativity in
organising activities for reviewing language structures and content was more
pronounced in lesson plans for elementary than for secondary school. Activities that
students created for rounding-up the lesson were equally present in students lesson
plans in both types of school.

The findings show that students were the most creative when planning the activities for
the main part of the lesson. This is not surprising since in this part of the lesson the
majority of activities are organised. A significant amount of self-designed activities for
revising language contents in elementary school seems to indicate that students believe
that learners at this age and language knowledge level will be more successful (and

perhaps more motivated) if they revise already grasped contents in novel ways, i.e. if
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they are engaged in new communication patterns. The same explanation may be
provided for the extensive use of novel, student teacher-created warm-up activities in
the secondary school lesson planning. The aim of these activities is to tune the learners
in the new lesson by using formerly acquired language items and structures in a

motivating way.

Table 5 Distribution of the student teacher-created activitiesintended for the creative use of language

Part of the | Elementary school | Secondary school Total
lesson

Introductory 15 (30%) 8 (17%) 23 (24%)
part

Main part 12 (25%) 20 (42%) 32 (33%)
Conclusive 22 (45%) 19 (41%) 41 (43%)
part

Total 49 (51%) 47 (49%) 96 (100%)

With respect to the part of the lesson in which they were organised, student teacher-
created activities that promote creativity in language use were not equally distributed in
the sample. The findings show that these activities were the most frequent in the
conclusive part of the lesson whereas they were the least frequent in the introductory
part of the lesson. These results might be explained by the application of the general
principles of organising foreign language lessons and the student teachers expectations
concerning learners language ability. That is to say that the extensive use of student-
created activities that promote creative use of language in the conclusive part of the
lesson reflect the students' application of the principles of introducing new language.

According to these principles (see, for example, Harmer, 1991) creativity in language
use isthe final stage of the process of introducing new language. So, it is not surprising
that students planned majority of such activitiesin the final part of the lesson. However,
findings indicate that the frequency of these activities, with respect to the part of the
lesson in which they occur, might also depend on the learner age and expected learner
ability. Thus, these activities were much more frequent in the introductory part of the
lesson plans in elementary school than in the same part of secondary school lesson

plans. Furthermore, greater presence of these activities has been found in the main part
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of secondary school lesson plans than in the respective part of elementary school lesson

plans.

Table 6 Distribution of the types of student teacher-created activities intended for the creative use of language —
elementary school

Part of the Type of the activity
lesson Q-A* Q-A Conversation | Game | Quiz | Interview | Role-play Total
(display (red (written
guestions) | questions) assignment)
Introductory | 10 (20%) 4 1 15
part (8%) | (2%) (30%)
Main part 3 (6%) 6 3 (6%) 12
(12%) (25%)
Conclusive 12 (25%) 8 2 (4%) 22
part (16%) (45%)
Total 10 (20%) 3 (6%) 12 (25%) 18 1 3 (6%) 2 (4%) 49
(37%) | (2%) (100%)

*Q-A= questions-answers

An inequality in the distribution of the types of student teacher-created activities that
promote creative language use in elementary school lesson plans might be noticed.

The most frequent type of such activities was a game. This finding is not surprising
since games present not only the type of communication that occurs in natural language
use but they are also motivating and contain elements of competition.

Conversation was second in frequency. This activity occured only in the conclusive part
of the lesson. Its aim, as stated in student teachers' lesson plans, was to enable learners
to express their own experiences and/or attitudes towards the content dealt with in the
new lesson. Pseudocommunication (answering to display questios) was third in
frequency; in the introductory part of the lesson student teachers often organised
activitiesin which learners were to ask and answer questions about the known content.
Other types of these activites were not significantly present. However, it has to be
pointed out that students showed alot of creativity in designing activities and preparing

materials, particularly for games.
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Table 7 Distribution of the student teacher-created activitiesintended for the creative use of language — secondary
school

Part of the Type of the activity
lesson Q-A *(display | Q-A (real | Conversation | Discussion | Quiz | Role-play  (written | Total
questions) questions) assignment)

Introductory 6 (13%) 2 8 (17%)

part (4%)

Main part 2 (4%) 4 (8%) 14 (30%) 20

(42%)

Conclusive 7 (15%) 12 (26%) 19

part (41%)

Total 6 (13%) 2 (4%) 11 (23%) 14 (30%) | 2 12 (26%) 47
(4%) (100%)

*Q-A= questions-answers

In secondary school lesson plans discussion was the most frequent type of student
teacher-created activity that promotes creative use of language. About one-third of these
activities were discussions on different topics. Discussions were always organised
during the main part of the lesson. Second in frequency were role-plays. These activities
were always organised as written assignments in the conclusive part of the lesson;
learners were first asked to write down a role-play and then to act it out in front of the
rest of the class. Third in frequency was conversation. Other types of activities were less
present.

The findings presented in Tables 6 and 7 might indicate that learners decisions
concerning the choice of activities for the creative use of language depend to a certain

extent on the lerners age and the expected level of learner language knowledge.

In place of a conclusion

The findings show that student teachers' lesson planning, i. e. organising activities in
foreign language classrooms is a complex process that is influenced by a number of
factors. Further research in this area should gain insight into the nature of decisions that
students make in the process of planning their first lessons. Such research could
contribute to better understanding of the process of becoming a teacher. Findings from

such research would help toward the improvement of the organisation of teacher

41




education courses in general and practicum and school-based teaching practice in

particular.
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ABSTRACT

Aiming at the students' moral development, a two-month research project was held in a class of
six formers at a Greek primary school. Focusing on the teacher’ s journal, this paper examines the
way in which she engaged students in challenging school-situated practices, thus creating new
knowledge on at least three levels: (i) motivating students to examine moral norms and values
(e.0. based on Brecht's The Caucasian Chalk Line), (ii) applying techniques for the monitoring of
their ability to tackle moral dilemmas (using pre- and post-questionnaires) and (iii) adopting
flexible teaching approaches, thus connecting curriculumwith real life moral problem situations.

Key words: knowledge creation, moral conflict, life problem situation, The Caucasian Chalk Circle, action research.

Introduction: Teaching moral development in multicultural classrooms

The cultivation of students moral development in the sense of moral reasoning and
acting in a philosophically autonomous way (Power, Higgins & Kohlberg 1989;
Alexander, 2003) is of urgent need in the socio-cultural context of postmodern age of
today (Lyotard, 1979). It alows students to face conflicting values, participate in value-
oriented discourses and be involved in establishing and even altering normative moral
rule systems. This process is of crucia importance especialy in multicultura
classrooms, where students come from diverse socio-cultural backgrounds, thus having
different subjectivities and conceptions of morality (McLaren, 2003).

Greek primary teachers are frequently challenged to implement school practices within
the curriculum for the improvement of their students skills in generating genuine
intellectual and emotional responsesto real life situations (Frangoudaki, 2004). In doing
so, not only do they employ novel teaching practices (Pont, 1996) but they also enhance
their own academic and pedagogical background knowledge (Schoonmaker, 2002).
More specifically, while educating students to promote their skills in socia

understanding and formatting concepts, ideologies and subjectivities, teachers can be
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engaged in challenging school-situated practices and make students competent in
negotiating solutions to life aspects of a personal or social nature.

The formation of a learning context for the promotion of students mora education
could effectively be realized in the field of Literature. Since this context is characterized
by a weak classification and framing (we borrow the terms from Bernstein, 1990: 36-
46), it does not stem from a sound scientific background, nor does it convey strict
epistemological definitions. As a result, Literature —when taught as a school subject—is
expected to have a particular efficacy in generating genuine emotiona and intellectual
responses in students, thus promoting their moral education. Moreover, the nature of the
subject alows it to provide an “ecologically valid’ context for the development of
innovative learning environments built on flexible, child-centred instructional methods
(Brewer, 2000).

Within the above theoretical framework, a research project was carried out in a sixth
grade multicultural classroom of a Greek primary school, in order to help students
improve their skills in generating genuine intellectual and emotional responses to real
life situations. Supported by a teacher educator in the role of the teacher’ s mentor —since
she exploited her interest in Literature and navigated her in creating challenging school
situated practices— the teacher implemented an action research project which was held
in field experience encouraging reflection and knowledge creation (Schon, 1983;
Bullough & Gitlin, 2001: 159-180; Armstrong & Moore, 2004; Dana & Yendol-
Hoppey, 2009). More particularly, based on the belief that stimulating “communication
on values’ in the mainstream school practices is an important part of teachers
professiona task, the teacher encouraged students to analyze different perspectives,
make comparisons and judgments and give their own opinion on real life situations
(Veugelers, 2006). The whole project gave the teacher the opportunity to follow a
research-based approach collaboration with a senior researcher, thus developing her
reflection and justifying the decisions taken and activities engaged in through research
methodology (Kansanen, 2006). This happened for the first time in her nineteen-year-
career, giving rise to knowledge creation in teaching moral problem-solving strategies
in amulticultura primary school.

The present paper describes the implementation of this project and examines the
conditions under which students conceptions of morality were formed and devel oped,
resulting in changes in their moral attitudes (Nunner-Winkler, 1996; Oser 1996). The



methodology implemented by the teacher allows the monitoring of strategies she used
while tackling the aims of the task (Cohen & Manion, 1994).

The schedule of the project

Given the difficulties children meet when confronted with problems of moral nature in
everyday life, the teacher developed a two-month teaching intervention in a class of
nineteen six formers at a primary school in the area of Western Macedonia, Greece.
Following the theoretical principles of action research (Carr & Kemmis, 1986;
Armstrong & Moore, 2004), the project was held in the Literature course and consisted
of four complementary parts:
(a) the teacher and her mentor met regularly before, during and after the
intervention in order to design the instructional and research methods to be
applied, find solutions to problems arising, as well as gain feedback from each
other;
(b) the teacher encouraged students to study certain literary texts concerning
equivalent moral dilemmas and developed a series of child-centred procedures
on the subject, thus exploring their feelings and gaining insights into their
attitudes, values and perceptions,
(c) the teacher trainer had an in-depth interview with the teacher;
(d) the teacher trainer observed the final session of the teaching intervention in
the classroom.
During the intervention, the teacher kept a journal where she recorded in detail the
methodology she applied, as well as her everyday experience in the classroom. It is the

analysis of the accounts of thisteacher’sjournal that the present paper focuses on.

Theteacher’s methodology: a description according to her journal accounts

The teacher used a wide range of multicultural challenging texts posing similar moral
problems (Johnson-Laird, 1989), so that students from various socio-cultural
backgrounds could encounter them in their negotiation of moral issues:

i. D.loannidis (2004), The Caucasian Story —anovel in the literature school book
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ii. Bertold Brecht, The Caucasian Chalk Circle, which was included within the first
text (“aplay within aplay”)
lii. |. Sastre, The Lost Doll —achildren’s play —and
iv. The Old Testament, Solomon's Sory of the Two Women.
Starting from the first story, as part of the curriculum, the teacher set a framework for
delineating, enacting and discussing moral problems. The two first stories unfolded with
a reference on a common problem, since two mothers (the natural and the foster one)
claimed the same child. In the third story two girls clamed the same doll, while in the
fourth one two women claimed the same baby — one of them being its natural mother.
The intervention was designed on the basis of the following initial assumptions. the
texts conveyed a set of moral messages leading to possible interpretations; effective
school based practices could be employed in order for the students to perceive moral
messages and respond to them; the teacher could probe on the students' interpretations
and promote them so as to be adjusted to their own cultural redlities: “ If you were in the
position of the child, which mother would you choose to go with?” . * How would you
fedl if you were in the chalk circle yourself?”
The intervention unfolded in atotal of six phases:
i. Reading of the schoolbook text including The Caucasian Chalk Circle and
notional clarification of the moral problem posed.

ii. Examination of the students perceptions, beliefs, attitudes and values
concerning a parallel problem posed in the third story (The Lost Doll). Pre-
guestionnaire on the story.

iii.  Approach to the last selected parallel text (Solomon's Story of the Two Women)
through cooperative learning, workshops and assignments.

iv.  Discourse on authentic analogies concerning problem situations from the lives
of students and responses to them. Use of innovative teaching approaches.

V. Repeated examination (similar to that of phase 2) of the students' positions on
The Lost Doll and detection of possible changes in opinion. Post-questionnaire
on the same story.

vi.  Reflection on the effectiveness of the intervention.
The students worked in groups in order to be involved in constructive criticism of views
(Murphy, 1997) and were encouraged to play the devil’s advocate as a way to reflect
and evaluate their beliefs and the available evidence (Ikuenobe, 2002). They were also

challenged to face conflicting values, participate in value-oriented discourses and be
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involved in establishing or even altering normative moral rule systems, thus examining
their views through processes of critical thinking (Mihalakopoulos, 2007; Moon, 2008:
125-137). In order to examine whether the students would make sufficient progress in
resolving interpersonal and social dilemmas, the teacher relied on the following research
guestions:
- What were the students positions on the specific moral dilemmas found in
the texts?
- In what ways did the students’ positions and interpretations of these moral
messages evolve?
The teacher used two kinds of tools:
(a) educational material created for the development of flexible, child-centered methods
and strategies —according to the principles of social models of teaching (Joyce, Calhoun
& Hopkins, 2002: 32-34; Joyce & Weil, 1986: 215-305)— such as open-ended stories,
real or imaginative scenarios, role play, dialogues and comics created by students;
(b) research tools in order to evaluate the progress in the students’ concepts about moral

values and social skills. These consisted of:

the teacher’ s personal journal

apre-questionnaire filled in by the students during phase 2.

a post-questionnaire filled in by the students during phase 5.

- aquestionnaire for the evaluation of the project by the students.
The pre- and post-questionnaires were the same; they were built on and accompanied by
the text of Sastre (in the form of an open-ended summary), which raised moral
guestions and was brief, almost de-contextualised and with mild emotional tension (a

toy was the reason of the conflict).

Theresultsof the project

The students confronted dilemmas and tried to solve moral problems posed in various
conditions, coming out from the literary texts, as well as their own personal experience.
They had the opportunity to express their opinion twice: before and after the study of
the texts and their engagement in meaningful oral and written exchanges in the
classroom. The teacher’s progress in creating new knowledge on how to teach students

so as to use moral problem-solving strategies corresponds to the students’ readinessin
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responding to the question posed in the pre- and post-questionnaire: “ Is the first or the
second girl of the story justified to be the owner of the doll?” . Based on the Sastre’'s
story, the question was used as a benchmark to evauate the effectiveness of the
program.

According to the findings, the majority of the students' answers (13 out of 19) in the
pre-questionnaire implied a positive reaction to the acquisition of the doll by its original
owner (“she owned it because she had bought it”). In the post-questionnaire,
conversely, the students’ positions (18 out of 19) were definitely in favour of the second
owner of the doll (“because she took care of it and loved it more”). These findings
revea the students' critical attitudes about the equivalent dilemmas being present in the
other three thematically related stories which underline the basic moral dilemma
students had to deal with within the project: “Is the natural or the foster mother justified
to be the owner of the child?’. The students' statements also manifest the extent to
which their positions and interpretations about concrete moral messages have changed
owing to the intervention. The notes the teacher kept in her journal prove the findings of
the questionnaires and offer a more clear picture of her knowledge creation on teaching
moral problem-solving strategies: the students learned to analyze criteria, to evaluate
conseguences and to search for assumptions behind alternatives. “ They compared the
two women'’s behaviors’ . * The students were encouraged to give their own end to the
real story.... Then, they presented their stories’. Being this so, they seem to have
clarified value conflicts derived from the texts and given solutions, thus developing
moral problem-solving attitudes and skills: “ A child belongs to the one who takes care
of it”.

The teacher engaged in responsive questioning techniques, thus prompting the students
to make discussions upon the texts, make connections and see relationships. Her
responsiveness to children’s thinking was developed through close observation and a
knowledge of teaching practices for provoking more sophisticated thinking (Horowitz et
a., 2005: 110), as well as longer and more sophisticated comments on the texts (Banks
et al., 2005: 244). Some examplesincluded in her journal are (on the Brechtian story):

“Why didn’'t the native mother save her child from the fire?’. “What could you do if you
were in her position?’. “Why did the servant save the child?’. “How did she do that?’.
“Wasit an easy task?’. “How did she bring the child up?’. “What solution could the judge
giveto the problem?’.
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In addition, the teacher tried to organize a supportive, non directive and flexible
environment, aiming at nurturing rather than learning effects (Joyce & Weil, 1986: 18-
20). She created a climate of comfort and empathy for the students (Hart, 2009), thus
setting a framework for analyses of their personal and social values and behavior, as
well as for the development of their skills in negotiating moral issues and seeking for
solutions: “ The students were provided with enough time to express their opinions
within groups’ . “ They were asked to compare the two women” . “ They were asked to
complete sentences, writing down their feelings on the stories’. “ They completed a
guestionnaire to evaluate the program”. “ They were asked to orally express their
opinion about the program they participated” .

The aforementioned comments highlight the students’ ability to define problems, make
judgements, express their intrinsic feelings, gain insight and somehow achieve solutions
to problems posed by the stories (Efklides, 2006):

The children made interesting suggestions. the two mothers could share the time keeping
the child with them; they could share the same house, so that they all live together
continuously; the child could choose which mother would prefer to live with; the child
could find out which mother loved it most; the natural mother should approach the child
beforehand, buy him presents, show him her love and play with him, so that he gets to
know her better before he finally decides which of the two mothers to choose.

The teacher also developed more inclusive assessment methods, thus engaging the
students in meaningful work, revealing their attitudes and opinions on the subject matter
under consideration and viewing them “as learners who have experiences, ideas, and
home and community resources that can be built upon to help them master new
knowledge and skills’ (Banks et al., 2005: 253). In attaining this, she offered them the
opportunity to refer to personal experiences similar to those of the stories' characters:. “ |
was disappointed with my friend, when he/she....” (complete the sentence with an
imaginary scenario on what happened)”. “Our friendship was proved when...
(complete the sentence with an imaginary scenario on what happened)” . Students at
different zones of proximal development were alowed to gain access to the various
kinds of assistance they needed (Horowitz et al., 2005) and develop deliberate
perceptual skills (De Bono, 1984), in order to respond to the questions they were asked:
“Many students asked details about the heroes of the stories, because they were in a
difficult position to decide about the fortune of the child” .
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Discussion: the teacher asa creator of new knowledge

Under the light of the results, a change is revealed in students attitudes about the
ownership of the doll in the Sastre's story. As expected, they were successfully
enlightened to clarify value conflicts deriving from the texts and engaged in critical
thinking while selecting combinations of skills and strategies in order to process
heterogeneous information in a logical manner, distance themselves from their personal
convictions and prejudices, and “arrive at well-founded and logical inferences,
substantiations and choices” (Matsagouras, 1997: 250). More precisely, based on forms
of thinking such as analysis and reasoning they developed abilities and dispositions
such as justification, value statements, inquiry and reasoning from premises, analyzing
arguments, testing hypotheses, estimating probabilities and thinking creatively, reaching
problem solving and decision making (Lipman, 1991: 40-46; Halpern, 1996: 30).
Their ability to put themselves “in someone else's shoes’” and “act out” moral conflicts,
form critical attitudes about dilemmas and change their positions and interpretations
about concrete moral messages seems to have influenced their conceptions of morality
and their ability to form mora judgments (Hart, 2009). The new knowledge thus
derived from the project corresponds to a competency which seems to have concerned
on both parts of the educational procedure:

1. theteacher herself, since she became competent in creating teaching practices

for the negotiation of moral issues,
2. the students, who became competent in negotiating moral issues and solve moral
problems.

As for the teacher educator in navigating the teacher, her ideas and suggestions seem to
have enhanced the teacher’s competency in implementing effective teaching practices:
by creating a facilitative teaching and learning environment formed within the literary
classroom, the teacher was helped to focus on the students’ experiences and form
connections among their attitudes, views and beliefs. As a learner as well as a teacher,
she seems to have been engaged in challenging school-situated practices, learned new
skills within her profession and constructed her own knowledge as a part of this
learning (Murphy, 1997; Bullough & Gitlin, 2001). According to its theoretical
background, the whole task may be considered as drawn on the Vygotskyan concept of
socia constructivism (Hua Liu & Mattheus, 2005). The outcome benefit seems to

concern both the teacher's competency and students skills in generating genuine
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intellectual and emotional responses to real life problems. Furthermore, it may be seen
as a powerful avenue for promoting the teacher’s professional growth in many ways.
creating instructional opportunities adapted to diverse learners, promoting critical
thinking and active inquiry in the classroom, basing the instruction on subject matter
knowledge, students, the community, and curriculum goals, and reflecting on the
teacher’s teaching in order to improve it (Schon, 1983; Guyton, 1996: x-xi; Dana &
Y endol-Hoppey, 2009).

All these kinds of knowledge are strongly connected to each other, as well as to the
mentor’ s navigation under which the project was held, asillustrated in Fig. 1.

Navigating
the project

Teaching
strategies

Fig. 1. Knowledge creation on moral problem-solving strategies: The bi-directional interaction of parameters within
the project
Focusing on the teacher’s contribution to the creation of new knowledge, we could
maintain that she developed her competency in how to use school curriculum context in
order to increase students' ability to face dilemmas and find solutions to hypothetical
rea life problem situations, giving them a sense of achievement (De Bono, 1984).
Based on her understanding of the students zone of proxima development, she
appreciated how to assess and support their readiness for learning, as well as how to use
that readiness to challenge her students to learn, thus making them able for

developmental progress. While supporting students to reach the upper bounds of their
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zone of proxima development, she managed to teach in a “developmentaly
appropriate” manner and adjust scaffolding to them (Horowitz et al., 2005: 105-106).
After a thorough examination of her accounts included in her journal concerning the
methods she applied and the feedback she received from her students, it can be argued
that her learning creation underpinned her own as well as students’ creativity (Lubart,
1994) and was reflected in three levels: (i) in motivating students to examine moral
norms and values (e.g. by choosing properly selected stories to teach), (ii) in applying
techniques for the monitoring of the students’ ability to tackle moral dilemmas (pre- and
post-questionnaires given to students), and (iii) in organising a teaching intervention
which adopted innovative teaching approaches (e.g. combining texts of similar theme
and devel oping flexible child-centred activities).

Taking into account the project’s results which cut across the above three levels, we
could argue that through this intervention not only did the teacher cultivate her students
skills when dealing with norms and values shared by society in a specific socio-moral
context, but also managed to enrich school curriculum with literary subjects that make
the children’s perceptual world wider. Moreover, instead of teaching a decontexualized
set of skills to be passed from teacher to students, she connected curriculum and
pedagogy in direct and intentional ways with the lives of children. On a theoretical
level, her method is subjected to the collaborative interactive model of teaching and
could be enrolled in a set of powerful models that widen perspectives on problems,
generate lucid and creative writing and speaking, increase empathy and group cohesion
and enhance the development of self and others (Banks et al., 2005: 247; Lubart, 1994).
In other words, the model she applied focuses on the individual and on the shaping of
human groups that support one another’s struggles to achieve meaning and strength for
self-responsible self-determination (Joyce & Weil, 1986: 139-214).

On the other hand, provided that not only did the students come from diverse socio-
cultural backgrounds but also the texts referred to contexts of different eras and places,
the teacher built a culturally responsive practice while making a step in educational
research (Dana & Y endol-Hoppey, 2009). Based on the material of the intervention, she
formed tools in order to assess students progress in solving moral problem skills. This
skill has a positive impact on her professional development, evoking her to build a
“know how” in implementing school practices for the improvement of students' skillsin
negotiating moral issues, thus engaging her in action research efforts and empowering

her as a decision maker and a self-regulated professional. Her feedback from students
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learning through reflective processes can be considered as metacognition on her part
(Efklides, 2006). The creation of social messages thus is expected to have influenced
her for a positive sense of identity and an academic self concept.

Moreover, while the teacher seemed to be sensitive to the social messages students
receive from the media and the society, her knowledge creation overcame her technical
competence in teaching skills —such as leading discussions and managing groups— and
incorporated the various cultures, experiences and needs of students. In this way, her
knowledge in teaching diverse learners significantly influenced what students learned
and the quality of their learning opportunities (Banks et al., 2005: 243).

Going a step further, we could argue that the intervention seems to have been highly
effective on students achievement on meaning and strength for self-determination.
According to the teacher’s journal, which comprised feelings, judgments and estimates
as a metacognitive experience (Efklides, 2006), “ All students engaged in meaningful
work in order to become responsible members of both the classroom and the wider
community” . This judgement can be supported by an indicative fact which took place a
few days after the end of the project: “ A problem was created concerning the use of the
basketball court during the breaks. the students worked in groups and solved it
immediately by finding a solution, all by themselves’ .

Conclusion

To sum up, we should agree that forming a powerful educational environment the
teacher successfully combined the curriculum and instruction in order to help students
understand mora problems and clarify value-based actions in the moral and social
domain. Using Literature as an abundant cognitive field providing a large and flexible
range of topics, she combined thematically related texts on moral conflicts in order to
reveal the multifaceted and heterogeneous aspects of the social world. Through a
thorough examination of characters, actions, objects, norms and rules deriving from the
texts, she offered students the opportunity to set conditions for the critique of
conventional rules and the formation of their own values. Enlisting them in a teaching-
learning partnership, she encouraged them to connect the characters adventures with
their personal ones in a climate of sharing and empathy. As a result, it would not be an

overstatement to say that the teacher managed to penetrate the students perceptual
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world on moral issues, thus helping them clarify their moral self and accept
responsibility for their decisions and activities (Colby & Kohlberg 1987).

Taking al these facts into consideration, we conclude that the project could be viewed
as an example of “good practice” in enriching the personal qualities of students, creating
empathetic reactions to others and leading them toward mental and moral perceptions
which promote moral development and self-concept. The teacher’'s engagement in
inquiry processes aiming at facilitating the students moral growth and devel opment
resulted to the creation of her knowledge on how to increase her own personal
technologies for acquiring “fresh” ideas and skills, thus making one more step to her
professional development (Dana & Y endol- Hoppey, 2009).

Although specific and local, the intervention could represent a significant contribution
to professiona understanding and so should be shared. Furthermore, it could serve as an
impetus for future research on what teachers need to know and be able to do (Levine,
2006) within the field of moral education.
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WHO BECOMESTEACHER IN HUNGARY?

ERIKA KOPP

ABSTRACT

In September 2006, the Institute of Pedagogy at the ELTE University Pedagogy and Psychology
Faculty initiated an action research to monitor the operation of the BA teacher’s training and the
academic specialization of educational sciences aswell. Goal of the research was to find out how
the system can be effective in the framework of the new, two level higher education system.
Professors from the teacher training and educational sciences were involved into the research

group.
The following description summarizes the process and the theoretical background of the research
and introduces the family and socio economical background of the students studying at the BA
course.

Hungarian context

Expansion has been perceived in Hungarian Higher Education since 1990's, parallel to
the expansion of secondary education. The expansion is revealed not only in the number
of participant, but also in number of institutions being involved in Higher Education.
The increasing number of students was a consequence of a regulation in 1996, which
made possible for applicants to have entrance exams without limitation. In addition to
this possibility, private financed education was permitted beside the public financed
education in 1997. This influenced not only the number of participant but also their
motivation. (Kocsis, 2003). The Bologna-process has began under this circumstances,
and due to this conditions, the motivation of key players were very low, they were not
interested in the changes, but the State did not developed impact analysis before
introducing the Bologna system, and it did not implement other impact analyses after
the introduction.

Hungary has introduced the new, two-circle degree Bologna regime from September 1,
2006. The traditional college and university level training programs were replaced by a
three-tier system consisting of a basic training program (BA, BSc), a master level
program (MA, MSc), and doctoral level (PhD, DLA) program. As a consequence of
these changes, Teacher Training was transferred to Ma level. The transformation
reorganized the structure of Teacher Training system: the traditional, dominantly
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concurrent system was changed to consecutive one. Traditionally students took part in
five years scientific training parallel to the teacher training. In the new system, before
the entrance exam of the 2 years Ma training they have to choose between the scientific
training and the teacher training, which focuses on developing teaching competencies.
In this situation, Ba level teacher training courses play a new role: they have to orientate
the students to choose the teacher profession. For achieving this mission, a 10 credits

course is available on thislevdl.

Resear ch context

Beside to the Higher Education development processes, structure of Eotvos
Lorand University also was changed. New Faculty was formed in 2003, which profileis
twofold. On the one hand, it teaches students attending pedagogy, psychology,
psychical education and recreation as their major. On the other hand, it also has students
from all faculties of the University in its teacher training or teachers further training
programs. It implements teacher-training courses in co-operation with the departments
and methodological sections of other faculties and institutions, which provide the
fieldwork training sites for the university.

In 2006, the Institute of Educational Science started the Action research to

monitor the re-organization and developing process as well as the curriculum
development. The main goal of the research is to monitor the implementation process
and support it with empirical and theoretical background. 15 professors and 3 students
participated in the research group.
The Action Research based on the theoretical framework of Kemnis and Carr (Carr-
Kemmis, 1986, Atweh- Kemmis-Weeks, 1998). This method was chosen to build close
connection between practical and theoretical elements of our work. The Action
Research Method assists teacher trainer to understand and develop the educational
process as a permanent circle process, which consists of perception of changing
problems and search of solutions. Besides these possibilities, this method opens the
door to form a new relation between theory and practice by involving questions raised
during the educational process into the research and the permanent connection between
research and action.

59



The research focused on different data: curriculum, students conception about learning,
teaching and school, teachers' conception about development. It requires different
scientific tools (questioners, interviews, document analysis, observations) in order to
have theoretical conclusions and to understand the process.

In the following section, societal background of students, their views about education,

school and learning are presented.

Theoretical background

Researches about teacher’ s thinking usually focus on beliefs and knowledge of teachers.
These two concepts are not easy to separate because both of them are organized on the
basic of earlier experiences, and these experiences play dominant role in the further
learning processes and decisions. According to Richardson (Richardson, 1996), belief is
a statement, which the owner thinks or believe true, but there is not necessarily facts
behind it while condition of knowledge is an epistemological justification.

There is not definite answer to the question whether a specific knowledge basis exists
which can be adapted only during the teacher training and which is essential for starting
the teacher profession. There are researches, which say that the correlation between
performances during the studies and effectiveness, success of the practical work is not
as close as we could anticipate. Theoretical knowledge and practical competencies can
be set against each other. According to it, teachers can separate their learned knowledge
from the practice, and do not apply them consciously in solving practical problems.

The negation of importance the theoretical knowledge can be contradicted with the
results of several surveys. According to them the knowledge of teachers about school,
children and learning, influence teacher’s practical work very much. Also, according to
the constructivism, the teacher’s beliefs, values have principal role in the effectiveness
of teachers work. (Clark and Peterson 1986, Schon 1987, Shulman 1986). This fact has
conseguences in the teacher training, because students have experiences from their own
education, and these experiences can be in contrast to the idea of the effective and
productive teacher what their study focuses on.

Their beliefs are based on the following elements:

e Own experiences of would be teachers; come from their own education.

60



e “Ready” knowledge received from others. Successful adaptation of this
knowledge is affected by personal openness and motivation of the
students. It is also important whether the knowledge they receive during
the course is relevant and adequate or not; and also, how the knowledge
can assist the confirmation of the previous experiences.

e Personal beliefs about the world, the human relations and their
development.

Resear ch process

Who becomes teacher? Who wants to be teacher? These are the most important
questions to be answered in order to assist professional socialization of the students, to
develop their teacher competences and support their own learning process.
It can be the starting point of our curriculum and organization development, so we
examined this field first, as a part of our Action Research. We have organized a survey
to conceive and understand the situation in which our students are when they entrance
to the Ma level teacher training. The data collecting was made among students taking
part on BA level 10 credits Preparation Courses.
Plenty of questions were rising in the first part of the Action Research about the
students' preconceptions; therefore the research group conducted a survey among
students. The survey intended to be an evaluation to see what conceptions they have
about school, learning and children.
The questionnaire consists of multiple-choice and open-ended questions, and aims to
following area:
1. What kind of societal groups the students arrived to the teachers training?
2. Which factors determined their choice: when they decided it, which factors
and experiences influenced their choice?
3. The former school experiences of the students. what was the societa
background of their classmates, what was their impression about the elementary
and secondary school education?
4. The values related to the teaching profession, the prestige of the profession
among the students.
5. Educational attitudes of the students.
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The questionnaire was tested among 56 students, at the beginning of the second
semester of 2006/2007. Survey data were collected among students participating in the
course “History of Problems in Education” and “Beliefs and Experiences in the School.
77 students in first semester of 2007/2008 were examined. 67,5% of students studied in
Faculty of Humanities, 15,6% in Faculty of Sciences and 7,8% in Faculty of
Informatics. In the following section, we introduce some results in order to answer the
guestion formulated in the title.

Why do they choose EL TE University?

First of all is worthy to examine the reason of decision being teacher. There were
returned afew answers in most cases, however the following patterns were formed after
the content analysis: the reputation of the university had the highest frequency, 77,6%
of respondent mentioned it. There were 20% of answers, were mentioned facilities
study provided. The following of family tradition (“my parents studied here”) or the
high quality of social life appear only in several answers. The conditions seem to be not

important by choice excepting for the central location of the university buildings.

How many people, and who would like to be teacher?

Students typically think that choice of profession is around age of 16-18 but most of
them also think that it is not closed even after the entry exams. Typical age period of the
decision to be ateacher is at the end of the elementary school and the age of 16-17. 31%
of them is not sure whether would like to be a teacher or not, but 9% of them is sure not
want to be. 48% of the students who participated in the program said that , Yes, ma
main goal is to be ateacher.” Rest of them regarded it as an alternative. Those, whose
main goal is teaching, are influenced by the parents or teachers, but teachers influence
is the main one (43%), family traditions are less typical. In the case of 66%, there is not
ateacher in the family, but if there is— it seems — it both attracts and repel them. In the
case of 8 %, parents and teachers influence the choice of career together and similarly to
it, 8% of them are influenced by other circumstances. (Films, books, etc.) 39% did not

answer to the question that influenced their choice.
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What kind of previous school experiences do they have?

Around half of the students, the parents have higher degree qualification; at least 77,3%
of the fathers and 85,3% of the mothers have secondary school qualification. Both in
the elementary school and the secondary school they had classmates from families are
in same social status. It results that they have limited experiences about other social
groups and also about how mixed groups can work together. However, composition of
the previous classes of the students correlates to the father’ s position in the employment
market. (p<0,023).
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Presence of classmates who are from lower social status families is much more typical
in elementary school classes than in the secondary schools. It shows the selection
mechanisms of educational system. Opinions about quality of education in secondary
schools correlate with opinions about schooling; so the students, who thought that the
education is good in their schools, regarded the effectiveness of schooling also well. At
the same time, there is significant relation between opinions about education and
schooling and opinions about the reputation, recognition as well as student teacher
relations.
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How do they see theteaching profession?

Views and opinions about teaching profession is very important in the relation of
trainings. In its title, one of the introductory courses refers to the exploration of the
pedagogical experiences and views, and this is in the focus in its content as well. The
survey also tried to map it, as we could see in the previous point.

Those students, who would like to be teachers from their childhood, typicaly go
forward aong their cherished plan, and admit that other people influenced their
decision. They often coached the younger students, and know the devotion and love of
the children; they think that it is possible to assist children in order to get on better than
their parents. They regard this job variegated, not fixed or defined where their ideas can
show up well. Differences between these students and those who do not want to be
teachers or who are still irresolute are significant. Among those who do not want to be
teachers, the reection has three components. (a) presumed characteristics of the
students own personality (impatience, lack of self-confidence). (b) Characters of the
job (hard, responsible) and (c) position of teaching profession in the society (saary,
recognition). In the following diagram, you can see the rates of these features in % of
the responders:

nenstesmess WM, 4

Recognition 1,7
Sdlary 195
Children's heahamior - 3.9
Fesp onsthility | 6

Hard work 9.1

Self-doubt [9.1

Mot patient enough | 104

Procent

64



Summary

1. There are lot of similarity in the school and learning image of students,
appearance of tinged experiences does not necessarily happen in a spontaneous
way.

2. It should be considered during the training that would be teachers almost don’t
have those kinds of school socialization experiences, which are not related to
their own social classes.

3. The family linkage of teacher profession is typical only for a small part of the
students. It shows that ,transmitted” teacher identity is weak; it is a result of
school impacts, which students can get during the course. Among these impacts,
students regard education more positive antecedents than schooling.

It is typical that the students make the choice of career at the age of 16-18 but most of
them think that it is not closed with the entry exam. 31% of the students are not sure
whether s’lhe would like to be teacher but 9% of them are sure for not being teacher.
Both the elementary and secondary schools they went to classes where they met
children from similar families. It is the reason why they have not so much experiences
about different societal groups. Their opinion about the quality of education correlate
with their opinion about the schooling; so those who regarded the education of their
schools good, gave higher points to the effectiveness of the schooling as well. This
group thinksthat it is possible to assist to the children to get on better than their parents.
They regard the teaching profession variegated, not fixed where their own initiatives
can be showed up. In these questions, they have significant difference of opinions with
those who do not want to be teachers or who are uncertain yet.

We think that the most important lessons learned of the action research and training is
that it is proved that — because of the selective educationa system - would be teachers
have homogeneous school experiences and views. It is crucia factor to get to know the
students and use their previous experiences. It gives important, new and difficult tasks
for the teachers training courses based on reflective approach and recent pedagogical
concepts. It can be important that such courses are in preparatory phase in the
educational structure, which can provide the conceptual framework in the higher

education pedagogy for a systematic, on-going development work.
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FUNNY, ISN'T IT? PUPIL HUMOURWITH THE TEACHER ASTARGET

WiL MEEUS
University of Antwerp, Belgium

ABSTRACT

Two trends emerge from a literature study on humour in education. First, most articles are about
the use of humour by teachers. A second finding is that pupils humour aimed at teachers is often
seen as baiting or misbehaviour. Suspecting that this was probably not the case, we took a sample.
Sudents following a teacher education degree course at two universities in Flanders and taken
from a wide variety of different subject branches were encouraged to write a brief account of a
humor ous situation which really happened that they remembered from their own time in secondary
education. Our research questions are: “What types of humour do pupils use?” and “What
motives underlie pupils use of humour with respect to teachers?”

We found 5 types of humour and 6 different pupil motives. In the paper we set out the various
categories in order of frequency. Each category is illustrated with examples. Looked at from the
per spective of the intention behind the humour, it appears that pupils humour directed at teachers
makes a predominantly positive contribution to the relationship between pupil and teacher. Our
first finding is that pupils humour with respect to teachers is not related to particular academic
subjects. Thereis clearly a relationship between pupil humour and characteristics of the situation.
The most frequent relationship is that between pupils humour and the quality of the teacher’s
classroom control. Pupil humour is used as a form of boundary-seeking and boundary-crossing
behaviour. However, the clear winner is pupil humour as atmosphere maker. A significant feature
of this category is that the pupils do not use jokes or pranks as a reaction to an unpleasant
situation or as a reaction to excessive or lax classroom discipline. These pupils use humour to
make things more fun. Of course, the teacher is till the object of that humour, but it is not the
pupils' intention to tease or hurt the teacher. The humour is consistent with a pleasant classroom
atmosphere and a good relationship between pupils and teachers.

Keywords: humour, emotions, pupil teacher relationship, pupil behaviour, social behaviour

Introduction

Anyone wanting to know what the prevailing view is with regard to a particular subject
area within the existing academic literature can apply a simple technique. Type a few
key words into one of the various meta catalogues of international periodicals and pick
the first ten articles which focus on that subject. Admittedly, the academic reliability of
this method leaves something to be desired, but it does at least provide an indication, as
it yields the most accessible articles by the most influential publishers at that moment.
Here is a brief summary of the results we got for the combination ‘humour’ and
‘education’.
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Torok et a (2004) identify various types of teachers humour. Bartlett (2003) discusses
the positive effects of the use of humour by teachers. Wanzer et a (2006) make a
distinction between appropriate and inappropriate teacher humour. White (2001) asked
both teachers and pupils about appropriate humour by teachers and concluded that the
two groups have different opinions on this. The article by Garner (2006) has a strong
moral dant and points, above all, to the dangers of certain types of humour that teachers
may use. Hellman (2007) sets out seven steps for learning to use humour successfully in
the classroom, while Weaver & Cotrell (2001) give ten steps. Perlmutter (2004) sees
humour as a powerful weapon for dealing with difficult pupils. Not quite as clear-cut,
but still in the same vein, is the article by Girdlefanny (2004). McMorris et a (1997)
look at to what extent humour is permissible in test situations.

Two trends emerge from an examination of the above list. In the first place, all the
articles are about the use of humour by teachers. The teacher uses humour, inter alia, in
order to grab pupils attention, to provide mnemonics, to jazz up dull material and to
curb misbehaviour by pupils. There is no mention made, whatsoever, of pupils as users
of humour, despite the fact that it is unlikely that only teachers use humour. In the
above articles it is frequently said that the use of humour by the teacher fosters a
positive classroom atmosphere, which in turn raises the question as to whether the same
does not also apply to pupils humour. It may be that pupils humour tends to be seen as
disruptive and would need to be sought not with the keyword *humour’, but rather under
‘misbehaviour’ or ‘baiting’. Perhaps authors and researchers ssmply don’t want to give
pupils ideas. We believe that there is a gap in the literature and what follows is an
attempt towards filling that gap in the form of an exploratory study. Our first research
guestion is therefore: “What types of humour do pupils use?” We have limited our
research to humour in which the teacher is the target.

A second finding is that the use of humour in education is not always a good thing.
Humour is often recommended as a powerful weapon, although sometimes a word of
caution needs to be sounded: there is appropriate and inappropriate humour. There is
humour which dissipates tension and humour which provokes tension. There is humour
that works and humour that doesn’t work. In other words, humour is not automatically
either positive or negative. The approach adopted in the present article is to look at the
intention behind it. Humour used with a negative intention is humour intended to be
wounding. Humour used with a positive intention is humour which is meant to

contribute to creating a good classroom atmosphere.
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Our hypothesis is that pupils also use this latter category of humour and are therefore
not only out to make life difficult for the teacher. Our second research question was
thus: “What motives underlie pupils use of humour with respect to teachers?’

Resear ch design

Anyone who has ever been to a class reunion knows that the stories swapped are above
al stories concerning events which made a significant impact on the teller. Stories
which have strong emotions attached to them seem to be the ones that are best preserved
in our memories.

Humour often seems to evoke strong, usually positive, emotions. Humorous situations
are engraved in our memory. Using memories as research material might seem a
relatively straightforward task, but the drawback to working with memories is that these
change as time goes by. Very often what actually happened is deliberately embellished,
but it is aso true that our memory is distorted by the passage of time without there
being any conscious intention to do so. Despite our best efforts, details are forgotten and
then filled in retrospectively to fit in with the overall point or message of the story.
However, this limitation did not represent a significant obstacle to answering our
research questions.

Students following a teacher education degree course at two universitiesin Flanders and
taken from awide variety of different subject branches were encouraged to write a brief
account of a humorous situation which really happened that they remembered from their
own time in secondary education. Two conditions were imposed; firstly, that the student
concerned (or his or her classmates) had to be the originators of the humour; and,
secondly, that the teacher had to be the target. In all, 62 anecdotes were submitted, of
which 56 (90%) met both conditions.

This study is of a qualitative and exploratory nature. The collection of anecdotes was
analysed using an iterative process. In the first round each anecdote was described in
terms of the nature of the humour and the underlying motives of pupils. Each
description was then allocated two key words. For both the category ‘type and the
category ‘motive’ the key words were inventorized and compared in terms of content

similarity and overlap. Finally, the descriptions, key words and categories were
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modified until we were left with a series of relatively clear and exclusive categories.
Although complete exclusivity was not feasible, each anecdote was classified under a

single type of humour and a single motive.

Results

We found 5 types of humour and 6 different pupil motives. In the following section we
set out the various categories in order of frequency, from the least frequent to the most

frequent. Each category isillustrated with examples. Names are represented by an X.

Types of pupil humour

The first type of humour is what we have called ‘humorous drawings and graffiti’, of
which we found 2 cases among the anecdotes. Using Photoshop pupils turned
photographs of their 4 teachers into caricatures, drew cartoons or wrote entries in a
school magazine showing teachers in a humorous light:

The result was ‘Pol-magazine'. The name was a combination of P-magazine (a Belgian
men magazine) and Pol X, our then Latin teacher. He appeared in al his glory on the cover
of the first issue with his head mounted on the body of a heavily-muscled athlete. The
competition of the month involved the Maths teacher: the first person to secure Mr X’s
toupee and deliver it, in person, to one of the editors, won the CD of the week.

A second type of humour uses ‘animals’, of which 3 cases were written up. Pupils
reduced one teacher to hysteria by letting a bat loose and got a similar reaction from
another teacher by releasing a small army of stick insects in a Biology lesson. The

clucking of a chicken was also put to ingenious use:

Our Latin mistress was a bit deaf. She used to ask: ‘What did you say? at least twenty
times a lesson. During the lunch break someone caught a chicken and put it in a box. At
our school there were masses of chickens, geese and dogs running around that belonged to
the janitor. We put the box with the chicken on the floor between the last two rows of
desks. The chicken made very loud clucking noises throughout the whole lesson and every
time it stopped someone gave the box a kick to get it going again. Our teacher couldn’t
work out what was going on and kept asking: ‘Do you hear that, too? while we all killed
ourselves laughing. The poor woman probably thought she was paranoid.

The following category is that of games and came up 13 times. On one occasion the

whole class secretly played a version of the naval warfare game ‘Battleships during the
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lesson, while another class played a version of ‘goose’ involving individual tasks such
as having to walk around your own desk three times. One class shouted ‘peep!’ every
time the teacher walked past a particular mark on the blackboard and when the teacher
got wise to this and erased the mark, the class shouted ‘boom!’. Another class counted
every time the teacher used a particular filler word and shouted ‘goal!” every tenth time.
Another class decided to celebrate New Year at a random moment during a lesson,
including counting down to midnight, novelty whistles, confetti and wishing each other
a happy new year. Yet another class started a snowball fight on a part of the school
grounds that was off-limits to pupils (in this case the school garden). Others played a
form of ‘bingo’:

We each drew up a list with the names of five members of the class. When the teacher
mentioned all five names on someone’s list, that pupil was the winner and had to jump up
and shout ‘bingo!’ Everything went pretty smoothly and relatively quietly at first, until we
got to a point at which the teacher wasn't saying any names anymore and we got more
‘credtive’, as it were, in order to get the teacher to say the names. We tried to draw
attention to the person whose name we wanted the teacher to say.

A frequent sub-category within ‘games’ is‘hide and seek’, which came up 6 times. This
might involve only afew pupils or an entire class. Favourite hiding places included the
adjoining school hall, the store cupboard, the broom cupboard, behind curtains and
outside on the window sill. One class even managed to make it look as if the classroom
was empty although they were still all there.

We had Latin seventh period and we had just had French in the same room, the previous
period. Everything had been arranged in advance. When the French lesson ended, everyone
got their satchels and took their coats off the hooks in the corridor. We turned the lights out
and we all went over to the side of the classroom that could not be seen from the corridor if
you looked through the small observation window that was set into the door. We heard the
Latin teacher coming up the corridor towards the classroom. He looked through the
window and then carried on walking. When he was far enough away — which we had to
guess, aswe didn’'t want him to spot us, if he was still there —we put

the lights on again, hung our coats in the corridor, put our satchels and writing implements
back where they were and pretended that we were just waiting for the classto start.

The following category is what we have termed ‘word play’ and comes up 15 times. In
cases this actually involves the absence of words because the classes concerned agreed
to maintain a collective and sustained silence. One pupil managed to entirely conceal
the fact that she was bilingual from her French teacher. Other pupils arranged, in
advance, the questions they were going to ask when it was their classmates’ turn to hold
a presentation in class, which were supposed to be spontaneous. With one teacher the
class regularly managed to get a discussion going about subjects that had nothing to do

with the material to be covered.
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With another they managed to get private and personal information about his love life
out of him. In 2 cases pupils managed to get teachers to do things like singing a medley
of Freddy Breck songs or to sing a song accompanied by a guitar. 2 classes did a count-
down in unison at the start of experiments in a physics lesson or did the Mexican wave
when they felt like it.

4 teachers were the object of teasing about their surnames, baldness, a heavy regional
accent or their use of the blackboard. One pupil used the teacher’s didactic technigue to
her advantage:

Our teacher explained in French the material she was going to cover during the lesson and
what she wanted us to do. She opened the door, stepped out into the corridor and began
speaking Dutch. Then she stepped back into the classroom and began speaking French
again. Her message was clear: there was to be no speaking Dutch in the French lesson.
After a quarter of an hour | put my hand up, because | could hardly understand a word of
what the teacher was saying. When she asked me what | wanted, | got up, opened the door
and asked my question in Dutch from the corridor.

The final category of types of pupils humour in relation to teachers, is characterized by
the creative use of ‘physical objects’. This category came up 23 times. Just about
everything the pupils had to hand was used for the purposes of humour. These included:
name cards being swapped around; a drink can being put above the door; the door itself
being taken of its hinges and replaced (loose) into the doorframe; wiping more off the
board than teacher intended; secretly operating the remote control in order to sabotage
the use of the video in the lesson (featured in at least 3 anecdotes!); the bottom of a
packet of chalk being opened or atoy bat being put on the overhead projector. Pupils
shook a snow—covered tree while the teacher on playground duty was under it. Pupils
whose teacher told them to stay seated after the bell rang rolled out of the classroom on
wheels. Other physical objects employed were: stink bombs, eggs, a fan, a novelty
whistle, musical instruments, school desks, fancy dress costumes, the teacher’s car (sic)
and even atest paper. Moreover, some very creative ways were found to do assignments
set by the teacher. One pupil made a model of Troy with matches and then restaged the
city’s being razed to the ground, by setting it on fire. A group of pupils made an
advertisement which contained hidden references to the teacher. One pupil played a
prank with a set of weights:

In the second year of secondary school we had History with a particularly eccentric
teacher. He wouldn't let you do anything, except ‘listen actively’, of course. We were
strictly forbidden to leave anything on the desks or to move so much as a muscle during the
lesson. One day, one of us was looking for something in his satchel. The teacher’s face

72



went red with anger. Still furious, he jumped up, marched over to where the pupil was
sitting, shouted something inaudible and picked up the satchel.

He opened the window and emptied the contents out of the window. There was a deathly
hush. You don't normally expect a teacher to do something like that, but our History
teacher was a law unto himself. A few weeks later, the same pupil again put his hand into
his satchel and began looking for something just like he had done during the previous
lesson, except this time he had put fifty kilos worth of weightsinside. The teacher again got
up in a furious temper, went over to where he was sitting and picked the satchel up by the
strap. It moved, but he couldn’t get it off the floor...

Motives behind pupil humour

The first motivation for humour is the category ‘celebration’. In total, 3 anecdotes were
submitted. It is probably no coincidence that, in all 3 cases, the behaviour described
took place during the celebration of the last 100 days of secondary school, which could
indeed also be seen as afestival of organized humour.

At least 7 times novice teachers were put to the test. We have therefore called this
category ‘testing out’. Swapping name cards around is a classic, as is the packet of
chalk open at one end, but pupils also took advantage of typical beginners mistakes such
as the over-use of filler words. Pupils also go further with beginning teachers or clearly
go out to see how far they can go.

Sometimes pupils are confronted with problems that are not of their making and the
solutions they come up with are often hilarious. This category, which we have termed
‘solutions’, also came up 7 times. On 3 occasions pupils looked for ways of getting
more marks and on two occasions pupils were bothered by particular characteristics of
the teacher, specificaly body odour and sweat patches. In 2 instances creative
approaches to problems within the classroom - in this case unpleasant smells and
excessive noise - were found. Unfortunately not al of them worked:

In the first year of secondary education we often had lessons in a classroom that was right
next to the toilets, which meant that it nearly aways stank. Most of the teachers made a
point of leaving the windows open during the lesson, but the French teacher was the only
one who told us to keep them closed. So we had to put up with this unbearable smell in her
lessons. The idea was to let off a stink bomb in the waste paper basket at the back of the
room. We reckoned that Miss X was bound to be overcome by the stench herself and
would then realize that windows had to be left open. In the next lesson we exploded the
stink bomb, as planned, but, even though the stench was unbearable, Miss X didn’'t so
much as turn a hair. She must have had either a permanently blocked nose or something
wrong with her sense of smell.

In 9 cases pupils used humour as away of rebelling, usually against teachers who were
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regarded as being too strict. In addition to 5 innocent pranks, the category ‘rebellion’
alsocontains 2 pranks which can hardly be termed humour. On the other hand, however,
there are 2 that were genuinely funny, such as the abovementioned trick with the
weights and the prohibition on the speaking of Dutch in the French lesson, as described
above.

We put 13 anecdotes into the category ‘misbehaviour’. These are essentially reactions
from pupils to teachers who fail to keep order in the classroom. In 2 instances the
teacher is the target of ridicule and in 4 cases things got really out of hand and pupils
went way beyond reasonable boundaries. The remaining 7 anecdotes are basically
innocent practical jokes which distract the teacher or interfere with his or her covering
of the material. In one incident, a particularly under-confident teacher gets so flustered,
that he makes things worse:

The lesson was about gravity, gravitational acceleration and the weight of objects. The
Physics teacher wanted to do an experiment to measure the time it took for a faling object
to reach the ground. The boy next to me asked if he could do a countdown before the
teacher let it fall. Taken aback by this rather strange request, the teacher agreed. Instead of
just that boy, the whole class began to count down. Three, two, one and then everyone
collapsed with laughter: the teacher had opened the wrong hand and dropped the stopwatch
instead of the object.

The majority of the humorous anecdotes submitted, 17 in all, come under the category
‘atmosphere makers'. These were not motivated by teacher’s being too strict or having
toolittle control and were therefore not aimed against the teacher. From the context
descriptions provided with the anecdotes we were able to deduce that pupils thought
that the joke would be fun for their classmates and that, at the same time, the teacher
would also find it funny. The pupils assessment was that the joke concerned was an
appropriate part of a pleasant classroom or school atmosphere, although this doesn’t
change the fact that it is always the teacher who comes off worst. Games such as hide
and seek and messing around with the remote control are popular. Another format is the
well-timed witty remark:

We had a teacher for Biology who was completely bald. Once he took out some Bunsen
burners in order to show us how exciting the world of fire and flames was. Suddenly a
great tongue of flame shot out and almost caught him in the face. | shouted out: “Sir, look
out! Mind your hair!

Relationship between types and motives
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The number of anecdotes analyzed istoo small to permit any definitive pronouncements
about the relationship between the type of humour and pupils' motives. Nonethelessit is
still revealing to examine these in schematic form (see table 1).

Table 1: relationship between types of humour and pupils motives

Celebration | Testing Solutions Rebellion Misbehaviour | Atmosphere Total
out makers

Drawings 1 1 2
& graffiti
Animals 1 2 3
Games 2 2 2 7 13
Word play | 1 1 2 3 7 1 15
Physical 1 4 5 4 3 6 23
objects
Total 3 7 7 9 13 17 56

In the present study the biggest numbers probably have the greatest value as indicators
of possible trends. We note that a very wide variety of physical objects also serves an
equally broad range of humorous purposes. Physical objects are primarily used to test
out new teachers, to solve problems, as an act of rebellion, to tease weaker teachers and,
most of all, in order to create atmosphere. With weaker teachers verbal pranks were
used more often than pranks involving physical objects, while the opposite is true in the
case of strict teachers. It may be that verbal humour makes the prankster more readily
identifiable (and thus more likely to be detected). This plays a role with strict teachers
and less so with weaker teachers.

Word play was of only minor significance in atmosphere makers. Likewise, what we
have termed ‘games’, were more common than the use of physical objects. One rather
surprising finding was that teenagers still went in for ‘hide and seek’.

Discussion and conclusion

Our first finding is that pupils humour with respect to teachers is not related to
particular academic subjects. The anecdotes involved at least 16 different disciplines, all
in small numbers. Only Dutch (with 7 anecdotes) and French (with 9) are high scorers,
but both of these are subjects for which pupils in Flanders also have a considerable
number of lessons per week. It thus seems to us that there is no link between the number

of pranks and the subject area.
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However, there is clearly arelationship between pupil humour and characteristics of the
situation. This is obvious in the case of the celebration of the last 100 days, but there is
also a surprising category of situations in which pupils seek a humorous way out of
situations that they see as problematic, such as nuisance from smells, noise or excessive
temperatures. Pupils also showed creativity in their attempts to boost the number of
marks awarded, although thisis an instance of cheating rather than genuine humour.

The most frequent relationship is that between pupils humour and the quality of the
teacher’s classroom control. Pupil humour is used as a form of boundary-seeking and
boundary crossing behaviour. Every teacher remembers being tested out by his or her
pupils as anovice.

After all, pupils need to know where they stand. Most teachers, possibly after an initial
settling-in period, manage to do this. Some, however, are excessively strict and pupils
pay them back in a way that is a least humorous, while others continue to have a
discipline problem and end up suffering the consequences. It is, incidentaly, very
doubtful that these teacher see the pranks played on them by pupils as humour. The fact
that humour is used more as form of rebellion than as misbehaviour is not an indication
of the number of strict or weak teachers. It is more likely that pupils would be inclined
to think twice before playing a prank with strict teachers.

However, the clear winner is pupil humour as atmosphere maker. A significant feature
of this category is that the pupils do not use jokes or pranks as a reaction to an
unpleasant Situation or as a reaction to excessive or lax classroom discipline. These
pupils use humour to make things more fun. Of course, the teacher is still the object of
that humour, but it is not the pupils’ intention to tease or hurt the teacher. The humour is
consistent with a pleasant classroom atmosphere and a good rel ationship between pupils
and teachers, although sometimes there is a difference between the innocent intention of
the pupil and the effect on the teacher, for example, if he or she doesn’t (initially) see
the funny side. However, in such cases thisis simply an error of judgement on the part
of the pupils.

Having answered our research questions, we can only conclude that the current lack of
attention paid to pupils humour in the international academic literature is unjustified.
Pupils' humour can teach us a great deal about their educational situation and especially
about their relationship with teachers. Humour also has an important function as an
indicator of classroom control. We hope that this conclusion will encourage teachers to

engage in action research. Moreover, we advocate a positive approach to pupil humour.
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This limited study has shown that pupils, by using humour, clearly want to make a

positive contribution to pedagogical practice.
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ARE MARKSRELATED TO CHAIRS?

JOSEP SILVA

Universidad Politécnica de Valencia
ABSTRACT

It iscommonly said that “ birds of a feather flock together"; which comes to say that you can judge
a person by the company he keeps. This idea is often applied to our students by saying that bad
students usually sit down together in the classroom. And even more, it is often said that good
students use to be seated in the first rows of the classroom (because they can listen better to the
teacher from there); and bad students use to be seated at the last rows (and they can talk without
being scolded by the teacher). Is all this true? In this article we try to answer this question by
analyzing an experiment that was performed by collecting data about the exact position of students
during an academic course, their classmates, their position changes along the course, and their
marks.

Keywords: Students' marks. Sits. Classmates.

1 I ntroduction

Not all students are equal. Some of them are shy, and they are afraid of the professor
guestions. This feeling makes them be seated far from the professor in order to avoid
questions. For other students being far from the professor is an opportunity to talk with
their classmates when they cannot follow the explanations. This is also frequent in
students that cannot hold the attention for along period. Other students, contrarily, want
to be as closer to the professor as possible, in order to avoid the noise and thus having a
better understanding. The immediate question is. does the position of the studentsin the
classroom have a direct relation with their marks? And if so, what isthisrelation? Isthis
relation equally important when we talk about studying theory in the lecture rooms or
practicing in the laboratory? Should the students be as closer as possible to the
blackboard?

There is another important factor which is supposed to be related to the marks. the
people who is seated around the student. It is commonly said that “birds of a feather
flock together"; which comes to say that you can judge a person by the company he
keeps. In the case of students, it is often said that bad students usually sit together in the
classroom. Here again, the question is whether al thisis true. What influence have your
classmates in your marks? Is this influence important? What are the factors that
participate in this influence? And more important, can we, professors, handle this
factorsin order to improve the learning process of our students?
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In this work we present an experiment performed during an academic course in an
engineering school which puts some light over these questions. The experiment studied
the position of all the students in a classroom, their movements during the academic
year, and the relation of their position with their marks and the marks of their
neighbours. The analysis of the data collected in the experiment confirmed that the
position of a student really influences his marks.

The rest of the article will present the experiment from which we will conclude several
ideas that form our position. For space reasons, part of the material has not been
included in the paper, but all the material has been made publicly available in the web
page of the experiment. Here, we will only focuss on the most important results. We
think that this paper is a good starting point for a vivid discussion about how to
distribute studentsin a classrom.

Section 2 presents the experiment and the context in which it has been developed. The
results obtained are also presented and analized in this section. In Section 3 we provide
our interpretation of the resuts and define our position arguing for it based on the
empirical results obtained. Section 5 concludes. Finaly, future work is discussed in
Section 6.

2 The experiment

The experiment was performed in the Escuela Técnica Superior de Ingenieria del
Disefio located in the Technical University of Vaencia. The exact details of the
experiment are the following:

Initial Date: Sep 29, 2008

Final Date: Dec 22, 2008

Sample Size: 73 students

Place: Technical University of Valencia, first year course of Industrial Design
Engineering

Subject: Computer Science Fundamentals and C programming

Initial Hypothesis: Students who sit close to the professor get the best marks. Students

who sit in the last rows get the worst marks.
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The data of the experiment were collected by the own professor, who had a map of the
classroom with each sit and computer (see Figures 4 and 5). He registered the exact
position of each student every day both in the laboratory and the classroom where
theory was taught. During the experiment, one exam was done in December. The marks

from the exam have been analyzed in combination with the other data.

21 Data Collected

All collected data have been put together in a Microsoft Excel workbook which
analyzes them and extracts some figures and charts allowing different studies of the
data.

For space reasons, in this paper we will only show some of the results obtained, but, al
the information related to the experiment including the collected data, the Microsoft
Excel spreadsheets, and the results obtained, is publicly available at:

http: //www.dsi c.upv.es/~jsilva/sitsandmarks

One of the most important things observed in the data after the experiment is that there
exists a big variability in the position in the classroom of each student along the course.
This can be aso observed in Figures 1, 2 and 3 that show, respectively, the mark and
the average distance to the professor of each student in the laboratory, in the lecture
room and combining both of them. The figures show in the X axis the average row in
the class of each student, and in the Y axis the mark of the student. Despite the lecture
room has 7 rows, al the average rows concentrated between rows 1 and 4. Similarly,

the laboratory has 10 rows, but almost all datais concentrated between rows 4 and 7.

Laboratory

5 Laboratory

Figure 1: Relation mark-distance in the laboratory
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Figure 2: Relation mark-distance in the lecture room
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Figure 3: Total relation mark-distance of students

2.2 Results Obtained

When we started to analyze the data we were very discouraged after producing Figure 4.
This figure is a map of the lecture room where each chair has a different code (A2, B6,
etc.) and a number indicating the average mark of all the students—different studentsin
different days—who sat in this place (of course, taking into account repetitions).

Depending on the mark, each chair has a different colour according to the following
table:

Clearly, this figure discards our initial hypothesis that best marks were in the first rows
and worst marks were in the last rows. Contrarily, the two best marks are in the last

row. However, this is not concluding because the rest of marks are randomly
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distributed; and thus, we could not determine were the best and worst marks are. In

principle, it seemed that they are not related to chairs.

Dats:
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Figure 4: Average mark of sitsin the lecture room

After we produced Figure 4, we analyzed the data related to the laboratory (see Figure
5), and we discovered one important and unexpected relation: best marks are
concentrated in the last rows of the laboratory. In fact, all pink chairs are in the second
half of the laboratory; and there is only one red and one orange chair in the last four

rows. Thisresult is completely contrary to theinitial hypothesis.
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Figure 5: Average mark of sitsin the laboratory

It is also interesting to know the position of the students that went to the classes but did
not go to the exam. In principle, one could think that these students are those who are
less prepared, or at least, less interested in the subject.

Figures 6 and 7 show respectively the position of those students in the lecture room and
in the laboratory. Here, each chair is labelled with a number that indicates the number of
times a non-evaluated student sat there. Depending on the label, each chair has a
different colour according to the following table:
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This second sub-experiment confirms the previous one, because a very similar result is
obtained. Firstly, data showed that non-evaluated students are seated randomly in the
lecture room. But, contrarily, they prefer the front rows in the laboratory. Almost all

blue, yellow and pink chairs arein thefirst four rows.

Date:
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Figure 6: Lecture room’s sits used by non-evaluated students

There is another conclusion that can be extracted from this part of the experiment but
not from the figures—we conclude this idea from the data in the Microsoft Excel
spreadsheets—. Those students that only come to the classroom once or twice, and that
do not go to the exam, sit at the last row; indeed if there is plenty of free space. For
instance, in Figure 6, rows F and G have been only visited once in the whole course by
thiskind of students.

Date:
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Figure 7: Laboratory’ sits used by non-evaluated students

The last part of the experiment focussed on the relation between the marks of a student

and the marks of the classmates that sit around her.
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The classmates of a student were easy to identify because in the laboratory, they have to
share the computer. Therefore, students are seated by pairs and work together. To get
the average mark we considered all the students that worked together (in the same
computer) along the course.

The result of this study is depicted in Figure 8. There, X axis represent the mark of each
student; and Y axis represent the average mark of her classmates. If the Y axisis zero, it

means that the classmates did not do the exam.
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Figure 8: Average mark of the students' classmates
What we expected was something like a diagonal growing up from (0,0) to (8,8). This
would mean that students with a high mark work with students with a high mark; and
students with low marks work together. Nevertheless, the resulting chart is completely
different: There are good students seated with bad students and vice versa without any
apparent logic relation.
When we analyzed the data in the Microsoft Excel spreadsheets in order to get a
response, we discovered that, in general, al the students worked with the same
classmate (they were seated together) along the whole course. A change of classmate
was not frequent; and thisis the cause of the chart.
We should remember that the experiment was done on a first-year group. This means
that students did not know each other at the beginning of the course, and thus, they
seated randomly in the first class. At this moment the couples were formed, and they
continued along the course. We need more data to provide this result with a greater
confidence, but we could give a preliminary conclusion: students are faithful to their
classmates and they usually work together along the whole course.
From the previous result, we can also conclude that, in the collected data, there is not a

direct relation between the mark of a student and the mark of her classmates.
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3 Interpretation

The results of the experiment contradict the original starting hypothesis, and they
suggest that the students with the best marks are seated at the end of the laboratory, or
randomly at the lecture room. After the experiment, we changed our mind, and now we
think that the original hypothesis could be good for secondary school, but not for the
university.

After some interviews, we think that students in the front rows are students that are
conscious of their limitations and they sit there to better interact the professor. In fact,
the number of questions that come from last rows is sensible lower than the number of
guestions that come from the first rows. A student that can select any row, and she sits
at the end of the class is implicitly saying to the professor “I am here to listen to you,
not to participate. So do not ask me questions’.

We think that this experiment is avery good starting point to start a debate about how to
handle the position of students in a classroom. Our main conclusions that configure our
position are the following:

The position of a student in the classroom changes a lot along the course.

The position of a student in the laboratory is different from her position in the lecture
room.

Many students are seated close to the blackboard in lectures, but they are seated far
from the blackboard in the laboratory.

In the laboratory, best marks are in the second half part of the classroom.

In the lecture room, good and bad marks are distributed randomly around the classroom.
In the laboratory, people who will not be evaluated is seated in the first rows.

The very last row of the lecture room is only used by people who later does not go to
the exam.

The same students work together along the whole course.

There is not a direct relation between the mark of a student and the marks of her
classmates in the laboratory.

Apart from the discussions in this paper, there are many different possible reasons and
conseguences for each of the previous statements. They should be discussed and further

investigated by the teaching community.
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4 Conclusions

We have presented the results of an experiment performed in an engineering school.
They are surprising because they contradict our initial hypothesis. The analysis of the
results has provided severa interesting conclusions and ideas that would be very
interesting to share with other professors and colleagues.

The most interesting result is that best marks in a laboratory correspond to those
students who sit at the end. We are sure that the data of the experiment will motivate a
vivid debate.

5 Futurework

This experiment and the whole experience in general have been very satisfactory and
have provided a lot of useful information. Next academic course, the same experiment
will be massively applied in different courses from the same and other degrees.

The main objective is to confirm the results of this experiment and be able to
extrapolate them to other kind of students and courses. The fact that in our experiment
the position in the laboratory was relevant and the position in the lectures was not is
probably due to the practice-oriented nature of the subject. However, a different subject
may present different results.

Similarly, the configuration of groups in our experiment has been influenced by the fact
that students were in their first-year course. The influence of classmates could be
different in last-year students. Thisis something that must be studied.

Combining different experiments we will be able to identify classes of students
depending on the subject and other parameters. This information could be crucial to
define a methodol ogy for the location of students.

The final objective is to determine where to locate each student to improve the overall
quality of the teaching.
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KNOWLEDGE CREATION, PLAY AND EDUCATIONAL DRAMA IN THE
IRISH INFANT CLASSROOM

TRIONA STOKESAND RUTH FORREST
Froebel College of Education, Dublin. Ireland

ABSTRACT

In this paper, the authors look at the nature and role of Play and Educational Drama in not only
the Irish context but on an international one. The continuum is discussed. The writings of
luminaries in Early childhood Education are mentioned as grounded theory, particularly that of
Friedrich Froebel. The process nature is described as well as the role of teacher-intervention. A
DVD of children “at work” in Educational Drama is presented and strategies suggested so as
maximise the use and efficacy of these media as conduit for Knowledge Creation in its broadest
sense.

Key Words: Educational Drama, Froebel, Play, Infant and Role-Play

“There' s nothing more powerful than an idea whose time has come.....” This was the
sentiment of Victor Hugo in 1885. One could readily attach such a statement to the
relevance and importance of play in education today. In times of economic and social
change such as these, when uncertainty prevails in so many areas of life, grounded
theory, particularly in the area of education points the way to the values, principles and
methodologies we need to conserve, develop and make relevant to the lives of our
children.

In this paper, the authors look at the principles underlying educational drama and play
and trace their development in the fields of Early Childhood Education moving into the
areas of Play and Educational Drama. The tried and tested principles of such luminaries
as Dewey, Piaget and Froebel are discussed as is the work of more contemporary
experts in the field, such as Vygotsky, Singer and Singer and Moyles. In the same way
that knowledge creation is discussed in theory, the authors extrapolate the relevant
findings so as to make them pertinent to the teaching and learning which takes place in
most Irish and European schools of today.

In the Revised Irish Primary School Curriculum (1999), it is asserted that a continuum
extends from play into drama. Whilst the authors refute the absolute nature of this
assertion, they acknowledge and value the complementary nature of Play and Drama as

agents of learning.
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The Irish Infant Drama Curriculum holds as an objective within the strand Exploring
and Making Drama, that the child should be enabled to ‘ Develop the instinct for make-
believe play into drama’. Such an objective gives the teacher a clear rationale for
facilitating the use of play and its subsequent development into drama within the school
day. The principles of the Primary School Curriculum promote free-play with
educational materials eg. magnets in science, ball-handling in Physical Education.....
Within the Drama Curriculum, space can be created for organised or structured play
opportunities. As children “try out” different roles in varied scenarios using the
appropriate social and linguistic behaviours, they equip themselves with a skill set from
which they can draw when in a similar scenario. A follow-up Drama lesson presents an
opportunity for the child to practise the knowledge and skills he has acquired and
consolidate them in practice.

Recent developments concerning Play in Ireland include the publication of the Siolta
Guidelines (2007) as well as the foundation of the National Play Resource Centre.

This was set up to provide information, support and advice on a range of issues
affecting the development of children's Play in Ireland and to promote awareness of the
benefits and value of Play in school- age settings. Effective Play policies were
acknowledged as a priority. It was also an am of the NPRC to increase the
opportunities for children to play at and after school with arange of activities.

The development of links between schools and after school services was acknowledged
as vital in order to augment awareness of the importance of such a service.' Educational
drama, hasitsroots in child play, in particular, social role ormake-believe play’ (Toye
and Prendiville, 2000:10).

Hendy and Toon (2001) help to clarify the differentiation between socio-dramatic Play,
founded on the lived experiences of the child and thematic-fantasy Play as a departure
from these lived experiences i.e. the fantasy world behind a wardrobe, as suggested in
C.SLewis Narnia Adventures.

Consider amongst the range of functions and benefits of Play cited amongst the plethora
of Play theory available, preparation theory, which sees Play’s role in assisting a child
as practice for the adult world.

One can instantly see the merits of such a viewpoint, particularly when we refer to the
realm of socio-dramatic role-play, where the child draws on the familiar (usually
domestic) world in which they are immersed on a daily basis, as materia for his or her

play. Such learning is founded on the stuff of the adult-world......... household chores,
90



cooking, shopping, healthcare, repairs. The child practises the motor skills necessary for
sweeping up the beans an unruly child has just spilled in his shop, rehearsing or
improvising chastising his mother (play mate) for such inappropriate behaviour in his
premises.

The theory of Play’s purpose as preparation certainly holds truth about Play’s potency,
but in order to grasp the holistic nature of Play, one must consider its potential for new
learning.

Tina Bruce (2002) clams play promotes the development of creativity and abstract
thinking in young children, drawing on both socio-dramatic Play and thematic-fantasy
Play. Inherent in this argument, is that the discovery-learning opportunities that free
Play presents children with, offer opportunities to practise and hone problem-solving
skills. Through processes of trial and error, exploring cause and effect, children learn
new knowledge about the world and their surroundings. They learn this new knowledge
through the use of their own hands and minds because they are the creators and
purveyors of the knowledge themselves. Ownership of learning and motivation to learn
are natural by-products of such activity. These provide the impetus for all future
learning and facilitate the realisation of this quest for learning.

“Drama structures aim to provide meaningful and active contexts for children to explore
the relationship between language identity and human behaviour in social
circumstances.” (Toye and Prendiville). Play initiated by the child, similarly, provides
such active contexts to explore this relationship. Children come to school with an innate
capacity to be accomplished players. They, through imaginative Play, employ the
drama elements of time, place and presence. Children can set their “shop” beneath a
table introducing new characters and perhaps re-playing old scenes with adjustments.
Such adjustments might include the use of new language structures, tones of voices or
possible outcomes. This enables children to try out responses to particular
circumstances in the “no-penalty” arena of Drama and Play. In this vital stage, in the
merging personal and social identity of the child, Play and its development into Drama
can be used as a safe haven for children to explore, extend and use what they already
know about the world, hence the creation of new knowledge.

The elements of synchronicity between Drama and Play include, its open-ended nature,
its opportunities for negotiation and problem-solving and the subsequent creation and
development of narrative. Just as educational Drama is not about the acting out of a

story but its creative exploration and development, imaginative Play provides scope for
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the creation and re-alignment of narrative as well as character and plot development. In
Educational Drama, as in imaginative play, process is paramount.

Socio-dramatic Play and Educational Drama provide opportunities for groups of
children to engage in problem-solving activities. An example of the fusion between
Drama and Play would be in the setting of a scenario where the children are required to
enable a group of toys of mixed swimming-ability to cross an imaginary river using
their co-operative skills. All of the aforementioned characteristics of Drama and Play
can be traced and identified in the process.

As the child plays, the objects that he or she uses are imbued with significance.
Everyday items come to represent other objects because they are treated as such, e.g. an
upturned hat is used as a shopping-basket or a bucket as a seat for a story-teller. As
other players join the play, the rules are negotiated in accordance with the conventions
of Play and adjustments are made, where appropriate. In this instance, should another
player use an object for other than its intended purpose, e.g. use the hat on his head, he
may be redirected by the other children to use it as a basket, as originally envisaged.
Piaget’ s concepts of absorption, accommodation and assimilation are readily viewed in
the dramatic Play scenario. The situation is absorbed by the players, additional
information is shared along with the ensuing dilemmas and the relevant adjustments are
made as the totality of the experience is accommodated and the new ideas are
assimilated. In this way, plot and character development hinge on the evolving narrative
in action. Though at a cognitive stage of “Concrete Operations’ according to Piaget,
these very same concrete objects nevertheless can take on different identities, as
referred to above. In order to reach Piaget’s state of equilibrium, the whole process may
be repeated a few times so that the children experience total ownership of the situation
and for the ensuing outcome to be fully internalised for further use and development in
the knowledge creation process.” Play in any situation, whether we look at adult play or
child play, has the tendency to extend towards the unfamiliar and towards the more
difficult.” Liebschner (1992:60).

Vygotsky (1978), in line with Bruner (1966), Piaget (1962) and Singer and Singer
(1990), concludes that play develops children socially, emotionally, affectively,
linguistically, cognitively and culturally. As the child engages in problem-solving and
decision-making with his peers, he may have the opportunity to enter new stages of
learning growth. Vygotsky (1978:102), maintains that “in play, a child behaves beyond
his average age, above his daily behaviour: in play, it is as though he were a head taller
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than himself.” His concept of the zone of proximal development sees teaching as a
dialogic process building the competencies of both teacher and pupil as the zone
represents the gap between that which the child can grasp independently and that with
which they can reach with the help of others.......... The teacher’ s role at this juncture of
development is concerned with scaffolding in terms of Play. It demands the sensitive
and appropriate intervention of the teacher into the fictional world. The teacher’'s
learning agenda needs to be sympathetic to and aligned with the concurrent learning of
the child in the play-centre. Take a scenario where one child is returning to the shop as
an angry customer who was sold out-of-date eggs. He complains to the shopkeeper who
must resolve the issue. As aresult of the child “functioning” in the role, as opposed to
acting out arole in Play, the learning is happening on many levels....the shopkeeper is
learning how to deal with a complaint and make recompense, as is the child who isin
thisrole. Similarly in the case of the complainant who learns how best to state his or
her case so as to affect a satisfactory outcome.

Froebel, upon whose ideology the College, in which the authors lecture, is founded,
throughout the 1840s, presented many educational ideas about the educational value of
Play. However, later in hislife he turned his attention more to the symbolic significance
of Play. His belief in the cognitive, social and emotional learning potential of Play
encouraged him to highlight that “Play however useful educationaly was more than a
mere tool for the educator......” Play is, after all, achild’ s work.

Dewey (1958) argued that children’s understandings can remain superficial unless the
learning is grounded in complex multi-disciplinary “real world” contexts. Socio-
dramatic Play allows the child to learn in familiar worlds in a contextualised manner,
practising his or her own social norms in domestic surroundings. As the child engages
with his peers, a cultural exchange may be taking place extending the learning from the
familiar to the unknown. Such an inter-action facilitates cultural exchanges in terms of
practices, experiences and modes of communication.

As the teacher observes the children engaged in such interchange, she becomes privy to
the newly-created learning environment and resulting derived knowledge. While
appearing to the outsider to be a spectator, sheis, in fact, taking the role of Boal’ s spect-
actor (1995), at once observer of the action and participant in the action, abeit in a non-
invasive manner. In the event of the use of teacher-in-role as an intervention, where the
story is firmly rooted in the children’s Play, teacher intervention can challenge them to

consider choosing an avenue through the introduction of a dilemma. Such a dilemma
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may be selected for its cognitive/social/ mora learning opportunities. Gura (1992),
believes that optimal learning takes place when children become partners in play.
Learning-themes for the classroom can be inspired or extended from such material
presented in the play arena. In addition to an acknowledgement of the children as
creators of the learning, this marriage furthers the teacher’s learning objectives for the
classat large.....

A key principle of Pretend Play is that the adult must be willing to suspend their
disbelief and join in the (child’'s) construction which must be taken seriously. A signal
should be used by either the adult or the child to indicate that they want to return to the
real world from the pretend world. This ‘contract’ creates a safe environment within
which Play can operate.

Severa studies indicate that unobtrusive adult presence enhances Pretend-Play by
increasing its diversity, its duration and the maturity of the pretence. O’ Connell and
Bretherton 1984; Harris and Kavanaugh ,1993 in Hendy and Toon (2001:23). However,
Play is not always helped when adults either initiate ideas or asks too many intrusive
questions. The child needs to be given the time and space to establish and begin the
Play. In fact, children need time “to grow into” new ideas, especially those introduced
by an adult - Hendy and Toon (2004:24). Hence, the fragile Play process needs to be
given an opportunity to grow and flourish by the child before the adult intervenes.
Children may respond well to being asked by an adult to share the experience of
developing arole-play area within the classroom.

Teacher intervention in the child’s Play can serve a variety of purposes. The teacher can
intervene with the intention of changing the prevailing mood of the play-centre, for
example, the teacher can focus the attention of the children through the introduction of a
tension or aternatively by adding a new object of symbolic significance (prop). These
can be introduced or developed by the teacher to guide towards intended learning goals.
Problems, dilemmas or constraints can be introduced into the Play by the teacher to
challenge the pupils, developing skills of negotiation, problem-solving, cooperation and
communication.

Play-Centres are a feature of most Irish Infant Classrooms. What is a play-centre? It
might best be described as a “Mini-world” within the classroom where Play is
encouraged and practised and various props may be available to accompany and
enhance the experience. Through Play, the children practise in the fictional world for

their actual lived experience. The more encouragement and facilitation of the Play
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process that is afforded by the teacher, the more evident in observation is the child’'s
progress on the steps of Morgan and Saxton’s Five-Step Categorisation of Identification
which helps teachers to recognise the ways in which children enter the world of Drama.
This extends from dramatic playing through to acting — mantle of the expert (being
ones-self but looking at the situation through specia eyes, enables the child to bear a
role of expertise, eg. Fire-fighter drawing on his second-hand knowledge of fighting
fires)-Hendy and Toon (2001:28). This application of knowledge and understanding,
based on the child’ s experience of the world (real or imagined) facilitates a confirmation
and refinement with an accompanying transference of knowledge. Knowledge is stored
to be practised and re-examined as and when the need arises.” Play areas provide a
setting for a cultural forum within which the children can create and re-create meaning
form the sum of their experiences.” (Brown in Moyles 1994:64).

Drama is a social art-form whose meaning is subject to a shared negotiation. This is
because shared fictional worlds are constructed in dramatic play through dialogue.
Using Play and its development into Drama in the classroom creates opportunities for
co-operative and intensive involvement with small groups of children. The processes
involved demand a discovery-based problem-posing approach to knowledge
construction. Meaning is co-constructed through the use of symbolic objects and the
form of Drama. The voice, the body and spatial relations are the components of the
form Drama takes. Thus, the children are engaged as artists in the classroom.

An Office for Standards in Education (OfSTED) survey in 1994 reported that,

better overall standards in literacy were achieved where the development of spoken
English is taken seriously and well-planned. When this occurred................. drama and
role-play were used effectively.

This highlights and endorses the centrality of contextualising language-based learning.

Hendy and Toon (2001:42) claim that children become active contributors to their own
learning, by being given the responsibility of having the relevant knowledge for the
Play situation in which they are engaged. In so becoming, they employ appropriate
language and communication strategies for the situation in which they find themselves.
Emotional development may take place within the learning situation encountered by the
person in the role adopted. Similarly, perhaps using dilemmas as a stimulus, moral
development may occur as aresult of decision-making processes have been experienced

along with the resulting consequences (Winnicott, 1971).
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In order to make cognitive advances, children need to talk out the learning that has
taken place within the Play arena. The decisions, choices and outcomes and the
corresponding character’'s feelings and intentions are all areas of consideration for
discussion. According to Hendy and Toon (2001:63), discussions concerning these
present children with opportunities to learn about themselves, their character, their
strengths, their likes and dislikes. By commenting on the direction taken within the
stories created, children are offered a powerful tool for reflection and re-evaluation.
Opportunities for such reflection are vital for consolidation of learning in the classroom.
Such opportunities rarely present themselvesin daily life.

The development of Play into Drama and dramatic narrative facilitates the use of Drama
conventions to serve the need to reflect. The art-form provides a forum to reflect on the
action through the body. The use of freeze-frame or still-image can provide one such
means of reflection. Guided by the teacher, a theme or area of learning is selected for
consideration through the use of an appropriate convention. Working collaboratively,
the child employs cognitive and affective capacities as well as skills of concentration
and motor-control in their presentation. The group provides the content for ensuing
discussion with the class-group in the pursuit of further input and insight.

Whilst the children are engaged in viewing the Drama work of others and adopting the
role of acritical audience member, they are learning and being enabled to read meaning
through body-language, spatial relations and social cues. Inherent in thisis the ability to
read, reflect and respond appropriately to the communications of others so as to affect
the most favourable outcome for al concerned. This is synonymous with the work of
Howard Gardner et a in the area of Multiple Intelligences. Those intelligences which
are particularly developed in the area of Play and Educational Drama are the
interpersonal, intrapersonal and kinaesthetic. Implicit in the interpersonal and
intrapersonal intelligences, is the ability to recognise and react appropriately to social
boundaries. This involves respect for “personal space’” and sensitive and socially
appropriate responses to the reactions of others. Kinaesthetically, the child’s sense of
self in terms of his or her body is enhanced as a result of its expression in a physical
manner to communicate meaning. In the process the children may come to a heightened

sense of understanding of the power and versatility of their body.

The child's engagement in dual worlds, real and imagined, permits him or her to hold

these two worlds in hisher mind simultaneously. This alows a “duality of action” to
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take place- Hendy and Toon (2001:64). Hence, what the “pretend-self” learns and
experiences, so does the “actual-self”. O'Neill and Lambert (1982:20) discuss the
synthesis of language, feeling, understanding and thought in terms of the enrichment it
offers the individua’s inner and outer worlds. Such an increased awareness and
understanding of the outer world offers increased competence and confidence in
operating within this world. In order to use the learning, the child needs to be able to
recognise the relevant situation for purposeful application. The careful understanding of
the merits of the process and meaningful utilisation of its procedures are highly
influential in deciding the efficacy of the outcome in terms of knowledge creation and
the amassing of meaningful frames of reference — the results of the internalisation of
newly created knowledge.

Earlier in the paper, the authors referred to the learning which takes place in both Play
and Drama as situated within a “no-penalty” arena. This means that as well as learning
without negative consequences, the child is learning without fear of failure or the
expectation of a formulaic result. Whilst engaged in this “mini-world”, the child can
become empowered to deal with the actual world within which he lives. Boal (1995)
described such dramatic explorations as “a rehearsal for the revolution”. By practising
in the second world for the first, the participant builds his confidence and courage to
move towards action......

Accompanying this paper isa DVD. A number of excerpts highlight many of the items
raised. Section One of the DVD demonstrates a synthesis between Play and Drama. In
the Drama titled, 2 The Adventures of the Travelling Toys’, the Infant Class first meet
the Teacher-in-role as Station-Master, who complains that a bag of toys have been
dumped on the platform. The abandoned toys come to life and wander along the train-
tacks, lost. Asit beginsto snow, each group of children are asked to design and create a
house to shelter one of the five toys for the night. The children have been provided with
arange of materials, such as wooden blocks, stickle-bricks, Lego and Unifix cubes.

The DVD clip illustrates the negotiation and collaboration taking place as the children
decide on the dimensions and design of the particular structure, with accompanying
features e.g. door, garage, etc. The range of size of the toys used demanded the
devising of structurally appropriate creations.

The DVD shows the role of the class-teacher in a supportive role, questioning the

children about their structures and offering assistance where deemed appropriate.
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Following the construction of the homes, the children were asked to present their work
to the class and discuss its salient features.

The second section highlights the symbolic use of materials to scale as the children are
asked to consider how the toys might cross an imaginary river which they encounter
(represented by a blue scarf). Problem-solving skills and skills of collaboration are
demanded as the children work with a group of mixed-ability swimming toys. It is
indicated, for example, that the smallest of these is a bath-time frog, who is an
exceptional swimmer. The DVD exemplifies the various creative approaches
undertaken by the children to enable the toys to cross the river. The teacher’s role, in
addition to supporting and facilitating discussion of the children’s ideas, is the narrator
of the action. Having gathered the children’s solutions, each group isinvited to play out
the action whilst the teacher narratesit. The open-ended nature of the dramatic episode
is crucial to the investment and involvement of the children.

Zooming out from the Irish context of the DVD, one may reflect on the juxtaposition of
this particular setting and the research (Bennett and Kell 1979; Tizzard et a 1988;
Pascal 1990; Gura 1992) that suggests that even those teachers that espouse Play and its
benefits don't necessarily devote the time necessary for its pursuit. In order to redress
the balance and close the gap between rhetoric and reality, teachers need to be given the
support, acknowledgement and resources necessary to sustain Play so that, as Froebel
indicated, the child can get on with the business of knowledge creation and learning in
its truest sense......
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CREATIVE STUDENT OF A PESSIMISTIC TEACHER? DISCOURSE ON
ELEMENTARY EDUCATION IN POLAND

MAEGORZATA ZYTKO
University of Warsaw

ABSTRACT

In this paper | would like to analyze teachers’ viewpoints on elementary education in Poland and
their impact on school achievements on 9-year old children and educational practice. Examining
267 teachers, three scales of teachers opinions were identified: Educational Pessimist,
Educational Formalist and Independence Promotor. One of the surprising findings is apparent:
lack of confidence in children and their creativity and self-initiative presented by their teachers.
Teachers are convinced that effective teaching requires precise instruction, strict control and
limiting children’s creativity.

How devel opment of creative thinking is possible in such circumstances?

Key words: school achievements, teachers’ opinions, elementary education, educational, educational pessimism, creative
student.

I ntroduction

In the paper, | will present the selected results of a nationwide research of the nine-year-
old pupils who finish their first key stage in a primary school, conducted in 2008 by the
Central Examination Board. The purpose of this research was to collect information
about a level of mastering the basic skills (language and math) by the nine-year-old
school children. Apart from that, there were analysed the environmental and school
conditions of these educational achievements. The research was financed by the
European Social Fund.

Two main research questions were posed:

1. What is the level of educational achievements of children who completed their
elementary education in the scope of language and math skills?

2. What is the influence of the environment and school on the skills learned by the
children?

The school factors included, among others: education and job seniority of a teacher, as
well as opinion of the teachers about the fundamental aims and methods of teaching the
language and math during the first three years of the primary school. 5.000 pupils from
the third grade of the primary school from different rural and urban areas (representative

sample) aswell as 267 teachers took part in the research carried out in 2008.
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In this paper, | will try to give an answer to the following question:

Is there any relation between the opinions and declarations of the teachers regarding the
aims and teaching methods in the elementary education, and the achievements of the
school children?

What is the relationship between teachers' opinions and educational practice?

In the first part of the article | will present results of survey checking teachers’ opinions
on aims and methods of elementary education. Whereas the second part will be devoted
to comparison of the opinions with the educational practice, that is the results of
observance of lessons carried out in 20 third grade classes in the primary schools in

large Polish cities.

1. Description of the scalesthat characterise the opinions of the teachers

In order to examine opinions of primary education teachers about teaching the language
and math during the first three years of the primary school, two questionnaires were
prepared. The first one included 40 statements regarding the aims and methods of the
language teaching, whereas the second one included 40 parallel statements regarding
teaching math. The questionnaires were filled out by 137 teachers in 2006 and 267 in
2008.

The answers collected from the teachers during the research in 2006 were subject to a
statistical analysis. Factor analysis and CLV algorithm (Clustering Around Latent
Variables) were used. As aresult of the conducted analysis, at first there were selected
48 statements and out of them were created six scales of features, which are compared

in table 1 below. Here is a detailed description of the received scales.

Table 1. Reliability of the scales created from the selected items of the questionnaires designed for the teachers

) Reliability (a-Cronbach)
Name of the scale Number of items
Cronbach’salphatest
Educational Pesssmism |7 0.677
Anti-group work 5 0.645
Educational Formalism | 14 0.796
Child Sdf - Initiative 6 0.623
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Active Participation 10 0.731

Creativity Development | 6 0.655

Educational Pessimism

This scale includes items that express the conviction about minimal intellectual abilities,
as well as skills of pupils from the first three grades of the primary school. Therefore, it
includes opinions about lack of cognitive independence of the students, the teachers did
not believe that school children could find some interesting solutions to a given task, as
well as statements that express reluctance of the teachers to allow the children to
undertake some less formal and more spontaneous educational activities.

Anti-group work

The scale includes statements according to which the respondents do not believe that
performing the task by all children together has any sense. There is a general conviction
that the linguistic or mathematical tasks carried out in a group have smaller educational
effect because this results in a situation when only the best student is active, while the
rest of the school children who cannot cooperate during the task, simply, waste their

time.

Educational Formalism

The content of the items included in this scale measures intensity of an attitude which
consists of not very reflexive and rigid teaching of simple schemes and rules
acquisition, which can be verified by means of simple tasks. A teacher who agrees with
the statements included in this scale thinks that the most important is to introduce a

formal knowledge regarding the language, as well as practice the algorithms of
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mathematical operations learned by children, while his or her preferred method of
conducting the classes requires from the pupils mostly great dose of discipline and

subordination.

I ndependence Promotion

The scale includes statements which accept the need to develop self-independence of
the pupils during the educational process. Therefore, it is possible to presume that a
teacher who agrees with the statements of this scale appreciates and reinforces the
children’s individual and spontaneous initiative, both in terms of solving the tasks and

willingness to share ideas with others.

Creativity Development

The statements included in this scale create a picture of a teacher who is willing to
conduct the classes in a creative and elastic way; a teacher who is ready to use various
‘“unusual’ solutions and believes that teaching should be closely related to everyday life,

as well as everyday experiences of the children.

2. Hierarchical Structure of the Scales

Some of the scales presented above, describing opinions of the teachers, proved to be
quite closely related with regard to content, and they are highly correlated with each
other:
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Table 2. Correlations between particular scales of the questionnaires designed for the teachers

. . . ) Active Creativity
Educationa | Anti-group Educational Child Sdf - o
o ) L Participati | Developme
| Pessimism | work Formalism Initiative
on nt
Educational 1.00 053" 0.25' -0.16 009 |-026
Pessimism
Anti-group work | 0.53" 1.00 0.27 -0.24 -0.16 -0.29"
Educational 0.25 0.27" 1.00 0.19" 0.09 -0.04
Formalism
Independence | 5 16 024" 0.19" 1.00 051" 0.36"
promotion
have 009 |-016 0.09 0.51" 100  |035
Participation
Creativity 026 | -029 -0.04 0.36" 0.35 1.00
Development

The asterisk ) signifies correlations which are important at the ¢=0.05 level.

In this situation, it was decided to create a hierarchical structure of the scales (see

picture 1.) by combining the most correlated scales:

0 From the Educational Pessimism and Anti-group work scales which characterise

negation of the children’s abilities, as well as approve only the traditional methods

of teaching, was created a new scale called Negative Attitude;

o Whereas, from the Child Sdf-Initiative, Active Participation and Creative

Development scales which present constructive approach to the educational process,
was created a scale called Positive Attitude.
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Picture 1. Hierarchical relations between the scales Creativity
that specify the opinions of the teachers Development

3. Relations between the results of the school children and opinions of the teachers

In order to examine educational viewpoints of the teachers in the year 2008, the surveys
included 65 statements regarding the following three issues:

e Educational pessimism

e Educational formalism

¢ Independence promotion
Most of the statements were taken from a tool used for research purposes in 2006.
However, this tool was subject to a significant revision.
The changes regarded mostly resigning from three categories, which appeared to have
dlight connection with the results obtained by school children. Educational viewpoint
categories, which were excluded, are: anti-group work, active participation and
creativity development. Moreover, wording of some statements was changed, and some

new were added to increase reliability and accuracy of the scale.
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Due to the changes, it was necessary to conduct new psychometric analysis of the
created tool. In statistical analyses, construction of indexes based on IRT ( item
response theory) was used.

Partial credit model of item response theory (IRT) was adjusted to the teachers

responses on questions regarding their viewpoints on three scales.

4. Correlations between the achievements of the school children and opinions of

theteachers

On the basis of teachers' answers given in the research carried out in 2008 on questions
regarding their educational opinions, the results were calculated in three scales: (1)
promoting independence, (2) educational formalism, and (3) educational pessimism.
Results of independent analyses showing correlation between each scale with school
children’s skill level, are presented in table 3.

For al language skills, educational pessimism turned out to have a dstatistically
significant negative effect on the school children’s results, whereas for mathematical
skills it was algorithmical skills scale. Independence promotion had a significant
positive effect for reading. However, it is worth emphasizing that for the remaining
three language scales, independence promotion had a positive effect on the level of
statistical validity (p-value between 0.05 and 0.1), and when applying alternative
hypothesis, we would also have achieved significant positive effect of promoting
independence for these scales. Among mathematical skills, independence promotion
had a significant effect only on the skill of solving text exercises. The effect of

educational formalism turned out to be close to zero and statistically insignificant.
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Table 3. Caculation of the influence of educational opinions on the school children’ s results. Statistically significant
effectsarein bold

Language skills

Reading Writing Grammar Spelling
effect | SE effect |SE effect | SE effect | SE

Independence promotion | 5 94g | 0,02 | 0.050 | 0.02 | 0.054 | 0.02 | 0.051 |0.029

Educational formalism — |002] - |002| - |0.03|-0.003/0.030
Educational pessimism - ]1002] - [0.02] - ]0.02]-0.084/0.029

M athematical skills

Textual maths
Algorithmical problems Resear ch problems

effect |SE effect SE effect SE

Independence promotion | 0013 | 0.029 | 0.052 | 0.026 | 0.011 | 0.025

Educational formalism 0.029 | 0.028 | -0.018 | 0.025 | -0.010 | 0.025

Educational pessimism —0.049| 0.029 | -0.083 | 0.025 | —0.070 | 0.025

During the survey, the teachers were asked to present their opinion according to the
following scale: , strongly agree” — , agree” — ,disagree” — ,strongly disagree’,
regarding statements describing factors, which can obstruct meeting educational aimsin
elementary education. Results of the analysis are presented in table 4. Encoding was
used, and the results presented in table 4 show the relation between the school
children’s results, and giving one of two positive answers on a given statement by the

teacher.
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Table 4. Calculation of the effect of agreeing with given statements in the question “What obstructions do you meet
when executing educational aimsin integrated teaching?’ on the school children’sresults. Statistically significant
effectsarein bold

L anguage skills

Reading Writing Grammar Spelling
effect | SE effect | SE effect | SE effect | SE

Lack of clear educative

aimstomeetinclasses1-3 | 0,184 0.091

0.110|0.030 | 0.114 0.114

0.022 0.194

Lack of good textbooks for

Inteoy st tesehing 0.031 | 0.064 | 0.113 | 0.075 | 0.153 | 0.077 | 0.099 | 0.078

Lack of easly accessble| = |49 0023 0,058

methodics counselling 0.044 0.027 | 0-060

0.061. 0.060

Lack of adequate support

from the headmaster 0.009| 0.094 | 0.079| 0.111 | 0.047| 0.116

0.203 0.115

Lack of experience

exchange between 1-3 class| 0.049 | 0.105| 0.017 | 0.125

: oon | 0.126
teachers 0.224

0.283 0.126

Lack of cooperation

between 1-3 and 4-6 class

- | 0.065 | 0.059 | 0.078 | 0.037 | 0.080
teachers 0.065

0.098 0.080

Lack of adequate

cooperation with parents 0.100 0.071

0.084 0.088 | 0.014 | 0.090

0.114 0.106

Lack of adequate number of

educational aids 0.063 0.049 | 0.018 | 0.058 0.012 0.060 0.040 0.060
B_ad c_Iassroom conditions, _ _ _ _

EL?%errézg work  with 0.039 0.058 0.006 0.069 0.028 0.071 0.040 0.071
Lack of discipline and _

behaviour issues in the| 0.092 | 0.075 0.0 0.090 | 0.027 | 0.092 | 0.126 | 0.093
classroom 017

Children are not willing to| _ _ _

learn and do not work 0.109 0.049 0.146 0.059 0.118 0.061 0.050 0.062

systematically

Lack of clarity regarding

integration in 18 des | 0,011 | 0-072 | 0.042 | 0.086 | 0.020| 0.088 | 0.018 | 0.088
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Mathematical skills

Textual maths | Research

Algorithmical | problems problems

effect |SE effect |SE effect |SE
Igla;c;I;e:fl_c:Igear educative aims to meet in 0.136 0.120 0;97 0.093 0_(;93 0.092
ooy 200¢ texibooks for Integraed| 0,043 | 0,071 | 0.054 | 0,066 | , 1| 0.067
amsdling e T 013 | 0057 | g1 | 0051 | 0y | 0051
et ouate spport from 1€ 0,052 | 0,105 | 0.061 | 0100 | 1yq| 0.096
;?:(I::sgtez(:ﬁgfnce ichenge pewen & 0.2_06 0.131 0.636 0.106 0.696 0.112
st T 118 | 0077 | g o | 0069 | 10y | 0067
t:rc;tsof adequate cooperation  with 0.187 0.081 0_;70 0.074 0_686 0.074
I;irz\j(;k of adequate number of educational 0_691 0.057 0_661 0.051 0.549 0.051
\l?v?t(:] Eﬁilfgrg% conditions, hindering work 0_(;99 0.069 0.525 0.062 0_(;26 0.060
Lack of disdpline and behaviour Ises| g 05g | 0,091 | 0.088 | 0.080 | 0.051 | 0.081
otwork ety | 0136 | 0958 | 0112 | 0052 | g 117 | 0052
;icl::s:;clarity regarding integration in 1- 0.554 0.089 0_(;27 0.075 0_(;80 0.076

A statement, which had a significant statistical effect for five of seven analyzed skills,
was “ Children are not willing to learn and do not work systematically”, which is
strongly related to the previously analysed pessimism scale. This rule does not apply to
only two language scales — grammar and spelling. A very interesting result is the only
statistically valid positive effect. For grammar scale for the statement “ Lack of good
textbooks for integrated teaching” — pupils of teachers who agree with this statement
get higher results in grammar than pupils of teachers, who do not agree with it. It is
worth mentioning that for writing scale, also for this statement we achieved a significant
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positive effect. However, it did not exceed a statistical validity threshold (p-value =
0.13).

Other negative statistically significant effects were visible when the teachers were
accepting “ Lack of clear educative aims to meet in classes 1-3" statement, and they
amounted to: 0.18 for reading and -0.30 for the skill of solving text exercises. For the
statement ,, Lack of experience exchange between 1-3 class teachers’, there was a
significant negative effect for spelling. For , Lack of adequate cooperation with
parents’ statement, significant negative effects for algorithmical skills and solving text
problems were observed.

5. Teacher’sopinions and educational practice

Teachers opinions regarding elementary education were compared to the results of
lessons observation, conducted by teachers in third grades of the primary school. 20
schools from big cities were chosen to participate in language and mathematical skills
study of third graders.

The analysis of results of the school children in skill study allowed for dividing schools
(classes) into two categories. schools, which got results over the average result of
schools from cities over 100,000 inhabitants, and schools below this average. During
the survey, the trained observers participated in a total number of 78 classes devoted to
developing language and mathematical skills of pupils, lasting 3521 hours total. The
observation took place from 15 May to 10 June 2008.

Belief in children?

All teachers working in 20 classes in the schools selected for survey purposes, hold a
Master's degree. All these persons had long job seniority and a significant professional
output. The mean age was about 45 years. It has to be stated that it is a very well trained
group of teachers, with vast professional experience.

On the basis of opinions formulated during the survey, each of the teachers was
described according to three scales: educational formalism, educational pessimism and

independence promotion. Educational formalism measures intensity of an attitude,
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which is characterized by placing emphasis on the teaching process based on
mechanical teaching of simple schemes and rules, which can be easily learned and
verified. Educational pessimism shows level of belief in small intellectual abilities and
knowledge of school children, whereas independence promotion is connected with a
level of acceptance of a belief that in teaching process individua actions of pupils
should be emphasi zed.

It is worth paying attention to intensification of educational pessimism among teachers
working in schools, which obtain results below average — as much as nine (of ten)
teachers get below average result, whereas some of them have a very strong conviction
that children are characterized with low abilities.

Similar situation concerns formalism, although its scale is a little bit smaller. Seven
teachers often are characterized with high level of formalism and educational
pessi mism.

On the other hand, teachers from these schools obtain results below average for
promoting independency scale.

Belief in a statement that if the teacher did not explain something, then children do
not know it, is shown in practice quite commonly, in all of the observed schools:

Bartek! What do you say?

How did you get it if it has not been introduced during a lesson yet? (*/,fraction)
| did not teach you how to multiply by 12. How do you know how to do it?

In order to do something, you have to wait for my instructions.

And you have to appropriately arrange the map. | will judge it, not you.

Open the notebooks. Don’t do anything. | will tell you and explain everything.
We have to glue the map to an empty sheet. | will show and say how.

It is one of the most typical characteristics of the observed classes. It is followed by
other qualities — domineering and talkative teacher, children not intellectually active,
repetitive schemes supplied by a teacher, and pupils not really interested in the lesson.

Asaresult, the start of education does not look very optimistic.

Creativity of school children?
In as much as 13 schools, lessons were lacking a part, in which pupils could be creative.

Signs of children’s creativity could be observed during 8 classes, on the remaining 70

actions of children were imitative.
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In effect, children were creative during 3.0% of classes as an average, that is dightly
over one minute during a typical lesson. Again, they had more chances to be creative
during lessons concerning language education, mainly as far as schools from the upper
half are concerned.
They could:

» write proverbs about friendship;
design machines, for example to create clouds, and write manuals;
write poems;
design and make postersinviting to visit Warsaw;

forecast and paint what Poland would look like in 50 years time;

YV V. V VYV V

show in drama scenes what they would like to bewitch for themselves and others
if they had such a possibility;

» design book cover.
During classes devel oping mathematical skills, only once children had a chance to show
creative initiative — they were formulating various questions matching the wording of an
exercise. It gives an average of 3 seconds of mathematical creativity per 45 minutes of a
lesson.
Several times during the classes there were situations, which — probably - according to
the teachers or authors of the textbooks, were supposed to give children a chance to act
creatively. However, they did not fulfil their function because of excessive engagement
of ateacher. Here are some examples:

We have there (in a textbook) a picture story. There are 6 pictures. And in a moment we
will say what we see in these pictures. Have we got the books open?

What we see in the first, second, third, fourth, fifth and sixth picture? Let’s start from the
first one.

Good. In the second?

Excuse me for a moment. (to a pupil, who describes the picture)

Is everybody looking at the picture?

(the pupil continues)

Grzegorz described the pictures very well. | will distribute sheets of paper, on which you
have sentences with a mixed sequence of the story’ s events. You will do it very quickly, glue
it to the notebook, but right now don’t glue anything, we will check sequence of events.
What isthefirst event?

Maybe let’ s start with reading out all the events?

Pupil: Thefirst one...

Oh, you arereading it in a correct sentence. Good. Do all of us have number one marked?
Second one, maybe somebody else. (pupils read successive events) ...

On the basis of the sequence of events we will tell the picture story. It will be quite easy
exercise for you. (a pupil tells a story)

Speak up a little bit, please.
Very well, who also wants to tell this story? Wojtek. (the pupil tellsit)
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(Children prepare a journal. The teacher collects materials prepared by them.)
I, guessing your suggestions, have prepared a colourful string and | will try to put

everything in one piece.

| have already prepared the journal, we can show it to our mums at the meeting.

Children asking questions?

Pupils in the observed classes were very strongly “controlled” — their actions were
mostly a reaction to the teachers actions. It is reflected in a form and frequency of
spontaneous questions asked by school children (table 6). Spontaneous — that is

formulated from the children'sinitiative.

Table 6: Number and frequency of spontaneous questions asked by the pupils during observed classes. Numbers
characterising frequency inform how often a given type of questions was asked

) Mathematical
Classestotal L anguage education )
education
() (0] (D)
£ £ £
B ks) ks]
4 o — [} — [e]
sk S8 |k 8 |2 &8 £ 8
2l 22| 2l Hu2| 2 ls 5 52
, 2 |z ge2| 2 |z g e2| 2 |z £ g8
ggg;ggaggggbwved dasses, | 3 B S SR 8 8 558|388 5 5B
o Number | 407 |207 | 200 |221 |119 |102 |186 | 88 | 98
organi zation
al questions
;req“enc 87 |86 |87 |93 |90 |97 |79 [82 | 76
questionsfor | Number 28 |14 |14 |13 |7 |6 |15 | 7 8
explanation,
justification Frequenc 127. |123. |157. |152. | 164.
v 1258 |7 |79 |9 |74 |3 |97:9 |1027 | 936
other Number 8 |48 |38 |55 |31 |24 |31 |17 | 14
substgntial
questions Ereq”e”‘: 40.9 |37.2 |457 |37.3 |34.4 | 411 |47.4 | 423 | 535
Sy (2singtime (N} 3571 11786 |1735 2053 |1067 | 986 1468 | 719 | 749
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As it can be seen, children ask organizational questions most often — their frequency is
very similar, despite type of school and classes. During a typical lesson lasting forty-
five minutes, about 5 such questions are asked.

Other questions seem to illustrate a level of children's helplessness and teachers

dominance levdl:

Do we glueit at the beginning of the textbook? Can we glue it now?
Are wefirst solving it and then gluing, or first gluing and then solving?
Are we writing?

When we write these sentences, do we start from the new line?

Isit a new sentence?

Can | colour it with markers?

Miss, do | haveto writeit here?

Can | mark it this way?

Miss, can | do calculations on this sheet of paper?

And can we sign it?

Miss, where do we sign it?

Will we need a pencil?

Do | have to write in pencil?

What do | have to write here?

Miss, and here the result?

Do we write here or not?

Here minus sign?

Can | use a marker?

A large group of questions is connected with a willingness to grab attention and
additionally it shows boredom of the pupils:

If I finished writing, can | go out?

And what to do if somebody finished rewriting?
Can | start the second page?

Can we read the exercise?

Can we start doing calculations? (“ No” — says the teacher)
Can we do the next one?

Do we have to do number four as well?

Can we do number four?

Can | draw something?

Can we start writing?

Can we do it alone? (the teacher does not react)
And if somebody finished?

Miss, can | draw a mushroom?

Miss, what to do if | finished number five?

And what do we have to do now?

Rarely school children asked substantial questions, that is connected directly with a
topic of the lesson.

Clarification or justification questions were rare — during the whole research process
there were only 28 of them. Small number of these questions appeared despite school

types — they were appearing one time per 126 minutes of the classes. And only some
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teachers were trying to give a comprehensive answer. In 59 of 78 observed lessons,
none of such questions were asked. At the end it is worth emphasizing the fact that on
37 of 78 observed classes, that is on the half of them!, school children were asking only
organizational questions.
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THE TEACHER’'SDUAL AWARENESS- ABOUT BEING "MET” OR ABOUT
MEETING “THAT SOMETHING”

HELLE BJERRESGAARD
University College South, Denmark

ABSTRACT

The pupils' quotations in this article come from the survey, 2004: “ Signalement af den gode og
effective underviser — eleverne har ordet” (“ Description of the skilled and efficient teacher — the
pupils have the floor” ) involving pupils from lower and upper secondary school.

Although pupils know that they go to school to learn something, their starting point is
“themselves’: “1I'm OK” or “1"m good enough”. The teacher’s starting point is her intention of
teaching. Creating an effective learning environment the teacher need to be attentive to the
intentions of the pupils, especially when thereis a lack of merging.

In Denmark teachers have atriple focus in teaching: the pupils academic standard, their
socialization and their democratic upbringing, with the general objective of
strengthening the capability of the individual pupil, to live her life in a society of high
complexity.

To teach is so to say “Someone who wants to make a difference with somebody else”
and asking the question what it is you want to do, leads on to the question how to do
this. Traditionally the answers from teachers become arange of pedagogical-methodical
principles, where | believe that they tend to play down the most crucial one: The

observation of her own interaction with her pupils.

Recognition must be followed up by structure

As the leader of the class the teacher is responsible for the quality of relations. | mean
that she is responsible for inviting the pupil to the kind of cooperation which is
characterized by mutual respect and recognition. The latter concept is often referred to
at present and yet there is much doubt about its substance. “Is everything supposed to be
equally well?’, “Are you not allowed to criticize at all?”

| see the appreciative idea of pedagogy as an ongoing process.

As a starting point teacher and pupil recognize that “the other” has aright to experience
things the way she does. The appreciative approach therefore becomes away of meeting
other people, which requires that you basically are willing to distinguish between the

116



experiences, and the acts of the participants. The idea is that acts may be criticized and
affected in adesirable direction, without depriving the person her self-esteem.

The teacher should not have to worry about whether or not democracy in her class,
suffers from the fact that she is the main decision maker during a school day. The
pupils comprehension of the teacher is that she controls the class, and provides the
subject with its substance.

The teacher more or less becomes the embodiment of her subject — for better or worse.
The teacher’s involvement, her will power and capability of teaching her subject is
being revealed by the pupils the instant she enters the classroom.

As Peter, told me two weeks after his start at upper secondary school:

Well | had a really good English teacher at lower secondary and | intended to choose
English as my major subject. Then | met the English teacher ...and now | have chosen
chemistry!

Not that the pupils are demanding much:
There is no such thing as a specia recipe for how to act as a good teacher. It depends - but
as long as you try to be mostly positive and take an interest in the subject you teach, then |
suppose that’sit. It sliking your job, that makes the difference, says Anne.

The teacher may solve her pedagogical paradox — to be in charge and control the events
without destroying the pupils' initiative and commitment — by viewing herself as part of
the tuition and therefore also open to assessment. Self assessment on the basis of pupils
feedback, may supply the teacher with the kind of information which is out of reach
through her academic standard, namely an answer to the question: How do pupils see
teachers facilitate their teaching?

The teacher-pupil cooperation represents a complementary reciprocity — a kind of
appreciative dialectics — including both a general presence of the teacher and an interest
in the individual pupil.

... if only the teacher is considerate and tries to appear positive, it isasif it helps, | think.
In such situations you feel much more like taking part, than if they just sit there looking as
if they would rather be at home, Mette says.

My Civics teacher, when you talk to him, you can see that he is able to — well, usually a
teacher has one way of teaching. But this teacher has a way for each individual, in which
he gives information and instructions. He can see through people which is really good. It
realy isasif he knows me —well, knows me the school way, yesthat’sit , says Robert

The asymmetric distribution of roleslay down the framework for the encounter between
teacher and pupils, and they accept, or better, need the teacher as their learning leader.
But the learning is situated in strong relations founded in respect.
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| learn alot from my English teacher. But | don’t know if it has to do with her being young
and having lived for some time in England, and that | learn English very easily. So we are
good at cooperating — teacher — pupil —in the sense that we have different strong sides, and
therefore compliment each other. We get along very well in the longs run, let me say it like
this that you cooperate with the teacher, Anton tells.

Theteachersdual awar eness

The same instant the teacher meets the pupil, the pupil meets the subject. The learning
process of the pupils will then be kick-started by the teacher’s introduction which is
expected to be clear and committed.

Good teachers have a considerable interest in what they
do... and they really involve themselves with their task, says Robert.

A good teacher knows how to explain things in many different ways, in case you don’t
understand ... there really are teachers who, you know when you don’t quite understand
what they say, they just use the same explanation al over again. And perhaps they just talk
louder... and you know that doesn’t really work at all, Mette tells.

Teachers who enter the class room, sit down by their desk saying: You may start with this
and that... and then just keep seated and let us do the work, ehh... | mean, they do not
teach their subject well. A good teacher is someone who not only knows the rules of a
language or of mathematics... but who also come to your desk to help you if you need it
and who helps everybody, Anton and many others need awareness.
The dual awareness is about identifying the teacher with her material and about being
able to stage it, so that it will be available to the pupils as an appropriate disturbance.
Several studies show that the teacher’s conduct — especially during the first 5 to 10
minutes of a lesson — is crucia to the peace to work in the class room. The Danish
psychologist Jan Tgnnesvang describesit like this:
“Teachers must together and individually strive to develop a personally rooted working
style and teaching style...(...)meaning that the teacher as a person must be placed in the
centre of her professonal competence. The term teaching style referred to by
Tannesvang is what the pupils call the teacher’s charisma:

When they say something you are interested in or if you just like the way they are
extremely well, their entire charisma, it makes a big difference. If they act aive and vivid
or like someone who redlly isinvolved in what they say, then you are much more likely to
listen to them. Or those who know a lot about their field of work, and know how to use
examplesin their conversations, Mette says.

No teacher has yet managed to get me hooked on German, and well ... that isfor one thing

because | am not interested in the subject ... and on the other hand | don’'t know if | had
taken much interest in mathematics, if 1 hadn’'t had such great teachers. But it is good to
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have a great teacher from the very beginning... so that you are absorbed in the subject
straight away , Peter has experienced.

The teacher s per sonality

Peter tells us about his meeting with "the it” that catches his attention. He can not find
the right words to explain that it is the teacher’s personality which catches him. Robert
explain it in the presence of the teacher: ...looks directly into my eyes and is seriously
committed, as he says.

Studies also show examples of the opposite effect, that pupils find the teacher’s
personality an obstacle to their learning.

If ateacher enters the class room in a grumpy mood, she has one of those days, then her
classreactslike ... well like nothing matters— I mean, fuck that, L ene describes.

You may say that the teacher uses her personality as a working tool, and it is vital to
stress that it is her professional personality that is on duty. This emphasis contains a
break with the former opinion of the conflict between being professional, and being
personal or private. | believe that this separation is false, and that the separation should
be between privacy and professionalism. This facilitates the comprehension of the
positions on which the participants involved in the actual teaching is acting. The pupil is
a pupil and not a child, friend or consumer of school and the teacher is the pupil’s
professional adult, not a friend or mother. The proportion of conscious on subconscious
communication is 1:9; this is an important reason why the teacher must reflect on her
own actions and communication: If | want to be able to ....; then | must work
with....Which means that she must correct her performance in those cases, where the
private person “takes over” from the professional teacher in an undesirable way.

The reflection might be done as a feedforward- feedback
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That is why | mu.st So I would like the
1. stop being/doing... pupils to think about

a

2. develop being/doing.. me as their teacher:
3. go on being/doing... -

1. >
2. >
3. i m—

Theteacher isan eye opener

The teacher knows what the pupils do not know — and she knows what they are
expected to know. Topics and issues that the pupils would never choose of their own
free will, either because they don’t want to deal with them or because they do not know
them.

This is the starting point of teaching and the teacher makes it clear which aspects are
compulsory, and therefore must be done and which are negotiable. If you wish to
generate a positive and efficient learning environment, it necessarily must extend
beyond the present self-understanding of the individual pupil. The teacher’s choice of
content and working method link together the pupils in a working community, where it
is not her task to verify the pupilsin their own everyday culture, but — on the contrary —
to offer them experiences which provoke and annoy them in a way that move their
development. It goes for the academic as well as the personal development, and it takes
place at theindividual aswell asthe collective level

By the presentation of new material the teacher may risk to hit a wall of dissociation
from the pupils. “For tomorrow you must continue your work with the paper about
Hans Christian Andersen’s poem “The Story of a Mother”, says the teacher.

The answer from a pupil marks his intention, or better, his no-intention:

"] don’t mean to criticize you, but | don’t feel like working with his poem. He does not
ring abell at all with me.”

As an experienced teacher | know that pupils do not become more enthusiastic about
Hans Christian Andersen, when told that it is their own responsibility to be so. The

external command ought to be replaced by an inner motivation, creating in them a
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purpose to learn about matters, which do not seem meaningful to them at first glance.
Their ability to do this depends on the quality of the teacher-pupil relationship, and may
be observed during this very special and in a way sensitive moment, where the teacher
succeeds or does not succeed in making the pupils interested in the topic.

The ability of creating a feeling in the pupils that this matter mean something to each
and every one of them”all 25", gives the communication a social validity, which make
them dare to lose themselves on their way towards new learning.

She must listen to what it is| try to tell her and look at it from my point of view ... and try
to say, well, how isit hereally thinks and: Ok —then he calls for me to act like this. Simon

Theteacher isarole model

The teacher’s values make the basis of the choice she makes, and the professional
personality (red) is the basis of how she interprets her task, how she considers her

didactics and how she actsin her role.

Qualifications Competences
The crafts man The eye opener/
knows the role model acts

TASK RELATIONS

Professionel personality

Pupils do not know the Act of the Danish Public school, or the teacher’s didactic
reflections on her teacher roles, in relation to the task and the pedagogic intention. The
pupils observe ateacher personality in her acts and they want to meet her in the learning
process:

A teacher must be able to make comments, bring forward her views, but still be open and
accepting to the pupils views. It must not be a one-way thing, because it ssmply will not
work. It hasto be two-ways, as al learning is two-ways to me, Lene says.
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Besides from what the teacher learns during her teacher training the pupils expect to
meet a person they can relate to. Anton pinpointed the teacher’s chalenge in this
conversation: When do you as a pupil have respect for ateacher?

If the teacher dares to be himself and does not ... well, eh sometimes you have the feeling
that some teachers change themselves, you know in front of the class... in order to be ...
well, yes to be a good teacher, yes exactly. But they really just lose marks that way. They
just must be themselves and you can easily sense when they are.

How can you sense that ateacher is herself?
It is...eeh, really not possible to explain, it is something you can just tell, whether or not
shelikesto be inside the person sheis [pause]...plays.

Why do you say “plays’?

WEell because he has arole, hasn't he, heis not born ateacher is he?
The teacher’s way of relating to her profession shows the pupils an approach — a way to
act — to what school is about: working, learning and growing. The teacher’'s
professional behavior becomes normative and also educative, the teacher is exemplary. |
stress this because the teacher relates to the pupils through the subject. That is where
they mest, it is through that the working relationship takes shape. Without the subject
there would be no relation.
As | aready have described the teacher’s professionalism is not only a question of
academically related qualifications, but to a similar extend a question of the ability to
show commitment, pleasure in one's academic field, and ability to focus on on€e’s part
in the various phases of the pupils learning processes:. “look at me as the person | am” —
the teacher’s part is an empathic, perhaps a redlity rectifying counter-strategy, which
acknowledges the pupil’s experiences and need of self-esteem.
“Show me who | may become” — the teacher must give directions as to how the pupil
navigates between his polarity: You are here now, and | know that you must end up
over there.
“Let me be like you” — the teacher’s part is to be a role model, not a seducer. The pupil
mirrors himself in the teacher as a self-object, and the teacher’s task is to move the
pupil’s *appetite” away from himself to the material and his own learning.
“Challenge me without suppressing me” — the teacher’s part is to be a good otherness,
to offer appropriate intrusions. If the pupils participation in class activities are interfered
by the fear of sanctions, they will stop their work immediately after the teacher turns

their back to them.
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The teacher’s academic and personal competences are tangled up to form an overall
image. Some debaters in the current pedagogic debate claim that phenomena like joy of
life, vigor, involvement, humor are irrelevant to the implementation of the profession.
My conclusions of my suvey from 2004 tell me they are wrong. | triangulated my
results with the only similar Danish survey, “Unge i Skolen"(Youngsters at school)
from 1974.

The evident merging of the answers through time and place was not excpected. In spite
of different school laws, teaching culture and pedagogical-methodical principles pupils
over a number of 30 years had the same experiences how teachers facilitate their
teaching. The keyword are those mentioned above, added with strong competences of

communication and good academic skills.

A Danish survey from 2003 “ Den autentiske lager” ( The authentic teacher) pursued
the aim of good teaching, expressed by well-reputed teachers. My comparative analysis
shows that both pupils and teachers imply the same number of universally human values
as precondition of good teaching, - except for one crucia difference: Teachers are not
aware of the intense focus on their communication, and | see this as a treat for future
pedagogical development.

A teacher’s teaching competence is a result of her own general education, her values,
training and ability to communicate. The chalenge for all teachers is to act as eye-
openers and role-models, using their own attitude as the driving force.

There are no guarantees that she succeed in building up a learning environment -
interesting, varied and full of confidence as the pupils are asking for.

But it isworth working on it. As the leader of the class the teacher is responsible for the
quality of relations. As anywhere else relations are like a mirror. We are reflected by

each other and our identity is formed by stories told about us by other people.
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IT"SGOOD TO TALK —THE BENEFITSOF PEER LEARNING IN
DEVELOPING PROFESSIONAL PRACTICE

P. EATON, A. CURRY, K. GIBSON, M. IEVERS, J. NELSON, N. PURDY
Stranmillis University College, Belfast, Ireland

ABSTRACT

Sudent placement and practice in schools form the backbone of any Bachelor of Education degree
and are the cornerstone around which professional practice develops. The main innovative
feature of this venture is the incorporation of peer assessment, support and team working into the
practice. This hasthe added advantage of allowing students to develop their assessment skills and
their ability to give constructive feedback which are crucial aspects of dealing with pupils in
schools. In this way this project is innovative in developing students as critical thinkers,
synthesising research and practice and preparing them for the assessment aspect of teaching.

Key words: placement, professional practice, peer learning

I ntroduction

Student placement and practice in schools form the backbone of any Bachelor of
Education degree and are the cornerstone around which professional practice develops.
Many models have been developed in order to ensure that students gain from their time
spent on placement and the model dominant in many universities in the UK is one
where the student works individually in the classroom, although with the support of the
classroom teacher/mentor and a university tutor. However this traditional model of a
lone student teacher, instructed by an experienced professiona in the school or
university, isincreasingly at odds with the model of teaching and learning taking place
in schools and even in Higher Education. Following the constructivist approach with its
image of learning as communal, collaborative and given over to the construction of
meanings rather than receiving them (Bruner, 1996) there has been a move from a focus
on the transfer of a body of knowledge to a more dynamic view of the classroom, with
teachers being facilitators of learners knowledge construction. This shift, which also
recognizes the importance of discourse in the promotion of learning (Vygotsky, 1987) is
discernible in literature on teacher development For example, Hargreaves (1994)
advocates the establishment of professional learning communities and collaborative
situations in teacher development. It is therefore appropriate to ask how a constructivist

approach might impact upon the traditional model of school based work in teacher
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education. What are the consequences when the tutor is no longer seen as primary
‘expert’ but one facilitator among many in alearning community?

Peer learning has been one manifestation of this change and has appeared in various
forms in several professiona disciplines (Boud, 2001). Peer learning can take many
forms in teacher education but it is its role in the classroom-based element that is
addressed here. There is a strong body of recent research evidence asserting the value of
student teachers learning from each other on placement (Bullough et al, 2002; Bullough
et a, 2003; Sorenson, 2004) and paired placement, that is two students being placed in
the same school, has emerged as a means of engendering this. However there are many
models in existence even in paired placement studies. Smith (2004) advocates a very
formal approach with one student taking on the role of lead trainee and the other the role
of back-up trainee. Here the emphasis was not on giving feedback to each other but on
the benefits to be gained from observation. Other studies such as Parsons and
Stephenson (2005) argue that it is the opportunity for discussion and professional
dialogue around a shared classroom experience that is central with students encouraged
to have a structured interaction through scripted discussion guides. Nokes et al, (2008)
were much more fluid and did not attempt to control in any strong sense what the paired
teachers did alowing pairs to develop organically the level and extent of collaboration
they desired. Le Cornu (2005) emphasises the mentoring aspect of working in pairs on
school placement and describes how students were expected to provide professional
support for each other with the am of enabling them to fully engage in professional
learning communities of the future.

The model presented here shares some characteristics with previous studies in that it
encourages peer observation of lessons followed by professional dialogue but differsin
the emphasis placed on shared planning.

The project required arranging School-Based Work (SBW) placements for students who
were in the first year of a four-year Bachelor of Education (Post-Primary) degree at
Stranmillis University College, Belfast. In previous years, a single first-year student
would have been assigned to a particular school for SBW, but for their 4-week
placement in March and April of 2009, fifty-two first-year students were distributed in
groups of between two and six to fourteen different schools. In addition, the students
were paired by their main subject of study: Technology and Design, Religious Studies,
Business Studies, or Mathematics and Science.

125



They were required to plan al their main subject lessons together and each would
deliver some of the lessons. The structure of the model had been discussed fully with
the school teacher tutors who would be working with the students during their
placement and the university tutors who would be supporting and evaluating the
students. Agreement was reached before the placement that team teaching was too
ambitious at this stage of the programme athough could perhaps be revisited in later
years. Students were therefore encouraged, within the constraints of timetable, each to
take full responsibility for teaching a particular class, with the other student helping to
prepare the lessons, observing this class being taught on at least 2 occasions during the
week and engaging in professional post-lesson dialogue that would be incorporated into
the review of the lesson undertaken by the student teaching. The students were given
little guidance on effective joint planning as this was an area that it was felt could be
allowed to reflect the relationship between the students and develop as the placement
progressed. To prepare them for being effective observers they had the opportunity
before placement to partake in micro-teaching, i.e. to prepare and deliver a mini-lesson
to a group of their peers and a tutor. This gave them the opportunity to practise peer
observation and the experience of receiving feedback from their peers and tutors.

In order to give some structure to the peer observation element a structured framework
was devel oped by the team. Students made comments on four areas:

e personal presentation

eg.: presents a professional appearance

speaks clearly, expressively, at an appropriate pace and volume
moves easily around the room

speaks in appropriate language

e oOrganisation and structure

eg.. the lesson purpose, structure and context are clearly outlined
thereis provision for appropriate assessment of learning intentions
teaching aids/resources are prepared

key points & conclusions are summarized at the end

e classroom management

eg.: questions are challenging and motivating

the needs of the range of students are accommodated

suitable variation of activity to encourage student engagement
activities are effectively timed

e subject knowledge

€g.: clear explanations are given
material used isfactually accurate
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The same format was then employed during peer observation in schools. For each area
students were required to indicate only whether or not this had been observed during the
lesson, not to comment necessarily on the quality of what had been observed. It had
been agreed by all involved at an early stage that this was not to be seen as an
assessment exercise of one student by another as this entirely undermines the nature of
professional learning partnerships and while space was given for comment students
were encouraged to be supportive rather than critical thus emphasising personal and
professional support for each other. These peer feedback sheets were kept by both
students, the observer and the observed, and formed the basis for at least some of their
daily reflections. Students are encouraged from the very beginning of their placements
to become reflective practitioners as the profession as a whole moves in this direction
(see for instance GTCNI, 2007) and are thus required to evaluate their own teaching on
a daily basis. It was anticipated that the peer observation process would facilitate a
deeper and more meaningful reflection helping students to identify areas for
improvement.

The peer planning, evaluation and observation were to operate only for the students
main subjects. Each student was to teach for approximately five hours a week; this
included teaching of the student’s main subject, subsidiary subject, and the subject of
Learning for Life and Work, (CCEA, 2009). Groups of pairs were placed in the same
school so that up to 8 students would be in one school. This allowed the visiting
university tutor to be able to spend a full day at atime in each Year 1 partner school,
providing support for the students and the school tutors who would be working with
them. A number of suitable host schools were identified and preparation days held for
teacher tutors, university tutors and students.

The logistical implications of this were significant for the schools and timetabling was
the first immediate challenge — should two Religious Studies students, for instance,
have a year 8 class each, or should they share the same year 8 class, taking the lead in
alternate lessons, or aternate weeks? — and then there were issues of accommodating a
large number of students and providing for them afacility in which they could plan and
evaluate together, bearing in mind that their time in school might be their only
opportunity to do this; for the tutors, it was an experiment to see what new challenges

and opportunities would arise when spending the best part of a day in the schools with
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the larger numbers of students — would they actually get more time with the students

and devel op a better relationship with the school, for instance?

M ethodology

The model was evaluated using questionnaires and focus groups. First, a brief
attitudinal questionnaire was distributed to the participating students. Items included a
number of five-point rating scales where students were asked to gauge their attitudes to
the main aspects of the assessment. The questionnaire also included open ended
guestions where students were able to express their opinions in more detail. The
response rate was just under 50%. In addition a separate Focus Group meeting was held
for al six of the students from one of the schools to explore further some of the issues
raised by the questionnaires.

Focus Group feedback opportunities were also arranged for the teacher-tutors from the
participating schools along with the visiting college tutors. The intention of the Focus
Groups was to facilitate discussion of the range of issues that had been encountered and

encourage consideration of all the relevant perspectives.

Results

Preparation for School placement. In the questionnaire the participating students were
first asked to rate the overall effectiveness of the preparation for their second semester
school placement, much of which had been delivered in three full days in November.
Based on a five-point scale (where 1 = not effective at all and 5 = very effective) the
mean student score was 3.8 (Std Dev. 0.707) with 64% of students giving a score of 4 or
5. Many of the students expressed their appreciation of the preparation, as in the
following example:

Preparation was extremely valuable for me and helpful in preparing for SBW [School
Based Work] — it gave me more confidence for starting to teach. (female Religious Studies
student)

A large number of the students made a wide range of additional comments, some
requesting more detail on lesson planning and evaluations, others seeking earlier

guidance on the completion of the Formative Profile or a move to a more spacious
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room. One student noted that she felt ‘quite overwhelmed” with the amount of
information imparted in such a short period of time and suggested that the sessions be
more evenly distributed throughout the year before the placement itself, rather than
being concentrated in such a short period of time.

As school placements are in effect a working partnership between schools, students and
the university it is very important to give due consideration to the views of the teachers
and teacher-tutors with regard to preparation for school placement, as expressed in the
focus group interviews. In genera the partner schools expressed much satisfaction with
the arrangement in place; communication between the schools and the university
college was considered to be effective and efficient. In addition teacher-tutors met with
university tutors in advance of the placements to prepare for the placements and to pre-
empt any potential difficulties; such a planning and preparation meeting was considered
to be both valuable and important, as the following comment by a teacher-tutor clearly
shows..

[Preparation for school placement was| Very good, both staff and student [were] well
informed of arrangements and what was expected during school based work (Teacher-
tutor).

Micro-teaching

As detailed above, students took part in a micro-teaching activity (informally assessed
by their peers and a tutor) shortly before the beginning of their school placement in the
second semester. In the evaluation students were asked to rate the effectiveness of this
exercise on afive point scale (where 1 = not effective at al and 5 = very effective) and
the results were again positive: the mean score was 4.38 (Std Dev. 0.571) with no
students awarding a score of less than 3. A large majority of the students (96%) found
the activity to be either ‘effective’ (4) or very effective’ (5), as one student explains:

| thought this was a brilliant experience. It gave me confidence to stand up in front of a
class. It was helpful to get feedback on my lesson so | would know what to improve for
SBW. (female Religious Studies student)

Further analysis reveals that ailmost half of the students commented that they would like
to see more micro-teaching exercises, and that these should take place earlier in the year
or indeed throughout the year, allowing time for reflection and development based on
the feedback. One student also noted that the micro-teaching experience helped

alleviate fears concerning the College tutors:
129



Micro-teaching was an excellent idea to hear feedback on teaching but it should perhaps
have been done earlier in the year to alow more time for improvement and perhaps
repeated closer to the time to see if we have improved. (female Religious Studies student)

...it was also good to see how the tutor observed you and that they weren’'t scary. (female
Religious Studies student)

A similar view of this dynamic between student and teacher was confirmed by a teacher
who commented:
The core value of this exercise was to build a relationship with the students who | would be
supervising and to help them understand that my voice was only one of many that they
could learn from. Hopefully they could understand that they were now part of a critical
learning community where their peers' comments could be as useful a bridge to learning as
anything atutor might say.

Peer Observation

Students were asked to rate the effectiveness of the paired approach with regard to peer
observation in schools, once again using a scale of 1 to 5 (where 1 = not effective at all
and 5 = very effective). On this occasion the mean score was 4.04 (Std Dev. 1.113)
with arange from 1 (two students rated the peer observation as ‘not effective at al’) to
5 (88% of students awarded a score of 4 or 5).

The majority of students commented further that they appreciated the opportunity to
receive critical feedback from a peer, offering insights that they themselves would not
have been able to gain while teaching. Several students also added that the regularity of
the observation was a clear benefit over the less frequent College tutor visits, allowing
more opportunity to assess their own development over the four week placement. Some
students in the more practical subject areas (e.g. Technology & Design) mentioned that
the presence of another adult in the classroom/workshop could aso be very useful.

| enjoyed the peer observation as | thought it was useful to see what other people thought.
Also they could suggest what to improve. It was aimost like filming yourself without the
camcorder!! (male Religious Studies student).

Good for positives and things to work on. Also a tutor only sees you once but another
person can see you and watch you develop and gain confidence. (female Religious Studies
student).

This worked well, having help when needed, especialy in practical class. (male
Technology & Design student).

Interestingly, only three of the students mentioned the benefits gained through their own
observation of another student teaching. These three students al noted that their
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observation would give them further ideas on effective teaching methodologies if they
ever had to teach that particular lesson themselves.

Negative comments regarding the peer observation were rare. Of the three students who
rated the exercise as ineffective (scores of 1 or 2), one student claimed not to have taken
part in the activity at all, another objected to the nature of the peer observation form
which he described as a ‘tick exercise’, while the third appears to have had little support
from their somewhat distracted and distracting peer:

Peer observation did not work as well as | would have liked as my peer was more of a
distraction to the pupils in the classroom and rarely gave verbal or positive feedback. He
aso did not always turn up to observe my classes and pupils saw how my peer was
distracted in classes, using his phone and placing (?) his head on the desk. (female
Religious Studies student).

Class teachers were quick to recognise the potential benefits that emanated for the
student teachers from peer observation. Many of the teachers noted that peer
observation provided the student teacher with an opportunity to see another student
teacher deliver a lesson and to see how they interacted with the pupils in their classes.
Peer observation provided welcome opportunities for the student teachers to observe
each other; the students could see one another’s strengths and, equally importantly,
identify areas where further devel opment could be achieved. One teacher reported how
the value in the whole process lay in the opportunity that students had to ‘highlight
positives and ways to improve'. Another teacher noted that the students were ‘very
honest with each other — perhaps more honest than we could be’, and suggested that
students found it easier to accept criticism from their peers than from teachers or
university tutors. From focus group discussions it was clear that a mgjority of the
teachers were of the opinion that the process of peer observation was very valuable, and

indeed central, to students’ development as classroom practitioners.

Joint Planning

The responses of students regarding the joint planning aspect of the project were
however often less than positive. Once again students were first asked to rate the
effectiveness of the joint planning approach using a scale of 1-5 (where 1 = not effective
at all and 5 = very effective). The mean score on this occasion was 3.48 (Std Dev.=

1.12) with awide range of scoresfrom aslow as2to 5. Indeed over two fifths (44%) of
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the respondents gave the joint planning activity a score of either 2 or 3 in terms of its

effectiveness (see Figure 1 below)

Q. How effective was the paired approach with respect to joint planning?

35

30

3456
269
25
19.2
20
13.4 m Percentage of students
15
10
5
=
1 2 3 4 5

Figure 1

On analysing the comments it is clear that the joint planning was successful for more
than half of the participating students. One Science student mentioned the practical
benefits of joint planning in her subject as ‘there is a lot to get organised’. Another
elaborated further, claiming not only that the joint planning approach was ‘extremely
valuable' but also that it ‘made SBW alot more enjoyable and less intimidating’ .

It is clear however that a number of serious concerns emerge in another 40% of
students' responses. first, many students remarked on the sheer impracticality of joint
planning. The following comments are typical in this regard:

It was hard to find time to plan together as we had different lessons and classes, and it
should just be a time to gather information and ideas instead of planning lessons together.
That needs to be by yourself. (female Business Studies student).

| did not plan alesson with my pair as she did not live in halls and she |eft straight after she
had finished classes (male Technology & Design student).

Second, some students mentioned the incompatibility of approach between partners and
noted how this could make it difficult to come to a consensus in the planning
discusson. There is the suggestion in the first example below that the more

conscientious student may have resented being paired with someone they perceived to
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be less dedicated, and in the second example there is an inference that a less committed
student could surreptitiously benefit from an unequal partnership:

It was awaste of time—alot of hasslel Even though we taught the same things to the same
year — yet different classes, we both had different views on the way it was going to be
taught, and its outline, resources etc. It would be good if [the] other student could work at
the same level with the same dedication and commitment. (female Technology & Design
student).

| believe in my case joint planning didn’t work as my peer was alot more relaxed than me.
We were aso, at the beginning, not teaching the same topic and it would therefore have
been too awkward to plan together. By the end of SBW my peer had caught up with my
topic and was instead teaching my lessons without my knowledge. (female Religious
Studies student).

The remaining students seemed to take the joint planning idea and adapt it to suit their
particular context. All of these students mentioned that while the actual written plan of
the lesson was best completed by the individual who would be teaching the class, there
was nonetheless considerable merit in having a joint discussion in the early stages to
generate ideas and receive constructive criticism before putting pen to paper in writing
the actual lesson plan. The following comments typify this opinion:

It was great to have someone in the same subject area for support, to bounce ideas off each
other and we didn’t necessarily have to both write the one lesson, just had an input on the
lessons and gave ideas. (female Maths/Science student).

We didn't plan lessons together as we taught different years. However when we were
planning lessons we did ask each other questions and advise each other on some sections of
the lesson plan. | found it very effective having a peer there for support and advice rather
than planning the lesson together. (female Technology & Design student).

Student teachers, in general, have a tendency to work in isolation from others.
However, according to many of the teachers, as a result of joint planning, the students
were able to learn from each other by engaging in professional discourse with one
another. The process of joint planning was reported on in a positive manner by most
teachers. One teacher, for instance, explained how the ‘ students coped well as a team
and were able to take a peer’s outlook and view and use it to improve their own
teaching’. However, it was recognised that certain logistical difficulties exist, in
particular for those students who lived far apart; one teacher commented that for the two
students who lived in Halls accommodation the process worked very well. In addition
one teacher noted that the ‘actual pairing of students can be a crucia factor in the
success of the process, especially if two weak students were paired together on

placement.
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University tutors visiting the students also concurred with the view that a good working
relationship between the students was essential to ensure success, particularly with
respect to joint planning:

Where relationships were good between students, and there was a sufficient level of
professional maturity, the process worked very well. (University Tutor).

Conclusion

A majority of the literature to date has focused on the mechanisms for implementing
peer observation systems and its links to enhanced professional practice. However little
attention has been given to the complexities involved in delivering the peer observation
process, and how it may be managed and integrated in order to maximize benefits for
teaching and learning. Upon reflection, this project may have been somewhat over
ambitious in the complexity of the intended outcomes.

The evidence from this work confirms the results of other studies as to the efficacy of
peer observation in school based work contexts (Boud 2001; Bullough et al 2002;
Bullough et al 2003; Nokes et al 2008). It aso shows that, in this case, students valued
an induction process that allowed a common understanding of peer review to emerge.
Further, some of the students comments in relation to the role of the tutor during the
micro-teaching sessions suggest a discernible shift from their expectation of the tutor as
‘expert external assessor’ to facilitator and critical friend. Clearly this constructivist turn
was in the minds of the tutors with responsibility for the project and was a mark of
success for them.

A unique aspect of this research was to consider the value of joint planning and the
results suggest that in this particular project it enjoyed a lesser degree of success.
Analysis of the discussions illustrates not only the benefits of paired planning, but also
problems, misunderstandings, and limitations of time use. In contexts where students
and tutors considered the process to be working effectively the students were extremely
enthusiastic about its value. Where students did not value it, the evidence suggests that
there were two key issues. practica arrangements and professional responsibility
(particularly team-working). While the tutors placed significant importance on the

development of observation and peer-review skills prior to the time in schoaols,
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exploring the processes and skills required for successful joint planning did not receive

the same level of time investment.

Based on the evidence presented above, there are a number of recommendations
fundamental to enhancing outcomes for future placement students. Firstly the schedule
for preparation needs to address the issues highlighted by students in terms of moving
from a 3-day intensive period of preparation to a staged model allowing more time for
reflection. The revised schedule must also accommodate three key changes. a more
focused input with students on how to approach joint planning; an increase in the time
dedicated to micro-teaching sessions; and the development of a more robust and
meaningful instrument, or indeed a range of instruments, to record peer observation
feedback. This instrument can be developed through research into current benchmark
practice and aso collaboration between university tutors, host teachers and the students
themselves, all of whom have a vital contribution to make to the enhancement of both
the process and levels of understanding gained.

While the project seeks to learn from the data generated a number of challenges remain.
For example, engendering the desire to move beyond the current state of what could be
described as minimum passive participation by a small percentage of unmotivated
students cannot be solved by simply changing processes. For it would appear self-
evident from this evaluation that no matter how valuable the constructivist notion of
joint planning is in theory, even constructivism falls foul of logistical difficulties such
as students lacking the time or space or will power to meet!

Notwithstanding these apparent difficulties in (particularly) the joint planning aspect of
the first year of this innovative School Based Work model, there is much to celebrate
and build upon from this pilot in the years ahead: students, teachers and university
tutors were overwhelmingly positive about the value of peer observation as a learning
tool; students appreciated the greater sense of camaraderie from being placed with other
year 1 students in the same department and the presence of a critical friend throughout
their placement; teachers valued the honesty with which students evaluated each other’s
classroom practice; and university tutors adapted readily to their role as a source of

support and afacilitator of learning.
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SECONDARY TEACHERS PERCEPTIONS OF THE EFFECTIVENESS OF
THEIR PRE-SERVICE EDUCATION AND STRATEGIESTO IMPROVE PRE-
SERVICE EDUCATION FOR TEACHERS: A SCHOOL BASED TRAINING
ROUTE IN ENGLAND
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Sheffield Hallam University UK

ABSTRACT

This study aims to provide a deeper understanding of the impact of an EBITT course on teachers
early professional development, identify strengths of the course and also the ways in which the
training could be improved. Data collected was recorded during individual face- to- face
interviews using a structured interview schedule. In devising our approach we utilised the model
suggested by Sharon Feiman-Nemser in her article How do Teachers Learn to Teach? in Cochran
- Smith et. al. (2008) Handbook of Research on Teacher Education.

The data was analysed to explore (after 2-4 years reflection) :which elements of initial training
were valuable and less valuable, what they have learned since the course, which aspects of the
course the teachers feel should be improved. It was cross referenced against findings from
national surveys of teachers in their post qualifying year of teaching (induction year) and early
years of teaching conducted by the TDA. These findings were presented as part of a common
wider international study on the same themein four countries (UK, Spain, Australia, and Ireland).

I ntroduction

The paper begins with a review of some recent research on teacher development in the
early years of teaching and the choice of atheoretical model to interpret findings.

Each year in England about 6000 trainee teachers qualify by undertaking an
employment based initial teacher training route (EBITT), where training is mainly
school based. As part of the evaluation process providers are encouraged by the TDA
(Training and Development Agency) to collect views from past trainees about their
initial teacher training during the early years of their teaching career. For this study we
have selected and interviewed seven secondary teachers from a variety of different
subjects who undertook their employment based Initial Teacher Training course two to
four years previoudly at this university.

Longer term reflection on learning has potentially much to teach us about the
effectiveness of the training route. In many respects | provides richer data than that
collected directly after completion of a course. After two to four years teachers should
display a much deeper understanding of the professional role of the teacher, and have
significantly more pedagogical knowledge on which to draw. At present, little data is
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collected in this way in England. The time elapsed since initial training is potentially a
weakness in the validity of the data, but this is mitigated by putting the initial training in
context of how well it prepared them for the early years of teaching.

The professional training in this one year route is largely school based and trainees are
assessed against national standards before qualifying as a teacher. Teachers on this route
are employed by the school as unqualified and most receive a salary or training grant.
Currently each trainee has an individual training plan which must include a minimum of
60 training days (per year) but during the training period(s) covered in this paper this
regulation did not apply. The route has proved to be popular with trainees as it is a
personalised programme that can take into account prior experience. Schools value this
route because it provides enhanced professional development opportunities for school
staff when supervising and delivering the training. We consider that our findings can be
usefully integrated with that from other countries and thus will contribute to the

generation of new knowledge.

Literature Review and Theor etical Consider ations

In England the Training and Development Agency for Schools (TDA 4) undertakes an
annual survey of teachers in their post qualifying year (NQT), which is completed by
teachers in February after about six months teaching. In this survey the core questions
remain the same but additional questions are added each year to reflect changes in
requirements. Overall, teachers rate their initial training highly. In the 2008 survey
(TDA 4) of 14,000 teachers (44% response rate) 86% of secondary NQTs graded their
training as good or very good. Our own July 2009 internal survey of 52 teachers (100%
response rate - Appendix 2) confirms that there was a high degree of satisfaction with
their training. The base line data from the TDA NQT survey for our 2005-6course
produced less reliable findings in that only 19 teachers completed the survey and that
the analysis combined primary and secondary responses. The timing of data collection
about teachers' perceptions of their ITT is clearly important. It is reasonable to expect a
variation in responses to the same questions when asked on completion of the course,
after 6 months teaching and after three years in the profession as a consequence of

professional growth in the early years of teaching.

139



A recent national survey (Springate et. al. 2009) of 1300 teachers with two to three
years experience, found that 75% of secondary teachers had taken on new
responsibilities, mostly in their second year of teaching, with a considerable minority
not receiving additional support or training. A substantial majority reported that their
training and development needs were identified accurately on completion of their initial
training and addressed during the first year of teaching. Following the induction year
teachers had an annual professional review

(called performance management) during which teachers performance was assessed
and developmental needs identified. During this period three out of four teachers
reported that they had effective support to help them develop teaching skills but could
have been better prepared for new responsibilities by undertaking more directed
learning, researching teaching and learning for different groups and by becoming better
organised in terms of time management. These are clearly some of the factors that
would colour the responses of teachers with two to four years experience when asked to

reflect on their initial teacher training.

A three year longitudinal study by Wilson and Demetriou (2007) during which 10
teachers were interviewed in the early years of teaching also provides some insight into
the ways in which teachers build upon learning in the initial teacher training. This
training is largely school based with the development of teachers in their first post
largely managed by individual schools. Although there is now a national framework for
the development of teachers at different stages of their careers the meeting of school
and national needs is seen by teachers to be more important than meting individual
professional needs. The main reason for schools not supporting the attendance of early
years teachers at external courses that were not directly related to raising pupil
outcomes.

Since the teachers interviewed in our study were largely school based during their initial
teacher training we believe that their learning styles are similar to those of early years
teachers. While there is a substantive literature on how teachers learn (Billet 2001,
Schon 1983, Erault 2004, Hodgkinson and Hodgkinson 2004, Hoekstra 2007) there is
less known about how new secondary teachers learn. Teachers not only need to have
good subject knowledge but also know how to construct this knowledge in a way that
will assist the learning of pupils. For much subject content this is being taught with

limited subject pedagogic knowledge and without the benefit of experience.
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Experienced teachers are also faced with teaching new knowledge, but they have the
advantage of having a complex professional knowledge to draw from. About including
how individual pupils learn and the contextual factors that influence learning. Various
dimensions to aid understanding of teachers learning including informal / formal,
professional knowledge / personal knowledge have been proposed.

The findings of the study by Wilson and Demetriou (2007) suggest that teacher learning
takes place mainly by reacting to classroom issues and informal dialogue with
colleagues, with little reference to educational research findings. There are emerging
issues such as how teachers acquire an identity as a teacher and how colleagues
influence professional understanding.. To survive, new teachers need to have self- belief
and the personal qualities to pass through an emotional process as well as gain technical
competence. Thisis thought most likely to take place if the school provides a supportive
environment in which there are shared values and collegiality. The concept of teacher
"disposition” appears to be important but little is known about this. So, for the purposes
of this paper we decided to analyse the interviews with early career teachers using a
framework suggested by Feiman - Nemser (2008) .

Feiman-Nemser suggests that learning to teach can be conceptualised into four broad
themes. These are learning to think like a teacher, learning to know like a teacher,
learning to feel like ateacher and learning to act like ateacher. In our study we saw that
one of our respondents felt that they had to” reflect and think of how you make progress
with the class and (this) comes with so much more responsibility. You have to take into
account their abilities and how they feel” .

This demonstrated that the teacher was moving beyond their initia naive beliefs.
Thinking like a teacher means that you need to develop a more critical approach, ‘taking
a critical examination of one's beliefs, a transition to pedagogical thinking and a
development of meta-cognitive awareness (Feiman-Nemser).

There were four aims to the research:

To identify:

e which elements of the training were considered valuable (and for the course to
build on those elements if possible)

e which elements were less valuable and explore why (and whether these were
still 'live' issues for the course)

e what the teachers had learned since completion of ITT (to gain a picture of
early teacher professional development subsequent to the course)
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e what their future CPD needs/desires were (in order to see whether the course
promoted a disposition towards continuous professiona development)

M ethodology

All teachers interviewed for this paper qualified as teachers by the one year school -
based Graduate Training Programme (GTP) (TDA, 1). The programme is managed by a
partnership between Sheffield Hallam University and three Local Authorities (smilar to
school districts) called the YDTP (Y orkshire Development and Training Partnership).
The YPDT has to meet the national requirements for teacher training (TDA, 2), that are
determined by the Training and Development Agency. Trainees have to satisfactorily
meet the QTS Standards to successfully qualify and enter the Induction year (TDA, 3).
The programme that we have gathered evidence from trains about 60 secondary teachers
each year.

Our data is from in - depth interviews with seven teachers who have between two and
four years experience since qualifying as teachers. We wanted to explore how well
early career teachers could reflect on the learning achieved during their initial teacher
training course and also their subsequent learning. We chose teachers with a range of
subjects and backgrounds prior to starting their training and who were working in
different types of school. The teachers were requested to take part in the structured
interviews as part of our quality improvement cycle and sent the interview schedule in
advance in order to allow for a considered response to questions.

In five out of seven cases the interviewer knew the teachers involved and in four cases
teachers continued to work at the same school in which they trained. Severa
interviewees said they enjoyed the interviews as they were able to review their progress
during the early years of teaching with an educationalist independent of their school.
The interview questions are in Appendix 1. They were written with an intention to
explore the experiences of training and subsequent learning using the four dimensions
described by Feiman-Nemser. This framework claims to incorporate and highlight
major theories and findings in research on teacher learning. Moreover, it is compatible
with contemporary frameworks for understanding teaching and learning, and it

underscores the interconnectedness of content, process and contexts in learning to teach.
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The key challenge was how to design research questions that considered the interaction
of the person, programme and school setting and could account for the changes in what
teachers know, do, think and feel over time. Teacher interview questions were devised
from the literature of early teacher development (Feiman-Nemser, Wilson, Demetriou,
Koetsier and Wubbles), findings from data collected nationaly by the TDA in the
annual Newly Qualified Teacher Survey (2008), our own 2009 data about the GTP and
a steer from the ATEE Secondary Education RDC. The data was then interpreted
against amodel of how teachers learn, particularly when training was largely in a school
based context.

Interview was chosen as the most suitable method to understand the teachers
experiences ‘from their points of view, to unfold the meaning of their experiences and to
uncover their lived world' (Krale et a, 2009). Although an interview can be described as
‘a conversation with a purpose’, a time limit of 45 minutes was agreed in advance. The
majority of the interviewees had made brief preparatory notes against the questions and
this helped them to think through their responses. It was nevertheless difficult for the
researcher to keep the interviewee to the point of the question as information was
supplemented by anecdotes, stories, observations and information that was not directly
relevant to the research. As Sennet (2003) observes:'The craft consists in calibrating
social distances without making the subject feel like an insect under a microscope.'
There were four interviewers with a range of experience at interviewing. The apparent
simplicity of a structured interview approach can belie the difficulty in gaining depth to
responses. This proved to be difficult with questions with more than one sub section for
example Q3 had too many different points and the interviewee failed to fully address
them. In addition the wording of some questions did not clarify the specific terms used
by Feiman-Nemser (Q2 and Q4). Interviewers were keen to get as much data as possible
but the scope of the questions proved to be over ambitions for the time allotted and
some aspects of Q3 for example, were not explored.

The interviews were transcribed and collated against each question on a chart. Analysis
consisted of itemising al the points transcribed against the key questions ( agreed by the
Secondary RDC): what teachers think of their course: which aspects should be
improved: what they have learned since the course and future CPD needs. The exact
guestions used are given in appendix 1. The collated data against the full interview
schedule was coded according to the Feiman-Nemser themes and compared with

national data on NQTs and early teacher professional development as appropriate.
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Findings

These are grouped under the four dimensions of the FN model.

1 Learningtothink like a teacher

How did the teachers who trained on the EBITT route learn to think like a teacher?
Feiman Nemser here points to the intellectual work of teaching: learning to examine
criticaly one's existing beliefs about teaching and learning and develop an awareness of
how they influence the teacher's thinking and practice; making the transition to
pedagogical thinking - linking ends to means - and developing meta cognitive
awareness where a trainee devel ops more defensible views about teaching and learning.
When our respondents focussed upon pedagogical thinking, they talked about planning
lessons and schemes of work and the reasoning behind them. They said their thinking
changed when they had to take full responsibility for planning. Once in the role of a
teacher there are “ higher expectations of pupils and their behaviour than when | was a
cover teacher: thiswas probably due to the ownership of the lessons.” (Teacher G)

The use of the QTS Standards was sometimes seen as a framework to help thinking like
a teacher and as a prompt to address specific issues to develop their learning. In one
instance a school “ adopts more of a tick box approach, rather than using the standards
to focus learning.” However in a different situation the standards focus teachers:

At the beginning of the course | knew | wasn’t as good a teacher as | should be. | felt as
though I didn’t know what to do to become better and had policies and strategies thrown at
me. Y ou don’t know where it happens, but the techniques start to bleed into your practice.
When you do these things consistently day in and out then it then becomes embedded. One
day | couldn’t do it but a year later then | could. Some of the help came from my mentor,
some from the course itself. (Teacher D)

When this teacher states “You don’'t know where it happens..... it would appear that
they have an area of undiscovered self as they move towards a more conscious state of
thought of how teaching strategies affect learning. This was also seen in another
respondent:“ The school prepared me for different abilities and needs so | had to quickly
learn how to adapt my lessons.”

There were some useful elements from university based sessions that assisted in
developing teachers thinking. A training session about personal well-being enabled one
person to critically reflect on their own working habits and he quickly realised not to

overwork himself - "it gets you nowhere".
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“Meeting with other GTP students and being able to put your own learning and
experiences into context” demonstrates the development of meta-cognitive learning.
Training sessions resulted in positive feedback where trainees were given and valued
the time to meet each other away from the classroom.

The biggest challenges that face teachersin their first few years can really focus the way
they learn to think within their profession. For one it was their own self assessment and
assessment of the children” that was the biggest challenge.

Another found the challenge of early additional responsibilities to be very emotional:

I then put myself forward as a Head of Year and the challenges have been enormous —
work life balance; work-work balance; what to do at work and what to take home. | was so
early into it as| got the job at the end of my NQT year. | just got on with it and made loads
of mistakes and still do. The staff make it possible for me to succeed and give me loads of
support. The biggest challengeistrying not to let those people down. (Teacher B).

This teacher took on responsibility early in his career which forced him to begin to think
wider than previously as a classroom teacher in order to encompass a broader pastoral
role. The support of colleagues is clearly a factor in his success and in the way he has
been able to think through issues and address them.

When teachers are placed under stresses to meet particular targets then this aso is a
challenge which can force their thinking into a different path:*Working in a National
Challenge School and dealing with all the pressure that brings with it.” (Teacher F)

In a school like this certain standards of achievement have to be met, thus forcing
thinking into areas such as intervention strategies which enable more students to
achieve and thus raise the level s of attainment in the school.

Evidence that teachers were engaged in fundamentally examining their own existing
beliefs was more limited in respect of new ideas and learning. In one case t there
seemed to be little progression in thinking like a teacher. “For me there was little
transition as | had aready been teaching as an unqualified teacher.” (Teacher B)

2 Learning to know like a teacher

Good teaching depends on a wide range of knowledge and this is recognised by
Feiman-Nemser as learning to know like a teacher, along with the ‘knowledge
teachers generate in practice’. Teachers need to know a great deal in order to develop

the learning of al their pupilsincluding:
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Subject knowledge

Subject pedagogy

How children learn

How children develop

How culture and language affect their learning ( Ball and McDiarmid, 1990)
Assessment

Curriculum

Classroom management

Behaviour management

Thus knowing like a teacher requires considerable preparation. Those following the
EBITT route have often previous experience within the school in which they train.
Some (Teachers B, C, D E, F and G) had previously worked as teaching assistants “ |
knew the kids from being a TA at the school during the previous year”. This prior
learning had given these teachers an insight into the abilities of pupils and
‘Considerable understanding of children’s emotional needs'. Relationships are already
in place with pupils and therefore the teachers know what to expect from their pupils.
Many secondary teachers enter the profession because they have a passion for their
main subject. The positive aspect of the EBITT route is the resulting preparedness for
teaching. One teacher stated he

| felt well prepared because the courseis ‘on the job learning... it never leaves you. On
a PGCE you don’t realise how relentless it | — you get that straightaway on the GTP
course. It's a fantastic way of training . You realise straightaway what the job entails
(Teacher D).

Feiman-Nemser talks about knowledge for teaching and knowledge of teaching.
Knowledge for teaching occurs beyond the classroom and knowledge of teaching takes
place in the context of daily working practices. The evaluation of centrally held sessions
from the interviewees was very positive and clearly provided a good knowledge base
for the trainees. Teachers aso rated their training visits to other schools and contexts
where gaps in knowledge could be filled. From the recent survey undertaken with GTP
secondary trainees in 2008/9 (Appendix 2) trainees still highly value the training
sessions out of their school context. However, an area for development is ensuring
trainees read and understand key nationa policy documents. Further training is also
identified as requiring attention is EAL teaching and learning. The central training
sessions also have 'spin-offs where professiona learning and the development of
knowledge takes place. This was noted by one respondent (Teacher E) as.
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e thesocial aspect of working with fellow course members

e their viewpoints about the course

e understanding different contexts and ways different schools operated
And training from the second school placement

e gaveexperiencein 16-18 albeit limited

e revealed the way a similar school dealt with issues and problems but in

different ways

The experiences of working in other contexts and with other people shapes the
knowledge base which teachers develop. Working with other course members also

contributed to learning.

I met one guy who was a PE teacher and wanted help with dance and | wanted help with
some PE. We till share ideas. He sent me a piece on Stomp which was good for boys.
(Teacher C)

In addition the support from subject |eaders and departmental colleagues hel ped trainees
“with ideas and issues in certain areas like physics which was not my specialism.”

(Teacher C). This is development of subject knowledge but not necessarily of its
pedagogy. The example given points towards the need to develop wider subject
knowledge in science. In most cases pedagogical knowledge development was a
weakness (Evans et. al. 2008).

Within the classroom the knowledge required to teach is immense. The interviewees
discussed in detail the range and amount of knowledge that they had to learn -
especially teaching strategies, subject knowledge and behaviour management. For
example,

teachers have to anticipate what pupils will find difficult and enable them to make sense
of their learning a exemplified by the statement

"I find it difficult to interest pupils on the theory side partly because the pupils would
rather be doing the practical work." (Teacher A)

Our data shows that trainee teachers require considerable help from support staff within
the school and are often expected to be proactive in this. Comments include:

| should have asked for help more often but was too proud to ask too many guestions. Upon
reflection and knowing staff much better | know this would not have been an issue at al.
(Teacher F).

Not having a network of teachers of the same subject. | had to build up everything on my
own.. | dll think the GTP is a brilliant route because everything is done for the
job.(Teacher C).
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Hence the role of the school Initial Teacher Training Coordinator is key to in ensuring
that trainees needs are anticipated and met. (Evanset al., 2007)

Knowledge for teaching is incorporated into the QTS Standards. The standards for QTS
require teachers to have knowledge of EAL and the broad range of individua needs.
The national NQT Survey for 2007 showed that only 33% of respondents felt their
training was good or better in preparing them to teach pupils with EAL. By 2008 this
had increased but only dightly to 38%. This area also got the lowest rating in our own
cohort and was only as being adequate by GTP trainees. Meeting individual needs can
be achieved in several ways. In one case a teacher was working at a school where she
taught dance. She needed to learn about ways to engage wheelchair bound students:

| worked with children in wheelchairs at my last school. | got alot of help from mentors to
get pupilsinvolved in break dance. It was really emotional to see them move their arms and
so on.(Teacher C).

Her initial training may not have specifically prepared her for this but the structures
within schools alowed for the teacher to gain support in learning how to develop
teaching strategies. The same teacher had little experience within her training to apply
learning gained from a second placement school on EAL. However, recently she found
that she was able to reflect on that knowledge and apply it in her current school:

| went to another school and did some training to help with EAL; | didn't put it into
practice until recently. | have put some work on Indian dance into the curriculum so this
has been helpful. (Teacher C).

In order to know like a teacher, respondents often learn from other people. For
example,

Learning is through other members of staff both through observation and coaching.
Gaining coaching awards which are ‘levelled’ around pedagogic knowledge and also
skills.(Teacher F).

Others talked about how they learned “ on the job” and “...Iearning through doing was
the best practice”, evidence pointing towards the development of ‘knowledge of
teaching’. However one teacher stated that observing other ‘expert’ practitioners teach
or best practice in the beginning of one teacher’s career did not have much impact on
their learning to know what a good lesson might look like:

Looking at an ‘ Expert Practitioner’ (or) going to see a fabulous teacher teaching a fabulous
lesson wouldn't have meant a thing to me at the beginning of the course. (Teacher D).

How does the use of standards develop the ability to know like a teacher? It would
appear that they are viewed as either helpful *for target setting. Teachers should be
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accountable." (Teacher D) “Made me look into EAL — as | would not have done
that” .(Teacher C) "Useful as a ticklist and checklist." (Teacher E) or as a hindrance - "I
never used them to make me a better teacher. | felt | was jumping through hoops.”
(Teacher B). “ Sandards folders has never been looked at since the day the assessor
looked at them."(Teacher E) | am till finding the standards difficult to understand.”
(Teacher A).

The overal view was that standards are useful in themselves but the quantity of
evidence required for assessment excessive.

The EBITT route into teaching is very much a personalised approach. Trainees are able
to tailor their training plan to their needs which might include observations, attendance
on courses, visits to other schools, school based training and so on. The route itself was
seen as being useful in aiding these teachers to know like a teacher in terms of knowing
how to pace yourself (a session on Teacher Well-Being was part of the training
package) so that you don’t overwork yourself - “ Understanding what is required of you,
being a role model, setting reasonable targets which can be achieved rather than just
meeting government standards.” The elements which make up the EBITT route are all
seen to be helpful in developing the ability to learn to know like a teacher. Respondents
cited behaviour management training, “ | brought back ideas and strategies from course
to use immediately in the classroom”; the career preparation profile which one
respondent reflected into his own teaching; good quality school INSET and
observations of other teachers. In one case training was not considered enough in order
to know like a teacher - “ It didn’t matter how many times | was told about behaviour
management — | still had bad lessons so the only way was to actually do it and learn
fromit.”

Wilson and Demetriou (2007) talk about the development of new teachers being
regulated through national policy frameworks and managed by individual schools. This
has an influence on teacher learning and often leads to pressures which restrict wider
learning. Attendance at external training requires that classes have to be left creating
tensions between the school and the individual needs of the teacher. However schools
also have pressures to perform well in league tables and school |eaders are sometimes
reluctant to allow teachers to attend external training courses which are not related to
pupil outcomes. In addition, training for teachers from a wide variety of subjects has to
be well thought through to be perceived as useful by all participants. Thus trainees have
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an individual training plan made up of external training days, schools visits and school-
based training.

One teacher felt that he got little training or support from his department or school in
order to develop his pedagogy. He had also not been able to attend some school based
events due to teaching commitments. Three years later the teacher is now very aware of
the importance of CPD. Respondents in our sample al remarked on how useful external
courses were and how they implemented these in their own practice. In reflecting on
their learning during the EBITT course the trainees noted that there were areas that were
not included which may have developed their learning to know about teaching further:

e Moretimeto visit other schools
e Teaching strategies
e Mini plenaries
e Startersfor lessons
e Subject knowledge
Since their initial training year some chalenging areas of learning to know like a

teacher have have become apparent. The “ fundamental importance of assessment” and
the “levelness of work” were cited by two teachers; another reflected upon how
“different learning styles (VAK) trandate into the learning ladder (comprehension,
anaysis, evaluation) ... and the composition of a lesson.” They then recognise how this
is “affected by the external contexts (weather) and pupil emotional
needs/devel opment” .

All of the teachers felt that they were still learning to know about these things as
evidenced by the following responses

On the GTP course this (learning about assessment) is spoon fed you - you are given
schemes of work. You are only half way in. Afterwards you have to do your own and then
realise how important and interconnected all these things are and how it informs every
aspect of teaching. Still learning it and miles away from where | want to be. (Teacher D).

I know | till have along way to go.(Teacher B)
I’ ve started collaborating.. (Teacher C)

In the few years since these teachers had their initia training, they have developed their
ability to learn how to know like a teacher —in particular with regards to accountability
for the outcomes of learning:* Having to measure the impact of teaching and strategies

with students and being accountable for the outcomes.” (Teacher F)
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The same teacher also remarked on the need to meet the demands of the inspection
framework and knowing what is required in this area. The use of datato inform learning
and teaching is also mentioned by some in order to know the best way in which to plan
for learning experiences for pupils. Learning is an “ active, constructive process that is
heavily influenced by an individual’s knowledge and beliefs...” (Borko and Putman.
1996).

Teachers interpret new knowledge and experience through their existing beliefs and
modify and interpret ideas based on what they already believe and know. So as these
teachers developed their pedagogy they then needed to apply their knowledge in order
to meet accountability structures or introduce new curriculum:” Introducing BTEC
dance; teaching A level dance — | had not done it myself or taught it; GCSE on my own;
dance shows” (Teacher B)

There were some areas of training identified which would have made the trainees better
prepared in terms of learning to know like a teacher. Assessment is a large part of the
curriculum and for one teacher this was a constant struggle:

| struggled with the wider aspects of the role, e.g. assessment after the course because my
mentor did not support me or coach me in developing this aspect of the teacher’s role.
(Teacher E).

The role of mentors is crucial in developing teacher knowledge as they are usualy the
first point of contact within the school for the EBITT trainee. When trainees have aless
than satisfactory experiences their knowledge remains under-developed and they may
not be aware of this until later in their career. Lack of commitment from one mentor
meant that mentoring was nonexistent for one trainee (Teacher E) who realised the
impact of this now when he then had agood NQT Induction tutor.

One trainee thought that their knowledge as a teacher could have been improved had
they been introduced to a wider repertoire of teaching and learning strategies. Teaching
is a complex role and for one trainee this was identified as a need to “learn more about
the complexity of teaching on the job”. There are also very specific areas of learning to
know about a role or about a specific area of teaching: preparing for a managerial role
(this is an area that teachers move into within the first 3 years of their career);
developing understanding of autism and special needs was another area identified as a
possible career path for one; subject specific training was common to many of the
respondents; further study at Master’s level and finally:
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I know there are loads of new things out there. | want to learn and share them. | have
learned about my new role but | realy want to learn more strategies and make myself
better. (Teacher D).

This shows that for some teachers the consolidation and deepening of their knowledge

is central to their learning to know like a teacher and learning to feel like a teacher.

3 Learningtofed like ateacher

We asked teachers about aspects of their training which made them fedl like a teacher.
Feiman-Nemser states that feeling like a teacher ‘signals the fact that teaching and
learning are deeply personal work, engaging teachers emotions and identity as well as
their intellect’. Developing a professional identity, as a teacher, is a very complex
activity bringing together past, present and future ideals and realities. Teachers combine
these beliefs and experiences with the images of the kind of teacher and colleague that
they want to become and what kind of classsoom they want to have
(Featherstone,1993).

What teachers most remembered about their training was "being worried and scared
about the amount of data collection that was shown as necessary as evidence of meeting
the standards." (Teacher C) At a training event a previous student had shown her
evidence files in a dozen large folders. The feeling of anxiety as a beginning teacher
was very clear. However, for some there is less transition into the role as some had been
working in classrooms as unqualified teachers, covering for absent staff or as teaching
assistants.(Teachers B and C) Others felt themselves a teacher from day one as the
students did not know that they are a trainee.(Teachers B, E and F) Evidence showed
that there were specific things that actually made the EBITT teachers feel like ateacher
from early in their training - “ This course makes you feel like a teacher from day one.
....you are part of the school. Children know you are here for a year day in and day out
and they have a different view of the teacher to that of a PGCE student only there for a
few weeks.” This trainee tells of his journey from “ 30 pairs of eyes looking at you” to

after the course when “ you feel sharp." (Teacher C)

The transition from a support role within a school to a teaching role can mean some

marked changes in the way teachers feel. One teacher had been accustomed to being
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called by his first name, “to be called ‘Sir’ felt strange”. This teacher had to reconcile
images of themselves as a teacher and what this really meant for them.

Another trainee said they felt ‘unleashed’ to teach the subject he wanted to. The trainee
brought to his first post positive experiences of the previous placement where he felt he
had ALL his ‘shocks and horrors whilst in a supportive environment. However he felt
secure in hisidentity as aresult, unlike other NQTs at the school. For one of the trainees
he was straight into a full 75% timetable as the school fully funded him. This was
tough. The positive impact was a 'sink or swim' mentality and a chance to get straight
on with the role which suited him as a mature candidate. It was very emotiona and
stressful. However, he felt that “the (EBITT) course sets you up for promotion
opportunities more quickly as you continue in the same school so you are more quickly
seen as a competent teacher” .

The security of an identity as a teacher was a common thread for those who had been
working in the school prior to their training year:“Because | was unqualified, | already
felt, athough fraudulently, like a teacher, albeit inexperienced. .... But | had worked as a
cover teacher.” (Teacher B)

One teacher had already been a cover teacher for a year in the school and had a couple
of years teaching experience in South America. She felt very much like a teacher. The
emotional impact was positive and she knew how to conduct herself in a professional
manner and have high expectations. Those who had prior experience in the school,
found that they are often treated like a teacher from the outset, and therefore it was
relatively easy to find their identity as ateacher. Equally they knew enough for othersto
respect them and make them “feel part of the team from the start of the year”. (Teacher
F).

The teachersin the sample found it hard to articulate what made them learn to feel like a
teacher. This might have been because most had been working in schools for some time.
One was honest in his approach to and enthusiasm for teaching,

“The best thing is turning difficult kids around - | now feel that I'm quite good at that.
I'm rough and ready - interpersonal skills are not my strong point - which has led to me
to perhaps rubbing up some the wrong way." (Teacher A)

Reflecting on his persona skills has made this teacher begin to look deep inside
himself. At this stage he is still finding the move from an Army background to teaching
adifficult move and has as yet to establish hisfull identity as a secondary teacher.
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The university training provided some opportunities for trainees to learn to fedl like a
teacher. It was for some “A good way of reflecting — highlighting what | was constantly
being told”. (Teacher A) It also provided new challenges for teachers to “develop a
more knowledgeable understanding of how process and practices work." (Teacher F)
The training provided throughout the EBITT route is intended to enable the teachers to
narrow the gap between their vision of teaching and the realities faced.

The transition into management roles and the way in which teachers are expected to feel
in thisrole was difficult for some to reconcile. In one case,

it was suggested...that | might be Head of Year. It was not really what | wanted. The
challenge was enormous — work-life balance; work-work balance; what to do at work and
what to take home.....the biggest challenge is not to let people down.(Teacher B).

Little preparation was evident for those who took on these roles as their career
progressed and one teacher commented that &' school needs a system to prepare

teachers properly to take on more management roles." (Teacher E)

4 Learningto act like ateacher

Learning to act like a teacher is about developing the capacity to make judgements in
changing and often unique circumstances. To act like a teacher Feinman-Nemser
considers that teachers need a repertoire of skills, strategies and routines and the
judgement to figure out what to do and when. Learning to act like a teacher demands
“adaptive expertise” (Hatano and Oura; 2003) Teachers learn through working with
others by asking questions, sharing information, seeking help, experimenting with
innovative actions and seeking feedback. Day to day activities in classrooms draws on
developing knowledge in practice as well as learning through collaboration of pupils
and teachers. Learning to act like a teacher can come from the school’ s setting and the
teacher’s interest and disposition to learn. In daily classroom life teachers choose how
to act and what to do. In other words they exercise personal and professional
judgements. The judgements may be intuitive or more explicit, driven by experiences
and emotions.

The data collection from our teachers suggests that learning from personal experiences
of immersion in the classroom are a starting point for many teachers — “ the first year
was hard work because you have to learn how to do all the elements of teaching." As
time went on with this teacher, he found that
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“having a failed lesson taught me more than having a good lesson because you were
less able to see what was good about the lesson." (Teacher D)

Development of acting like a teacher was aso enhanced by training sessions and
placements in other schools for example,

The training sessions OUT of school, provided me with practical ideas and strategies to try
out.

The second placement which gave me experience in KS5, albeit limited, revealed the way a
similar school dealt with issues and problemsin different ways. (Teacher E).

The second placement also “provided models of good practice” for subject specialism
enabling teacher’s to seek out ways in which they could develop their ability to act like
ateacher.

When teachers are supported well they are able to ‘act like a teacher’ and can develop
strategies for learning. One teacher stated

| had lots of support — with Head of Science who went over resources; ways of teaching;
helped me with ideas and issues.(Teacher C).

This teacher was training in an unusual pairing of subjects — Science and Dance. Her
experience with her mentor in Dance was quite different and much more hands on. Each
lesson was observed and aternative strategies offered immediately, enabling her to put
action into practice immediately.

As the EBITT route is very much independent ‘hands on’ learning on the job, thusis
unsurprising how most of our teachers learned how to act: One remarked that
he" Learnt on the job how pupils progress and develop and how different strategies and
tactics work for different pupils.” (Teacher D)

This independence allows them to choose how to act and support the learners in their
classrooms and build up atacit knowledge.

Management of one's self and time are often skills that trainees cite as an area of
difficulty. Learning how to be professional in terms of time management and still keep a
work-life balance seems to create tensions for some of those in the sample.

It was hard work in the evenings but it paid off as| felt | was able to teach.(Teacher C).

My timetable starts at 8am, before the rest of the school starts and on a couple of days my
classes run to 4.45pm. The result of this was that | missed events put on for visiting
PGCEs- who | think got a better deal than me.(Teacher A).

and went on to say:

....during my GTP year | was paid overtime to teach a couple more classes out of school
hours - which restricted the amount of time | had for greater involvement in the school and
in school training opportunities.
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Time constraints during what is a most important year for laying down the foundations
of how to act as a professiona and develop high quality teaching and learning
experiences for pupils, clearly had an impact on this teacher who recognises the
importance of the sessions he had missed and the impact they may have had on his
pedagogy. As time goes on and teachers enter their second and third year they are able
to engage with other activities enabling them to devel op knowledge about practice.
The workload seems more manageable than last year because there is so much less
paperwork to do." (Teacher G) As aresult of this she has been able to engage in more
professional development activities, including a master's degree. She said,“1 have
learnt to become more efficient and manage my time more effectively — would not get
everything done otherwise.” (Teacher G)
How teachers learn to act as a teacher is interwoven with developing subject specific
pedagogical techniques, behaviour management, classroom management and personal
skillswithin a classroom setting: Thisisillustrated by one teacher who remarked that

3 years prior experience working as teaching assistant in a special school gave him the skill

of patience. | enjoyed building relationships and giving low ability pupils positive

experiences in order to develop their expertise.(Teacher D).
This same teacher had a clear grasp of what it was to act like a teacher as he had an
“understanding what is required of you as a role model”. Prior relationships and
experience with children was a positive influence in terms of behaviour management for
another teacher who felt he “ didn't have to enforce his expectations because of prior
relationships and role which also established me as 'approachable’.” (Teacher E). In
the first month another teacher realised the importance of planning organisation and
establishing good relationships with children. However a different teacher (with prior
experience) noted that over-preparation of behaviour strategies can be a problem in
developing the art of acting like a teacher. This teacher also found that:“ | had to learn
very quickly and adapt lessons as many of the pupils had not been taught Spanish
before.” (LS)
Behaviour management is a key area for most beginning teachers. In the national NQT
survey 83% felt their training was good or very good in helping them establish and
maintain a good standard of behaviour in the classroom. Our own survey of trainees
(Appendix 2) backed this up with trainees stating that training was very good in this

aspect.
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Developing this sophisticated understanding of how students learn and what they should
learn requires both codified and context specific knowledge i.e. knowledge of how to
teach (Erault; 2004). Teachers also have to learn to act in particular ways where
different gender groups require adaptations to their learning activities as Teacher C
found:

Boyswise: | tend to tailor some activities towards the boys. Girls tend to like dance. Boys
have to have certain music and like boisterous (activities) with kicks and lifts—then | move
onto discuss poise and balance.

Working with others clearly helps trainees and beginning teachers to act and develop

their skillsin the classroom. For example:

| have learned so much from other people that has helped me in dealing with pupils
behaviour; their needs. | learned particularly from one colleague about structures and
boundaries with pupils; it really helped me and still does. (Teacher B).

Another found the best way to act was to observe other teachers. When teachers
recognise that routines and structures were essential parts of their organisational skills
then they develop their ability to act — “when you do these things consistently day in
and out then it then becomes embedded” . For example Teacher D

It didn't matter how many times | was told about behaviour management — | still had bad
lessons so the only way wasto actually do it and learn from it. (Teacher B).

The TDA standards for Qualified Teachers are seen to focus the way you act as a
teacher but real learning takes place in the classroom “1 just needed to get into the act of
teaching and learning, as you go along."

A real challenge to the way they learn to act like a teacher is getting on with other
colleagues and the politics of the school. For one teacher:

Getting on with colleagues is hard for me - there is a bit of tension between the teachers
and myself although we are all in the same department. (Teacher A).

Teacher G felt that some members of the department saw her as a threat to them and did
not understand this particular route into teaching. She found “ different ways to react to
situations which have been learnt from watching others around her”. Another
commented that“ The politics of school is the hardest thing. You can't teach that. You
need to adhere to it. I've made some big mistakes." His observations about the kind of
people who go up the ladder were that "political animals go further than good
teachers’. (Teacher D)
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Perhaps here we are seeing that learning to act like a teacher and developing the skills
required to ‘go up the ladder’ are quite different to each other. This is particularly
interesting observation since several of the teachers have gained or are actively seeking

promotion (Teachers B, D, E and F)

Discussion of findings:

Using The Fenman-Nemser Model

The interviews with 7 EBITT teachers undertaken after 2 -4 years of teaching have
provided a perspective on how the course (school based training) has prepared them for
the early years of teaching.

Analysis was undertaken using the Feiman -Nemser model (FN) with the aim to gain a
deeper understanding of how teachers learned. The structured interviews were intended
to elicit rich data about the learning process during the training period and subsequently.
Analysing the model and its use in this study revealed that it was often difficult to
separate the four FN dimensions in the analysis. At times we felt this to be a somewhat
possibly simplistic separation of the dimensions of learning to teach and this was not
evident in the way the learning process was articulated by the teachers. This may be a
result of secondary training being directed towards a single subject. It did, however,
enable the authors to compare and contrast aspect of interviewees learning about
teaching or specific responses to identify key issues.

We found evidence of al four dimensions being explored by the teachers through a
constructivist approach to learning. This is perhaps an inevitable feature of this route
since it is based on an immersion approach to learning and involves knowledge of the
ways of doing things within a specific context. The teachers articulated the learning
process with learning to feel like a teacher being bound up in the finding of solutions
for problems of a practical nature.

In analysing the trainees responses we found evidence to suggest that in learning how
to think, know and act like a teacher — these processes were bound up with and
dependant upon learning how to feel like a teacher. This last aspect was not readily
detailed by the teachers who were still articulating various constructivist ideas for action
within the classroom. We found little evidence of the teachers articulating the wider

aims and purposes of their subject, purposes of education and schooling or analysing the
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limitations/ strengths of their existing views about teaching. This was disappointing as
teacher education should not serve to merely confirm trainees existing pre conceived
views about education which are then reinforced by the school context. Nor should
teachers see their training as merely learning how to conform to existing school or
educational practices. However this may be a consequence of how the competency
based model of teacher education for teacher professional development in England is
interpreted by schools and trainers. The FN model incorporates a deeper understanding
of practice into the theme of feeling like a teacher and this was interpreted by the
teachers in a superficia way. It could be said that our teachers approaches, values and
norms are those which ‘work' in the complex and demanding arena of the classroom and
the training seeks to identify and experiment with these approaches.

The FN model is able to encapsulate within its four dimensions the QTS Standards as
well as a number of other theories. However, the professional standards provide a much
more detailed and potentially useful framework for trainee teachers — particularly in
terms of describing a professional identity and the detail of the professional knowledge,
actions and attributes of ateacher. The QTS Standards can aso facilitate the creation of
a more personalised course where the trainee undertakes an initial needs analysis
(againgt the Standards) and can then focus their training and professional devel opment
accordingly.

Moreover the school based route develops teachers through a highly personalised
programme building on an individual’ s strengths, identifying their needs and evidencing
their work against the QTS Standards. This helps teachers to understand and meet the
requirements, focus their learning and identify future training needs.

The school based training programme is an ‘immersion’ approach to learning. This
enables the trainee to very quickly become part of the teaching team and culture of the
school and have the status of a teacher in the eyes of pupils. This approach to training
enables the well qualified trainee to learn, feel, know and act like a teacher very quickly.
The design of the EBITT course is perceived as high challenge/ high expectation. It
enables trainees to develop pedagogical content knowledge and knowledge about pupil
development/ needs in a highly intensive way. It enabled the trainee to see the effect of
different behaviour management strategies with different groups over a longer
continuous period of time than other routes.. Trainees find it an advantage to have

previous experience working within a school setting prior to undertaking the course. It
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helps them to understand the possibilities and realities of the role and enables them to
learn how to establish relationships with pupils.

Retention within the profession is a key factor in assessing the ‘value’ of a course
particularly since, according to a new report co authored by Professor Alan Smithers
from University of Buckingham, Four out of ten trainees fail to enter a classroom six
months after finishing their course (The Independent 14/08/09). The figures for
employment based training are better than other routes and our on our GTP route all
teachers have been successful in gaining teaching posts. The mgority of our
interviewees said that success on the course had enabled them to gain recognition and
promotional opportunities within the school or externaly immediately on completion.
The above report aso revealed that teachers who learned on the job through school or
work based training were most likely to stay on in the profession.The report
recommends that more weight should be given to school-based training schemes.
Training days with content related to practical teaching concerns allowed for the
exchange of ideas/ sharing concerns and facilitated high quality reflection. The teachers
did not mention the need to learn about the philosophy and sociology of education in
order to learn to teach. This reinforces the instrumental nature of the course as ‘training
rather than educating and contrasts with practice in other European systems. The
teachers did not reflect deeply on the meaning of their learning or consider wider issues
of purposes and aims of education.

Whilst the combination of in-school together with university and Local Authority
support is seen as a good mechanism on the whole, there were a number of issues
relating to consistency and rigour. In at least two cases the school mentoring support
was considered barely adequate, timetables were not always correct, QTS Standards
were not routinely considered as part of the formative learning process or even in some
cases referred to and onerous folders of collated evidence were considered of limited
value by the mentor and the trainee. Some interviewees felt there was a need for clearer
role definitions/ expectation of the supervision expected of mentor in order to ensure
consistency across the programme and safeguard a high quality individual experience.
Whilst the university visits were useful they were not always undertaken in a private
space- one teacher felt this should be aright for all trainees.

The purpose of the recommended evidence base collection (at that time) was not well
understood and viewed as onerous and unnecessary by all the teachers. There was a
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strong steer for the course to explore aternative assessment methods which were not
paper based eg viva, or an external report.

Several trainees felt that more visits to other schools to gain experience of other
contexts and other ways of teaching and learning together with more out of school
training should be a compulsory part of the course. Other schools can also offer
teaching and learning experiences that cannot be supplied in the trainees setting.

The nature of the EBITT course means there is less divide between the formal aspects
of training at the University/Local Authority and the practical school based elements -
the so called theory/ practice divide. However, many of the responses to the interview
questions threw up anecdotal evidence about their progress as a teacher rather than
interpreting this inn depth. This raises the question of the extent to which teachers on
the EBITT route engage sufficiently in educational theory, the awareness of aims and
purposes of education and their own ontological and epistemological positions.

Such perspectives were a common feature in initial teacher training courses in England
20 years ago, particularly in the Bachelor of Education degrees. The current QTS
Standards do not require these perspectives and are based fundamentally on a ‘training’
notion of teacher preparation which raises the issue of the impact on the professional
role and identity of the teacher of the future. Recent directives for teaching in England
to become a master’s level profession may provide the platform for this.

The TDA survey on early professiona development (Thewlis, 2006) shows that the

priority areas of development for many teachersin their second and third years include:

ensuring their first experience of performance management builds consistently
upon their induction

e preparing to take on additional responsibilities

e expanding their subject knowledge and pedagogy, and

e developing their behaviour management skills.

Our findings generally support the TDA conclusions. The teachers in our study talked
of how they developed understanding of subject pedagogy, self and pupil assessment
(including data) and a deeper understanding of the connectedness of planning teaching,
learning and assessment. They also talked about developing an understanding of the

wider role of the teacher e.g. taking on managerial responsibilities.
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Our sample of teachers expressed a range of views about the career development
available for teachers in the second or third year of teaching. Opportunities for the
teachers ranged from a management shadowing opportunity, to promotion to Head of
Dept and promotion to Head of Year. 84% of early career teachers have taken on one or
more tasks or responsibilities since completing their NQT year. Of this number 69%
had undertaken a subject coordinator/ management role and 34% a mentoring or
management role. (Springate et a, 2009). However there was little mention of
corresponding training to go with these roles. One teacher stated that there were no
systematic training opportunities to prepare teachers to enter a managerial role. None of
the teachers said that there was a specific training support programme for teachers in
their second or third year of teaching. Instead their CPD was very much self- directed (a
wish to undertake Masters level work) or where they had been identified and fast
tracked into managerial positions. These findings of a mixed picture are supported by
the above report (Springate et al, 2009) which claims only a small number of schools
strongly support teachers with high potential and provide them with high quality
professional development opportunities. The majority of the schools do not consider
identifying the training needs of teachers in their second and third years in any way
different to other teachers.

In the majority of schools....as a result, the individual developmental needs of teachersin
the early stages of their careers were not identified or addressed well in around half of the
schaools.....In a small number of the schools, teachers identified as having high potential
had been supported well by their senior managers; their aspirations for subject leadership
or other responsibility were recognised; they had been provided with relevant high-quality
professional development opportunities; and they had been ‘fast-tracked’ to a post of
responsibility. (Springate et a, 2009).

Summary of conclusions and recommendations
e The Feinman- Nemser model was sometimes difficult to apply to the interview

data as the four categories overlapped
e Teachers valuethe YDTP structure for supporting school based training

o All interviewees were mature students with a considerable variety of work
backgrounds prior to entry into the profession.

e Entryintofirst teaching posts and retention is very high on thisroute
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All teachers in the sample enjoyed and valued the course and felt it prepared
them well for their teaching careers. they valued the 'immersion’ approach:

being based in one school with internal and external training opportunities

In England there is more focus on competency standards. The Standards are
generally considered useful when they are understood in relation to the activities

of teaching and learning.

The quality of the in- school support and particularly the mentor/ school based
tutor is essential for high quality training. The person selected for this role by the
head teacher should be someone who fully understands the requirements of the
role and is given time to do it. Not all teachers received high quality mentoring

support during the course

There should be more external training days and visits to other schools are

highly valued - they should be compulsory

The evidence base against the QTS Standards could be slimmed down and

alternative methods of assessment considered so as to reduce to paperwork

Teachers interviewed displayed little evidence of having acquired a wider
theoretical understanding of education disciplines ( philosophy, psychology,

sociology).

All teachersin the sample were fully committed to the profession and actively
looking at ways of enhancing their teaching capabilities through self directed

professional development
Structured support for early professional development is limited and variable

Issues that were of concern to the interviewees in the future - politics/
relationships with staff, how to / preparing for promation ; preparing for further
study and further CPD opportunities

There is little research reported about the early professional development of

secondary teachersin the literature
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KNOWLEDGE CREATION THROUGH WRITING SKILLSIN VOCATIONAL
EDUCATION AND TRAINING

ELLEN BEATE HALVORSEN
AKERSHUS UNIVERS TY COLLEGE, LILLESTR@ZM, NORWAY

ABSTRACT

In 2006 Norway introduced a new reform in lower and upper secondary schools, known as The
Knowledge Promation. Among several new issues, this reform focuses on the implementation of
basic skills in all school subjects. Altogether, there are five basic skills, regarded as key
competences. Being able to express oneself orally, being able to express oneself in written form,
being able to read, being able to do mathematical operations and being able to use digital tools.
This marks a great difference from former curriculum, and is mainly reflected in the change of
curriculum goals from knowledge to competence goals in all subjects. The main purpose of this
paper is to present and discuss what this mean to teaching and learning strategies of teachersin
Vocational education and training (VET).

Keywords: Writing skills as knowledge creation

I ntroduction

I will focus on one of the basic skills, writing skills, and investigate as a main approach,
in what ways writing skills and writing activities in school context can create
knowledge in subject relevant for education and future profession for pupils and
youngsters. Even though teachers in mother tongue are teaching in some of the basic
skills as a part of the VET curriculum, | will in this paper specifically focus on how the
VET teachers implement writing skillsin their various vocational subjects.

This approach is a main aspect of my ongoing Phd-project Teachers™ implementation of
basic writing skills in Upper secondary Vocational education and training. This paper
intends to present some issues and tendencies in the field and discuss these on
theoretical basis. The presentation will focus on the attitude and practice of VET-
teachers on writing and knowledge in subject, and main questions are:

What kind of learning strategies do VET teachers use in writing activities, and do these
develop competence in writing or knowledge in subject, or is there amutual outcome?
Do VET-teachers have an explicit argumentation and purpose of writing, concerning
increasing knowledge or writing competence to pupils?

How is writing linked to vocational practice in school context, and what is the content

of writing?
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What kind of texts and writing activities is practised in different subject and in different
curriculum? Are there differences in writing in and across curriculum? In general, how

do writing skills and knowledge in subject balanced altogether?

Background

The Knowledge Promotion intends to promote a good learning environment for all.
Teachers and instructors shall stimulate pupils and apprentices/trainees in their personal
development and in their ability to understand democracy and have a democratic
participation in society, and at last, to attend a constantly changing and developing
working market (Berge 2005). To reach this goal, The Knowledge Promotion has
introduced and integrated basic skillsin all subjects.

There are some specific reasons behind the decision of implementation of basic skillsin
all subjects. The first is related to the low level of attainment of Norwegian pupils in
several international and national surveys/tests, showing that the youngsters are not as
good in reading, writing and mathematics as the Government and educationa
authorities expect them to be, also considering the expenditures in the school system.
Add to this, alongitudinal research in Norway of writing competence of about 3300 15
years old pupils, showed that the magority (75 %) wrote narrative texts about
personal/private issues, and very few (10%) were able to write argumentative genres
(Berge 2005). Secondly, the Government and educational authorities are concerned
about the participation of all inhabitants in building and developing a democratic
multicultural society. Third, and perhaps the most important, is the fact that the post
industrial society and professions in general are being more text-based, and therefore
demands complex literacy skills.

The Knowledge Promotion has created a greater focus in Norway on literacy and
writing skillsin general. For instance national tests in writing as a basic skill is arranged
every year, and it is established a National centre for writing research and training from
2009.
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The concept of literacy

The knowledge Promotion is characterized as a literacy reform. In the White paper to
the Storting (Norwegian Parliament) leading up to the reform The Knowledge
Promotion, the understanding of basic skills corresponds to the English concept
“literacy”:

These basic skills correspond to the English concept “Literacy”, which fathoms broader
than just to be able to read. It includes skills like “to identify, to understand, to interpret, to
create, and to communicate”’. Digital Literacy” is a concept used to define and describe
both basic digital skills and innovative use of ICT in learning activities.(White paper no 30
2003-2004, p 33. Trandation: Tove Berg).

Aswe see, basic skillsin The Knowledge Promotion are to be understood as something
different than just technical and formal skills. Basic skills shall facilitate functional
ability to handle and promote concrete subjects, tasks and professions.

Furthermore, literacy as a concept is to be understood as and includes all resources of
meaning and activities, in written language, in visual presentations and multimodality
texts where we create meaning with texts and in texts (Berge 2005). This corresponds
also to the modern understanding of text as a wide concept, including oral and written
language, pictures and music. The concept of literacy also concern use of written
language in all types of texts, in daily life, in education and training, and in professions
(Karlsson 2006). Within a context we will find many literacy practices, and a wide
range of literacy events (Ivanic et al. 2009). Therefore, the concept of literacy has to be
used in plural form because literacy, meaning able to read, write and speak also implies

to coop with texts form different cultures and professions (Karlsson 2006, Ledin 2001).

Writing in Vocational education and training programs

The upper secondary school includes both general studies and vocationa training.
Upper secondary school vocational and educational training has a form of dual
structure. Four years of learning programme is composed of two years of schooling in
technical and vocational training followed by another two years of apprenticeship on
learning contracts in enterprises. However, also the learning programme in enterprisesis
accredited by public school authorities.
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Vocational and educational training contains of nine different educational programmes,
such as Health and Social Services, Electronics and Technical and Industrial production.
This presentation will focus on the schooling context and not the part of apprenticeship
in enterprises.

The importance of writing skills cannot be underestimated due to the fact that society
and workplaces in general, are being more and more based on texts and language
competences. The use of written language in society is increasing, and the demand for
competence in written production in various genres has increased. To manage changes
in content of jobs and lifelong learning, pupils must develop their literacy or more
specific writing competence related to their future profession (UFD 2003-2004).

Writing skillsin curriculum

Competence goals in The Knowledge Promotion consist of integrated basic skills in
subjects and replace the former knowledge goals. To possess knowledge and to be able
to practise is part of the same thing, as we have seen above. Related to writing basic
skills, the meaning and understanding of the term “competence’ is to be understood as
functional. In a way we might say that basic skills secure the practising of knowledge,
and then give a functiona meaning to the term “competence’. This is also
corresponding to the meaning of DeSeCo’s understanding of competence. In this sense
it is important to avoid separation between knowledge and practising. Competence is
the ability to manage complex challenges and to carry out a complex task (Knain,
2005).

The basic skills are both explicitly and implicitly expressed in curriculum. Teachers and
instructors have to interpret and make their own understanding of how to integrate the
basic skills in disciplines. Each educational programme specifies more or less explicit
basic skills within the discipline as a separate part of subject curriculum. Here | give
two examples of writing basic skills in Health and Social Services and Technical and
Industrial production. Orally and writing skills are here combined:

To be able to express onesdlf orally and in writing in Health and Social services means to
be able to communicate with other people. The ability to communicate is essential when
meeting people in different life situations. The elaboration of written plans, documentation
and summaries are central tools. (Health and Social Services — Trandation: Tove Berg,
2007).
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To be able to express oneself orally and in writing in Technical and Industrial Production
means to be able to describe, explain and document working tasks. This means also orally
and written presentation of hazard or risk evaluations and reports of deviation. Further
more it is about to use a precise language to avoid mistakes and misunderstandings. (My
trandation).

Add to this, the basic skills are also more or less implicit formulated in each curriculum
related to competence goals in school subject. The competence goals are quite open, and
for some competence goals, both skills and knowledge are combined and integrated. |
will give some examples of some competence goals from the same educational
programmes, first year of the schooling part:

Examples of some competence goals from Curriculum Health and Social Services:

e Discuss hedlth-, lifestyle — and nutrition- and dietinformation and advertising in
media

e Explain how each one can keep a good defence against sickness and prevent
infections and
explain what disperse of infections can lead to

« Explain how the body is build and functioning related lifestyle sicknesses and
explain consequences of deficiency of vital body functions
(My trandation)

Examples of some competence goals from curriculum Technical and Industrial

Production:

e Consider and evaluate costs related to aworking task
e Explain aworking process for ideato final product
(My trandation)

To manage a subject or to have professional technical skills means not only to have
cognitive or practical competence. It means aso to be able to articulate and
communicate subject or subject tasks through language and semiotic resources in texts,
orally or written. To carry on a profession you need to speak, to read and to write
(Berge 2005). Therefore, writing skills are to be understood as functiona and are
something more than just formal and technical skills, as punctuation or orthography.
Related to each subject, writing skills are connected to writing traditions, writing
demands and text culture in the specific subject. The purpose is to promote learning of
subject and professional attitude (Hertzberg 2006). But how are the writing practicesin
the schooling part of vocational education and training? How is writing being used?
What is the purposes and content of writing practice? Teachers have to a large extent

the main responsibility to decide writing practices in general in school
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Teachers attitude towardswriting

How do teachers of different school subjects interpret these, more or less open
competence goals and writing basic skills in particular? And what is their attitude
towards writing, their own writing competence and experiences of writing?

Not surprisingly, writing competence of pupils is regarded as important by all teachers.
They are aware of the demands of communicative skills in society and in professions.
They are also aware of the integrated basic skills in subject, but maybe more uncertain
of how to interpret some of the competence goal in curriculum in sense of writing skills
in subject. This is an ongoing debate among teachers and school authorities. More
important though, is their own experiences of writing, because this seems to have
impact on their own teaching in writing or initiative to writing practicesin class. It is of
course different culture between teachers of general subject as mother tongue, foreign
language or mathematics and teachers of technical and vocational subjects (Tarrou
2004). But also teachers of technical and vocational subjects are a mixed group. Some
have educational background from university college, others have vocationa certificate
and pedagogy. Traditionally, university college education is considered to be more
written based than vocational training and handicraft professions. Therefore, it is reason
to question if educational background of teachers has influence to their own writing
skills and writing experiences. It is maybe obvious that teachers with 3- 5 years of
university college education is more comfortable with writing than their colleagues
coming from practical professions without academic education (habitus) (Bourdieu
2007). But even more important is the possible connection between these issues and
teachers' learning strategies in writing and how writing is being used in subject. At this
stage, this connection is highly hypothetical.

Literacy practicesand teachers learning strategies and didacticsin writing

Training in writing skills has in general two different aspects; writing across the
curriculum and writing in the disciplines. These two aspects presuppose different
methodological strategies. We might say that The Knowledge Promotion and integrated
basic skills, makes all teachers as teachers in literacy, in developing the competence of

pupils in writing, reading and speaking. Do teachers in Vocational education and
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training regard themselves as language teachers in this way? And how is this reflected
in thelr learning strategies?

We might assume that writing in the disciplines or subjects and writing across the
curriculum, differs among educational programmes and professions. And culture and
tradition of professions have impact on texts and writing. A profession is highly
influenced by its specific terminology, and al teachers seem to concern much about this
aspect. They do explicit training in precise and accurate vocabulary when pupils shall
communi cate specific subjects.

When it comes to text-writing, in a wide sense of meaning, teachers’ learning strategies
seem different form training in subject vocabulary. First of all, text-writing in class by
pupils often implies quite big task related to the subject, as team work or project work.
Together with these tasks, teachers give handouts with relevant competence goals
copied from the curriculum, where they aso give an interpretation and specification of
these goals in taxonomic demands and grades. The pupils then are acquainted with how
to reach a good, middle or low mark. But the text-type itself, is not more specified than
as a genre classification, as report, documentation, summary etc. A genre as text model,
with its specific marks, is not an issue to teachers. Pupils seem not to get any other
information or training from teacher in how to write the hole text, how to start the text,
how to structure and organise the content of the text. But they still seem to write texts
more or less according to teachers expectations. How come? What kind of elements or
what have impact on the literacy practices in vocational education and training? Do
teachers and pupils after some time copy more or less without being fully aware of it,
the way of writing text typical for the specific context, this means the subject and
culture and learning of the subject? Are there similarities or differences among subjects
in the sense of how to learn to write and use text types, genres and literacy events in
general? Thisissue will be further investigated in my research project.

As we have seen above, terminology is important for teachers in their subject and in
pupils literacy practices. Teachers seem not very concerned about to teach model
writing, in the sense of genre specific teaching. It is a certain disagreement among
researchers and teachers about the value and effect of explicit or focal text-model or
genre training to develop pupils” writing skills (Berge 2008). On the other hand, there
are agreements of the impact of tacit knowledge due to text structure and how to write
texts in specific subject, educationa system or profession (Karlsson 2006, Beaufort
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2007, Freeman 1987). Maybe this can be an explanation to teachers’ learning strategies
inthisfield?

Traditionally, tacit knowledge by handicraft workers is transferred form the master to
apprentices by practical showing and doing, with use of few words. Or to put it in other
words, practical activities is often combined with oral language, and therefore not to
same extent language depended. This is a culture of learning which perhaps many
teachers in vocational training by their roots and background also have affected their
learning strategies. Regard the school context, which | refer to here, the teachers (and
pupils) do both practical teaching in workshops and more theoretical training in
classrooms. Though, classroom seems to be place for writing activities. Despite the
context of learning, classroom or workshop, can the learning culture and learning
strategies of teachers still be characterize tacit and implicit when comes to texts and
genre training and literacy practices?

Each profession and also subject in vocational education and training seem to have its
own characteristic of literacy practices. When comes to text types or genres, there are no
static form of for instance the genre report. In spite of similar name of the genre, it is
created and gets its constitution within a socio-cultural context, a profession or
education (Ledin 2001). For instance will a report from a hospital have different
characteristics than a report from a car-accident. It is relevant to ask: If we want to be
acquainted with these characteristics, we need to be acquainted with the culture from
inside and learn the text types little by little through practical work, to see, listen and
hear the practice of colleagues.

Teachers focus more on the purpose of writing in their learning strategies. What is the
specific function of atext? Why write atext and to whom? Overall, texts can have many
different functions as documentation, planning, problem solving, presentation or
information. In many ways each function or purpose aso implies to whom the text is
addressed, who will read and use the text. These functional aspects of writing are more
or less the same in every subjects or professions. Do these aspects have characteristic of

writing in the disciplines?

Summary

How can we summarize writing activities and training in writing skills in vocational

education and training? Integrated basic skills in all subjects indicate parts of general
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subjects into technical and vocational subjects. To communicate the subject is equally
important as cognitive and practical competence. However, competence in writing will
vary among teachers, and perhaps this is depended on the educational and cultural
background (habitus). In general we might say that teachers in mother tongue have a
general competence in formal and linguistic issues. Teachers of technical and vocational
subj ects have competence in text culture related to vocational subject and professions.
Writing activities and training can be realised in two ways in the school context, -
writing across the curriculum and writing in the disciplines. Each of them demands
different methods. First, what kind of writing activities and writing skills are the most
dominant one in vocational education and training? It is perhaps not possible to make
any conclusion at this stage, but writing activities are strongly connected to big subject
tasks as team work or projects. Pupils get most likely no explicit training in text models
or genre. This seems to be acquired more implicit by pupils inside the context step by
step. Combined with vocabulary training, the main aspect of writing is writing across
the curriculum. Writing activities is used to learn subjects. On the other hand, literacy
practices and literacy events are highly affected by purposes of writing, as for instance
documentation, problem solving, presentation or information. In general, this implies
more or less same writing strategies in all subjects or professions and can therefore be
characterised by writing in the disciplines. So far, both aspects of writing and literacy
practices are being relevant in the schooling part of vocational education and training.
When it comes to teachers learning strategies and occupational didactics in writing, it
seems as tacit knowledge still dominate the learning culture. Traditionally this has been
the learning culture within practical professions, with less focus on written language and
theory. However, it is a question in what way new competence goals promote new
didactics, learning strategies and learning outcome across traditional borders? Put in
general words, is the tacit and more or less implicit way of teaching sufficient to
develop and increase writing competence of pupils and youngsters corresponding to
demands of society and professions? It is probably many methods to develop writing
skills to pupils. Nevertheless, the Knowledge Promotion implies that all teachers ought
to have a certain writing competence and responsibility to develop and increase writing
skills to pupils. It al'so seems as literacy practices are being used to create knowledge in
subject. If the literacy practices are relevant to professions in real work life is at this
stage hard to say.
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Writing skills are a complex competence. In general writing skills can not be
understood as one type of writing, but imply different aspects of writing activities and

strategies related to a social cultural context.

References

Beaufort, Anne 2007. College Writing and Beyond. Utah State University Press

Berg, T. 2007. Basic ills in Vocational Education. In E. Askergi, l.da Silva
Holmesland, H. Kristiansen (Ed.). Professionals in Education: An Anthology
Festschrift for Anne-Lise Hastmark Tarrou (pp. 65-76). Lillestrem: Ellipse as.

Berge, K.L. 2005. Skriving som grunnleggende ferdighet og som nasjonal preve —
ideologi og strategier. In: ArneJ. Aaasen and Sture Nore (ed). Det nye
norskfaget. Fagbokforlaget LNU.

Berge, K L.; Evensen L.S.; Hertzberg, F.; Vagle, W. (red) 2005. Ungdommers
skrivekompetanse Bind I: Norsksensuren som kvalitetsvurdering og Bind I1:
Nor skeksamen som tekst. Oslo: Universitetsforlaget.

Berge, K.L. 2008. Textkulturella forandringar i skolans skrivundervisning. Power Point
presentation. Geteborg 110608.

Bourdieu, P., & Collége de France. 2007. Viten om viten og refleksivitet: Forel esninger
holdt ved Collége de France 2000-2001. Oslo: Pax forlag a/s.

Freedman, Aviva 1987: Learning to Write Again: Decipline-Specific Writing at
University.In Centre for Applied Language Studies, (pp 95-115) .

Hertzberg, F. 2006a. A forsté en plan. Norsklaaeren nr 5.

Hertzberg, F 2001. Tusenbenets vakre dans. Rhetorica Scandinavica nr 18: 92-105.

Karlsson, Anna-Malin 2006. En arbetsdag i skriftsamhéllet. Nordstedts Akademiska.

Forlag. Smaskrift Sprakradet Kunnskapsdepartementet — Utdanningsdirektoratet .
2006: Lageplanverket for Kunnskaps gftet (The Knowledge Promotion).

Knain, E. 2005. Definering og valg av kompetanser - DeSeCo. Norsk Pedagogisk
Tidsskrift nrl, 49 - 54.

176



I NCLUSION AND SPECIAL NEEDS

177



AN APPETITE FOR LIFE - ABOUT MOTIVATION

RUTGER INGELMAN
Sockholm University, Sweden

ABSTRACT

The roles of a teacher are many and sometimes they are hard to handle. This paper is about
motivation. We can ask some questions. How can | create a pleasurable and motivating
environment for my students? How can we motivate all students when teaching? How do we get
children’s attention?

The article analyses five principals of teaching, motivation, activity, concretion, individualization
and cooperation. In the Swvedish teaching plans from 1962, 1969 and 1980 MAKIS (in English
MACIC) is highlighted.

Keywords: mativation, teaching, special needs, enthusiasm, creative activity

An appetitefor life- about motivation

All teachers, special needs teachers, teacher assistants and principals are daily
confronted with the “dilemma’ of motivation or lack of motivation, including their own
aswell as students' motivation for learning.

One might question oneself; how can | create a pleasurable and motivating environment
for my students?

How can we motivate al students when teaching?

How do we get children’s attention?

How can we make all parents attend parent meetings?

Motivation is a matter for everyone and at different levelsin a society.

Thejoy and possibility

When | attended Teacher’s College in the 60’s the conception of motivation was an
important part in our education. We learnt, among other things, that it is the teachers
job to motivate and encourage the students; we should inspire them as well as be araw
model, both through our behaviour and our teaching methods.

Today we tak more about school offering “enjoyable learning environment”/

“encouraging teaching”. In Sweden, The Swedish National Agency for Education
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(Skolverket) (2006) recently wrote a report “The joy and possibility” about this. We
want all students at all levelsto be motivated and feel joy when learning.

| think some of us

1. Some of us teachers think children are so hungry for new information and
motivated to learn that there is no need to create an enjoyable learning
environment.

2. Others say that we, the teachers and our methods, play the most important
part in creating joy for learning among students.

3. Again, there are others that mean that: “ Sure we can talk about encouraging
teaching, but what it comes down to is plain hard work — school and learning
has nothing to do with joy and desire. | make sure they work hard, and those
who aren’t | make them work — sometimes by talking about the future and
future grades, sometimes | ask the parents for help”.

Whatever standpoint we might have of all these mentioned, we are dealing with children
and students desire for learning.
In the dictionary Uppslagsboken (1996) it says:

Motivation plays an important part in all learning processes. It explains why some students
like school and school activities and do their best at al times. It also explains why some
students are unmotivated and hate school and avoid doing well. (p.411).

The same book explains the difference of inner and outer motivation:

Inner motivation comes from within the child itself while outer motivation can be a bribe,
praise, threat, criticism and all too often we say: “what will happen to your gradesiif....

Also, we can, with praise and bribes, create a certain degree of motivation. Or?

To want something

Maybe we can divide our students into two groups; those who are motivated to learn
and those who aren’t.

Soon we will learn that some of them like certain parts of learning but not all.

Also, we will learn that some students are very motivated when it comes to geography
and Swedish, but not maths.

Many students like physical education; others hate this subject.
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Also, some students like your teaching better than mine, which makes them more
motivated in your classes.

Dahlin/Ingelman (2002) has divided children’s motivation into four categories using the
parameters “want to” and “being able to/can”:

° Students who are able to/can, but don’t want to

¢ Students who can and want t

° Students who can't, but want to

¢ Students who can’'t and don’t want to

How do we encourage and motivate those students who don’t want to and aren’'t able to
learn? Can we divide students and others into these four categories? In my opinion these
categories clearly shows how big our task is. The whole school system is based on us
assessing our students. Together and through our work we can see their weaknesses and
strengths, their desires and hates, want to and don’t want to, knowledge and...

Pretty soon we will discover what they can and want to and what they don’t want to and
can't. Also, many children don't like schoolwork and aren’t motivated to learn in the
classroom, but during recess they have high knowledge of games and are interested in
learning new ones - motivation are high! And who hasn't seen a student turn into a
silent mouse when a politician or an artist enters a stage? All of a sudden they areredly
motivated to be quiet!

1962

In 1962 nine-year compulsory school was introduced and with that the government
decided on the first Curriculum (teaching plan) (Lgr 62). Motivation was important then
and the teaching plan talks a lot about the children and their learning, the teacher’s role
and the schoolwork. In the teaching plan from 1994, the word joy is mentioned:
“Exploration, curiosity and joy for learning shall form afoundation for teaching.”
Nowhere is the word “motivation” mentioned, but so is the word “stimulate”:

“School shall stimulate each student to grow and develop with their tasks’.

Both quotes use the word “shall”. It is an order from the Swedish government that we,
the teachers shall stimulate students to learn. If we look the word stimulate up, we get
several synonyms. Encourage, motivate, inspire, give a big kick, enthusiasm, increase,
help etc etc.
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The question for us using the curriculum for the compulsory school system, Lpo 94,
then rises: how do we inspire the children/our teaching? The tools in hand for this are,
according to the teaching plan, our teaching methods, our role as a teacher and the tasks
we give the students. Thisisthe inner environment.

Children are also affected by the outer environment, both indoors and outdoors, in how
successful we are in creating an inspired teaching environment.

A bad school yard, low nourishing food, crowded and dirty areas etc will not help to
motivate students, nor give them energy to learn!

MAKIS—MACIC in English

Many teachers know the meaning of MAKIS, others have only heard of it. Some of us
use MAKIS — motivation, activity, concretion, individualization, cooperation, when
planning the education. I'm one of them. The teaching plan/curriculum from 1962, Lgr
62, writes about M — Motivation: “As ageneral rule, all teaching must be motivating for
the knowledge to last. Education must focus on students interests and needs. In
psychological and pedagogical terms that is motivation”. (p. 46)

We are now talking about the teacher motivating the students. Education must focus on
students' interests and needs. The teaching plan gives examples on how teachers can
create motivation, adesire for learning.

1. For example, the students can take part in planning some areas of a class.

2. Also, the introduction of a new subject/class is very important; for example teachers
clearly need to explain the purpose of this new subject.

3. Students will be more motivated if teachers bring up current issues. Many teachers
can do this. If not, we lack an important method in our teachers’ education. Y ou inspire
and encourage children, colleagues with exciting news and details when starting the

class, the day, anew theme...

About birds

In one of my classes we were going to learn about birds. To motivate and inspire the
children, | talked about a feather — a feather 1’d received from the Indian Black Eagle,
son of Standing Bear. The children were amazed, had | really got a feather from an

Indian? We examined the feather together — the children were even more interested to
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learn more, more about almost anything it felt. We had started off the class and now the
children were inspired to know more. My task isto help them “land” their projects, both
when the class of the day is over but aso when leaving this specific subject. This
particular day we needed to land the project before the day was over. Therefore | told
them a story “The bird and the Bear”. Also, | told them about the Taosindians in

Arizona...

Concretion — one of five principals of teaching

In the teaching plans from 62, 69 and 1980 MAKIS and motivation is highlighted.
These five principals of teaching, activity, concretion, individualization and cooperation
all help to increase motivation. One principal increases the other; they go hand in hand.
For example, | use a feather to make it more concrete when talking about birds; it's an
actual thing that one can smell, feel, look at, taste...to start the class off with and go on
from there. Those children we worry about might need something as concrete as a
feather, when talking about birds, to get them start using their imagination. This is
highly important for us teachers and principals working with students with special
needs.

| believe that little knowledge about MAKIS and the understanding for how important
these principals are when teaching plays a big part in the Swedish school’ s setback and
increasing stress, students tired of school, students not passing school etc.

Finaly, some words about the writer and psychologist Abraham Maslow. Maslow
talked about human needs and how these must be satisfied at one level before one can
feel needs from higher levels. An example: motivation increases in a safe environment,
in a warm climate. Maslow has a foundation for his “Three pyramids of needs’
(Ingelman, 2003) where he differ aesthetic needs from the intellectual needs and the
driving needs.

William Glasser

One of Maslows students, William Glasser, has written several books about school

development, the teacher’s role, and motivation. In his book “Moativation in the
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classroom” he brings up a highly current issue for us in Sweden. What can we expect?
What can the children expect? Will teachers and students motivation to learn increase or
decrease? Glasser (1996) writes about his situation in the US:

Despite teachers hard work they more often meet students who are not interested in
learning. This is not a new problem; schools have been criticized since World War 2 for
not being successful. For example, in areport from 1984, “A nation at risk” that was sent to
the President, the Nation Commission on Excellence in Education for the schools to
prolong the school days and the school year, make classes more difficult and give more
homework. If this report was the only criticism against school it would be easy to dismiss.
It might be written in a new language, but has been said severa times before without any
positive changes.

Instead of the suggestions from the Commission, Glasser suggests for changes that the

Swedish teaching plan from 62 talks about and the importance of the five principals for

learning. Glasser emphasizesthe C in MACIC — cooperation.

It is crucia for a positive teaching. He concretely shows how teachers can organize so

called “learning groups’. He brings up theories of cooperative learning and wants to

prove that positive group works increases motivation, which increases the will for

learning and students make a greater effort.

Dahm

Now, some words from Oscar Elis Leonard Dahm: principal, politician, teacher from
the town Kalmar, Sweden (1896): “All positive teaching must come from heart and
mind. The mind will explain the feelings, the heart will clarify the thoughts’.
(Dahlin/Ingelman 2002)

To feel joy and keep that joy in teaching might be about explain feelings and clarify the

thoughts. A warm classroom with an organized structure.

Thejoy and possibility

In the report “ The joy and possibility” from The Swedish National Agency for
Education (Skolverket) 2006, they say:

The teaching plan emphasizes the students desire to learn. Studies show that the students
desire to learn is dependent on the teachers desire to be a teacher. The teachers own trust
for his or hers teaching methods, competence and the liking for teaching are factors
students use, no matter sex or socioeconomic background, when assessing who is a good
teacher and what characterizes a positive learning environment. (p. 42).
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At last

The Norwegian teaching plan (1993) writes, which corresponds with this article’s
headline: “Upbringing shall give students an appetite for life, encouragement to do what
they want and further develop what they learn”.
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ABSTRACT

This paper is about the sexual health education situation in Ukraine and the conceptions of
Ukrainian (student) teachers, consultants and trainers in health education. The major problem in
sexual education in school in Ukraine is the overcoming of psychological barriers by teachers to
address a question about «sex» with students. A problem is predefined that most teachers belong
to the generation, educated in a spirit of Soviet Union where sexuality was a taboo. |n independent
Ukraine, the theme of sexual education is part of the school and the university curriculum. So,
most of the teachers are interested in means to educate sexual health.

Key words: sexuality, health education, Ukraine, taboos, HIV/AIDS

I ntroduction

Sexual health education is a relevant topic in teacher education. One of the most
convincing reasons, that forces society to spare more attention to sexual education of
their children isa statistic one. It shows that in Ukraine sex beginsin 13-14 years - more
than ten percent from the children of this age already had sexual experience. Twenty
percent from those, who were 15-16 years and 25 percent from 13-14 years old didn’t
use contraceptive during sex and amost every third was drug influenced or consumed
an alcohol before entered into a contact with a partner (statistics of International Bank
of Reconstruction and Development).

Apart from that, Ukraine stands in the first rows among the European countries that
makes an epicenter of AIDS distribution. So far the AIDS epidemic, which spreads over
al the territory of Ukraine, is concentrated in the «groups of risk» - mainly among
those, who accept drugs through injections. But, after prognoses, during only ten years
an epidemic will spread on a general population by a transmission from the persons of
one floor to another. So, for the last decade of distribution of infection among those,

who pricks drugs, fallen down from 84 percent to 40 percent. However much the fate of
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cases, when an infection was got during sexual relations, grew from 11,3 percent to 38
percent (statistics of International Bank of Reconstruction and Development).

For education, especially teachers in biology and health (care) have opportunities to
focus on sexual health topics. In this paper we focus on the situation of sexual education
in Ukraine. We also report about research on conceptions of pupils and teachers of
sexual education. The research questions were: Which conceptions about sexual health
education of teachers in health education in Ukraine can be found? And which of these
conceptions can be used in developing a teaching strategy for effective sexual health
education?

In the first paragraph the sexual health situation in Ukraine is described. The research
guestion that is investigated in Ukraine is explained in paragraph 3. Paragraph 4 reports
about the results of the investigation. Finally the conclusion and discussion on what

conseguences for teacher education can be formulated.

Theoretical background & situation in Ukraine

Sexual education in general

Some authors (Horbunova, 2006) consider that actuality of the problem of sexual
education is conditioned by a lot of reasons. The first is related to the absence of the
differentiated approach to the children in accordance with their sexua belonging. The
second one is the incompetence of teachers and parents in the questions of sexual
education of children, which results into the swift growth to the absence of early
orientation on implementation of social role in life (father, mother, wife and husband).
Especialy sharp are the contradictions between: on one hand the increasing of family’s
role as bases of modern society and on the other hand youth’s unreadyness to create a
family; the confession of the growing role of woman in society and man’s unwillingness
to accept it in their own family; understanding of family’s values and standards of
sexually-role relations and instability of modern matrimonial relations; the increasing
number of divorces, especially among young people; declared equality of women and
men in family and failure to carry out by men their social roles of husband and father.

In Ukraine the main task of actual sexual education is the promotion of a harmonious
development of a rising generation and into moral intersexua relations, an into the

strengthening of marriage and family. Therefore sexual education can not be examined
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dissociated from the general questions of education, which prepares the young
generation not only to work and to public activity but also to the personal life. Together
with that «sexual problem» is also a social-hygienic problem, related to the health,
capacity, mood of people and their way of life.

Sexual education in the school curriculumin Ukraine

The theme sexual education is part of the school and the university curriculum. It
fragmentary takes place in such subjects as. Biology, Vaeology, Health Basics,
Psychology and others. The problem decision of healthy conduct choice is fixed on the
new integrated course of the school program — Health Basics, the task of which is to
influence by pedagogical methods on consciousness and conduct of students by
development of their values, relations, vital and special skills, friendly to the health,
safety, harmonious development and success.

In the courses of Valeology and Health Basics sexual education is seen as the basics for
a healthy family and as a prophylaxis of sexually transmitted diseases. It occupies such
problems as. evolution of carna knowledge; physiological and social-psychological
preparedness to sexual relations; physical health as a necessary condition for valuable
sexual relations in the family; gender context of the children's and teenager's sexual
education system; marriage and law; family's functions in society; planning of the
pregnancy; genetic counceling; methods of contraception; abortion and its
consequences; venereal diseases and AIDS as a result of casual relations and
unprotected intercourse; narcotic and toxic elements like alcohol $using as a factor that
stipulate inherited diseases and violates sexual functionsin future.

Actually, great expectations are laid on the subject of Health Basics, teaching of
disciplines that form motivation on the healthy way of life for students requires a new,
high-quality method of research on teaching, that is based on the principle of
knowledge's acquisition, not seen as a task of for teaching. These methods form a
competence approach (knowledge is for the sake of abilities) which is based on forming
and development of vital skills. It also grounds the necessity of forming the realized
behavioural reactions, which would allow successfully deciding a task of self-defence
from a risk conduct, overcoming of vital difficulties, everyday problems and other
problems which open up in maintenance of educationa subject (Voroncova &
Ponomarenko, 2006-2007).
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Health Basics — is an obligatory subject in Ukraine for pupils of 5-9 classes (10 — 14
years old pupils). The continuation of this subject is “School against AIDS’ for 9-11
classes, and is not obligatory. Health Basicsis a cross curricular subject with Valeology,
Biology, Basis of Life Safety and Physical education as the main subject areas.

In sexual socialization an important place also is occupied by the lessons of Physical
Education, which promote the perfection of both physical and moral qualities of man,
eliminate possibility of provocation of early sexual interest, form honest, friendship,
sincere between the persons of different sex. Physical education, from one side, must
eliminate or weaken harmful influences on child's organism, which would stimulate a
premature sexual learning. From the other side — to create terms which are instrumental
in switching from hormonal activity of the sexual ripening on other activity and the
same to improve physical and mental development of rising generation (Kolbanovskyy,
1979).

It is known that harmony in sexual intercourse is determined by a good physical
preparation. It is well-proven by Ukrainian and foreign sexologists, that a good physical
condition of a man to a great extent determines his sexua desires (Kravets V., 2005).
Women, which execute physical exercises regularly, have fewer problems with a
menstrual cycle (Kravets V., 2005). The physical loadings are useful to the girls, the
muscles of abdominal press and pelvis become more elastic that is enough important in
the period of maternity.

Today in scientific circles precede a discussion about the speciality of teachers which
can lay out the subject “Health Basics’. At the same time numerous scientific labours
(Polulyah, 2002; Horashchuk , 2005; Kyryl’chenko, 2007 etc.) lead to efficiency of
intercommunication between the health of children and physical education which
confirms an idea about expedience to inculcate this discipline by teachers from physical
education.

Unfortunately, the system of Physical Education teacher’s preparation, which exists
today, does not answer these requirements, connected with the inclusion of Ukraine into
European educational space. Achievement of the proper high-quality level of PE
teachers professional readiness has to become the purpose of pedagogical processes for
athletic education and for the development of youth’s motivation on a healthy life style
by facilities of physical education (Shyyan & Slyvka, 2008). So, the task of finding new
technologies in teacher’ s preparation is immediate for Ukrainian education, and the best
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results can be found with interchanging and account of cross cultural experiences (Van
der Geugten, et al., 2008).

The main problem in educational philosophy is the question about new methods of
research, which can make a mind enough sharp and flexible for an "unstereotype
thought™ — such, that could absorb and retain information and be creative during all
working process.

In school Biology acquaintance with the differences of man and woman individual's
role in the process of kind preserving begins in the section "Plant”. Here pupils get the
first knowledge about sex organs and cells, differences in their structure and functions.
The section "Animals" acquaints pupils with differences in a structure and role of man
and woman individuals. In a section "Man and his health" pupils, studying the features
of organism systems structure, meet with the differences in their structure for man and
woman. In a theme "Locomotory system”, the features of pelvic bones structure,
skeletal muscles of man and woman are examined; in a theme "Blood" goes speech
about content of red corpuscles for the individuals of different sex; in a theme
"Respiratory organs’ a question is studied about the sexual differences of vital capacity
of lights. The specia place in a biology course occupies theme "Reproduction and
development of man's organism™. The structure of the sexual system features of its
functioning for men and women processes of impregnation and pregnancy, disease of
the sexual system, and their prophylaxis. A separate place in this theme is occupied by
the questions of birth and equal responsibility of man's and woman's control of the most
favourable terms creation for womb development, birth and growth of a child.

The school biology program, unfortunately, small attention is given to psychosexual
teenager's development, stages of sexual appealing and differences of this process for
girlsand boys. Extra education is needed here.

Historical backgrounds

The analysis of maintenance of school curriculum shows that the proper place is taken
to the question of sexual education, but, unfortunately, it does not give the desired
results. There is arow of reasons, why sexual education at school is ineffective. One of
them and, probably, the mgor, there is a problem of overcoming of psychological

barrier by teachers to affect a question about «sex» with students. A problem is
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predefined that most teachers belong to the generation, educated in a spirit of Soviet
Union where, as it's known «there was no sex», so there was no necessity to speak
about sex. Except for that, the totalitarian modes repress the sex appeal of the citizensin
general, so as the last is the most powerful method of expressions the unique human
individuality, which are hostile to essence of totalitarianism. Obviously, that formed in
society in which it is not accepted to affect the question of sexual education, and the
educational processis build on principles of serving the knowledge and its contral, it's
psychologically hard for teachers to tune on principles of competence forming for
students in the problem of sexual education. Consequently, today's state of the problem
is a direct investigation of “sexless pedagogic” of the past years in a collision with
expansion of «sexual revolution», and its basic criterion are the teachers that didn’t have
special preparation and are not acquainted with the methods of sexual education.

Pupil’s lack of information about elementary questions in sexual education is an alarm
signal. Most teenagers hear about sexual life and baby birth from the persons of the
same age, or as we got used to talk - "in the street”, on television and internet. Only
19% of young men got necessary advices from parents, which feel free them to tell
about intimate. Only third part of future mothers can get such information in the own
family.

Educators who stand opposite to forma sexual education says that "school sexual
education” can authoritatively curve the nature of sexual attitudes, because they are
interpreted exceptionally in terms of biological instinct, and because it takes place in a
neutralizing "laboratory" atmosphere. They argue the position with the fact that, when
children will not hear about sex at school, in any case, they’ll hear about «it» in the
street. But such argument can serve as only evidence of necessity for parents in the
proper and deferential method informed their children about carnal knowledge, and
beginning from the age of 2-3, when sexual integration of child — boy or girl started.
Parents have to know, that relationships teenagers enter in intimate not only through an
especially physical train. They just want to try new feelings, wish to grow up quickly,
feel a requirement in love and closeness, and they are afraid to fall behind from the
children of the same age... And only correct sexua education can help young men and
girls to say ,yes’, if they indeed want it and ready to the intimate relationships, and
»N0" —if they against (PutilinaY ., 2009).
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Cultural backgrounds

An addressing to the best traditions of Ukrainian culture which equates sexual education
with education of senses can, to a significant degree, help parents and teachers to get
success in sexual education of the children. The prime example of it is comparing
between concepts “to have sex” with a concept “to have love’. From the ancient time
the Ukrainian woman differed by self-respect, she aways was a guard of home
morality; she didn’t stand infidelity of the man. Relations in the Ukrainian family were
built on confession of equality of rights between man and woman. The emancipation of
the Ukrainian woman is related not only to tailings of matriarchy in Ukrainian character,
but also often with the forced absence of man at home (liberation wars, kozakuvannya,
chumactvo). A woman often was responsible to stay ahead of the family and to execute
masculine work. The important element of the system of costs of family education is
equilibrium of paternal and maternal, masculine and womanish elements (Vyshnevskyy,
1996).

Field research in Ukraine

Research question

The project ‘East West’” of INHolland University investigates for several years health
education in order to develop effective teacher strategies in The Netherlands, Ukraine
and Belarus (Brinkman, Van der Geugten & Jager, 2006; Van der Geugten, et al.,
2008).

This year the project focused on the following questions. How can (student) teachersin
Ukraine educate youth effectively about sexuality? And how can pupils in Ukraine
effectively be educated about sexuality?

Target group

A visit to the Ukrainian cities Kiev and Lviv is made. There have been investigated 69
pupils between 14 and 16 years at three different schools and 52 (student) teachers and
trainers in health education in the age of 17 till 70 years old at different institutions:
Salus Foundation (trainers), Lviv Inservice Ingtitute (consultants Health Education and
student teachers Health Education) and National Taras Shevchenko University Kiev

(student teachers).
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Research method

The research method consisted out of three parts. First al the respondents made as a
pretest a Hierarchical Concept mapping and drawing test (HC-test) to inventory their
conceptions about sexuality and sexual education (Boschhuizen & Brinkman, 1995;
Kievits, et a., 1998).

Secondly the respondents played ‘the cup game’, a game to make people realize about
the fastness sexual transmitted diseases (std’s) like HIV/Aids spread when having
unsafe sex (Rutgers Nisso Groep, 2008). All the respondents got a cup half filled with
water, two of the cups were filled with lots of salt (the respondents weren't aware of the
salt). The respondents got the assignment to poor over water with people they like. In
this way the salt spreads. After a couple of minutes the respondents are asked to sit
down and take a sip of their cup. Everybody who tastes salt had to stand up, in general
all the respondents stood up. The fast spread of salt shows the fastness of the spread of a
std when having unsafe sex. For the pupils the game is to emphasize the importance of
having safe sex, for teachers and trainers this is an example of an educational mean for
sexual education.

Finally the respondents filled in an questionnaire to inventory the opinion of the pupils
about the game, to check if the pupils understood the meaning of the game, to inventory
how the teachers and consultants think about sexual education and education means for

sexual education before and after the cup game.

Results

Pupils

According to the HC-test the investigated pupils in Ukraine associate positive aspects
with sexuality, like feelings and relations. The pupils drew hearts, couples and flowers,
this is mainly related to emotional aspects of sexuality. According to results from the
guestionnaires the pupils have knowledge about severa std’'s, nevertheless their
knowledge is low. The pupils write that sex with an unknown partner is unsafe sex.
Somehow this is true, on condition that no prevention method is used. Pupils don’t
mention that.

Even though pupils in Ukraine aren’t very used to active learning, they think the cup
game is nice and instructive. This corresponds to the research results that youth prefers
to be informed about sex by discussion, games and images (De Graaf, et al., 2005). The
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majority of the pupils would like to play a game like the cup game more often, they are
not specific about the content of the games they prefer in future. The pupils find it
difficult to speak about this subject in the classroom, this had to do with feelings of
shame and insecurity. With the cup game pupils are in a relaxed way introduced to
sexual education.

Based on the research there have been formulated some recommendations. (1)
Separation of girls and boys in some topics of sexual education. In this way girls and
boys feel more free to discuss gender related topics. Educate girls and boys together
about sexuality to achieve that they learn from each other. (2) In sexual education in
Ukraine the educators should make use of the emotional and positive feelings the pupils
have when they think of sexuality, to introduce sexuality and to educate effectively.
Because following Ausubel (1986) 'the most important single factor influencing
learning is what the learner already knows. (3) Use active means of education. Pupils
like it and they learn more then only listening to the teacher. (4) The teacher can
inventory the conceptions of the pupils about several aspects of sexuality before they
educate about sexuality, for example with a mind map.

Teachers, trainers and consultants

The teachers, trainers and consultants made also a HC-test, played the cup game and
filled in a questionnaire. Thisfield research confirmed the taboo on sexuality, even with
teachers and trainers in health education. The respondents were the whole time very
interested, but at the same time when the subject sexuality came up most of the
respondents laughed and started feeling uncomfortable.

According to the HC-test the respondents think physiology and anatomy are important
in sexual education. Consultants find it important that youth knows about their physical
development in puberty. The drawings consist of relationships, love, lots of hearts,
flowers and couples.

According to the questionnaires the respondents think the cup game is suitable for
sexual education, and most of them will try the game with their own pupils. The
respondents think they can educate youth better on sexual heath with games as
educational means. They expect youth to remember the message better. The respondents
think std’'s, pregnancies and lack of knowledge is the biggest problem in their
surroundings. In their opinion this should be more emphasized in the school program.
The respondents think school and parents are an important source of sexual education.
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Next to the teacher and the parents, they think psychologists and doctors are the right
persons for sexual education.

From the interviews it becomes more clear that Ukrainian parents seem to be reserved
concerning the sexual development of their child. Delfos (2003) says the relation
between parents in the family influences the sexual development of the child. The
Ukrainian children can take over the shyness of their parents and think it’s strange to
talk about such subjects. Moreover parents seem to be frightened when their children
talk about sexua health related issues. Parents complain to the teacher that they
shouldn’t promote sexuality and having sex. This can be a reason why teachers don’t
want to educate sexual health. Next to that most of the respondents don’t write about
HIV/Aids or homosexuality in their HC-test on sexuality, nor in the questionnaire or the
interview.

In genera there wasn't a visible change in conceptions about sexual education in the
HC-test before the cup game and in the questionnaire after the game. But the
respondents mention especially the importance of the way sexual education is given in
the questionnaire. Most of the respondents are not satisfied about the present sexual
education. They think most problems in their environment are caused by lack of
knowledge. According to the respondents the education should be improved with using
activating didactic means (like the cup game), then sexual health education will be
effective. Then pupils learn in a playfully way, that is positive for communicating the
message of the didactic mean. Based on the research there have been formulated some
aspects to take into account for Ukrainian teachers and trainersin sexual education.

(1) Parents are reserved concerning sexuality, it isimportant that teacherstalk to parents
before they educate sexual health in the classroom. With this you prevent parents who
complain and disagree with talking about the topic. It is important that teachers
emphasize that sexual heath education is about risks and sexual development of the
children, and not to promote sexuality. Part of the respondents tell that parents but also
colleagues think you promote having sex or becoming a homosexual if you talk about
these topics in the classroom. To educate about sexua health the teacher can inventory
the conceptions of the children (also mentioned in the previous paragraph).

(2) Teachers should be prepared to educate sexual health. On one hand the teacher
should have the knowledge and the skills to educate sexual health. On the other hand

the teacher should be aware of his or her own conceptions about sexuality.
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(3) Sexuality must become part of the school curriculum. Then teachers have to educate
about sexuality, and parents can’t complain. Of course it’s still uncertain which topics
teachers talk about in the classroom.

(4) Inviting a guest from an organization makes it sometime easier to talk about
sensitive topics for teachers and pupils.

(5) Teachers can use an anonymous box for questions and topics of pupils. The teachers
knows what pupils like to know and the pupils will not feel insecure. In this caseit’s not
up to the teacher to choose the topics, but up to the pupils.

(6) Teacher can make appointments about language, there are different (rough) words to
use for genitals and sexual intercourse. With these appointments teachers and pupils feel
less ashamed about the words they say, and everybody knows what’s allowed and what
isn't.

(7) Using active didactical mean in sexual education stimulates pupils to discover ideas
and insights by themselves. The teacher challenges the pupils by using active

educational means to think critical and to reflects on their learning process.

Discussion

This paper described the sexual education situation in Ukraine and reported about field
research on conceptions of Ukrainian teachers and pupils about sexuality.

Sexual education of the children is the complex task for parents, teachers, physicians,
psychologists, social services, government etc. But sufficiently often responsibility
holds from one shoulder on other, as a result children that weren't explained and
educated suffer of, and didn’t know how they have to manage with their natural
necessities. This paper provides some points of discussion.

How do cultural aspects of sexual education haven to be taken into account? For
example sex before marriage, how do people think about sex before marriage in
Ukraine? Is it uncommon, is it allowed? Do adults think different than youth on this
topic? No matter what the answer is, teachers should know what to do in sexual
education. Do they have to prevent youth from having sex, or do they have to prepare
them on having relationships and (save) sex?

Besides, important is the issue if sex is still ataboo in Ukraine. As earlier explained in

independent Ukraine sex isn't a big secret anymore. Nevertheless the generation that
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grew up in Soviet Union times - when sexuality was a taboo - are today’s parents and
teachers. Sexual health is part of the school and university curriculum, and teachers are
interested in means to educate sexual health. The conditions are improved to talk about
sex and sexuality more freely. Although a taboo can not disappear with the
independence of a country, it is embedded deeply in peoples thoughts and behavior.
That is also experienced during field research by Dutch researchers in Ukraine.
Sexuality appears on adverts on the street, television and internet. But the subject is till
difficult to talk about in the classroom. Teachers don't feel free to talk about it and
parents are also not positive if children learn about sexuality (some say that you then
promote sexuality). Moreover the reactions of Ukrainian pupils and teachers in the past
years on games about relations, love and prevention of sexual transmitted diseases made
by Dutch researchers were received with lots of laughing and tension.

Another point of discussion are the goals of Physical education in Ukraine. As
described before Physical education in Ukraine tries to change hormonal activities of
children. But we need to know more about the practical application and effectiveness of
this goals for education. How is it possible and why is it necessary to change hormonal
activities of children by (sexual) education?

It is clear that in developing programs for sexual education, the historical and cultural
aspects of Ukraine have to be taken into account. Most relevant is how the goals of
sexual education in Ukraine fit the goals of other European colleagues, and how we can
prevent children from (sexual) risks with education and educational means.
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TEACHERSROLE IN SELF-ESTEEM AND INITIATIVESOF THEIR
STUDENTS?

JANNIE LENSEN-BOTTER
Windesheim University of Applied Sciences Zwolle, Netherlands

ABSTRACT
This workshop is about the The professional pedagogic role teachers can play in scaffolding the
self-esteem devel opment and the initiatives of students.
The results of the research in 50 primary schools in Bali showed children of low educated parents,
live in mountain villages, who did not visit pre-school and maintain the restricted code, have a
lower self-esteem and show less constructive initiatives.
Schools have a powerful job to do, especially the village schools. Teachers can integrate the
support of children in personality growth when they are creating knowledge.

Keywords: self-esteem, initiatives, teachers professional pedagogic attitude, rural areas, parent education.

This study is about the relationship between self-esteem and initiatives of young people
and the professional pedagogic role teachers can play in scaffolding the self-esteem
development and the initiatives of students. The research field is the elementary schools
in Buleleng Area in North Bali, Indonesia. The search will find cultureless risk factors

in development of self-esteem and initiatives in Indonesia and Holland.

Resear ch question and relevance

Many children in Holland as well as in Bali do not take constructive initiatives to
develop themselves optimally (Eggen e.a, 2004, Blom e.a, 2005, website EVD,
ministerie van Economische zaken, Holland). What is the reason children do not take
the right initiatives? Can teachers support the process of taking the right initiatives by
their professional pedagogic attitude?

Teachers in Holland and Indonesia face some educational problems: 1. Some teachers
work in rura areas (Vegt, A. L. van der & Velzen, J. van (2002), 2. A group of children
become drop-outs: 57.000 in 2004 in Holland ( Berghuis e.a. 2006), 3. Teachers have
to deal with an increasing amount of behavior problems and criminality (Eggen e.a,
2004, Blom e.a, 2005). It is obvious that some children in both cultures take many

constructive initiatives and others do not.
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Modern education programmes and new learning models in Holland work on social,
moral and cognitive development of children and try to reduce in-constructive activities
(Bron, 2006, Blok e.a. 2006 and van der Vegt en van Velzen, 2002). However, in-
constructive initiatives and behaviour have also intrapersona aspects. Children with a
low self-esteem take less constructive initiatives. Rosenberg (1965) found that young
people with low self-esteem had more problems in socia situations. Verhulst (1996)
discovered a relationship between behaviour problems and a negative self-esteem. And
athough Baumeister et a (1996) and Thomaes (2007) declared that there is a
relationship between high self-esteem and behaviourproblems, they did not mention the
fact that the seemingly high self-esteem narcists has an hidden low self-esteem (Foddis
et a 2002). The high self-esteem is in case of the narcists a defence mechanism in
which the inner sources of the self-esteem will be compensated (Morf and Rodewalt
(2001).

Self-esteem in this study is as value of the self (Rosenberg, 1968), self-respect and self-
confidence (Branden 1994). Self-concept is an integration of different self-concepts at
cognitive, social, emotional and moral concepts on implicit and explicit level. Integrated
self-concepts shape a person’s identity. Thereisa ‘rea’ self, the actual self-esteem and
the ‘ideal self’, they way persons wants to think about themselves. Distance causes
identity diffusion. Self-esteem is dynamic, people try to find a way to reach their ideal
self (Ericson, 1968, Rogers, 1951). Most of the self-esteem tests will compare the self
with others describes the self-esteem (Rosenberg, 1968, Harter. 1985). This self-esteem
scientists did not mention the way students think others will think about them. If words
act upon children to shape thinking (Vygotsky in Wertsch,1985) it might also form their
self-esteem. The way one thinks about oneself will be seen in the behaviour (Holland
e.a1998). This is like a ‘saf-fulfilling prophecy’ (Merton, 1968). If for example the
self-esteem is negative, this can be a wrong definition influencing the behaviour to
actualize this definition. Teachers play an important role in the self-esteem shaping
process. If teachers use the right words and adopt a professional pedagogic attitude, in
which they challenge children to activate their thinking, they can change the self-esteem
of children. When students individually feel accepted by their teacher and the teachers
show high expectations of the children’s cognitive, social and moral initiatives, they
experience less negative emotions and they become conscious about their actions
(Berne 1961). Maslov (1970) calls this self-redlization after fulfilling basic social needs

and ego-needs. Reflection is necessary to become conscious of new meanings in order
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to be able to connect new ideas with already existing inner means, and develop new
meanings.

The question is: Can teachers change inactivity, or non-constructive into constructive
initiatives? Is it possible that they can turn a negative self-esteem into a positive self-
esteem by a positive basic communication towards children, a professional pedagogic
attitude and scaffolding to support activities in the child’s zone of the proximal

development? What are the risk factors in development of self-esteem and initiatives?

Method

The research’'s aim is to discover if there is a relation between self-esteem and
initiatives of children and how teachers can influence this development. What are the
risk factorsin the self-esteem devel opment process?

Research group

50 schoolsin Buleleng area,

150 classes(class 4,5 and 6 primary education),

3622 children

Different groups:

* Schools in the touristic area and mountainvillages

* Parents with different educational background

* Children visited pre-school of no pre-school

* Language in schools: bahasa Bali, bahasa Indonesia or a combination Bali/Indonesia
 Language of the children: restricted/ elaborated

Research
Students from Undiksha and from Windesheim worked together and visit the schools to

gather the datain January and June 2008.

* Child questionnaire about situation self-esteem and behaviour
* Teacher questionnaire

* Head of the school questionaire
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* Observation by the students
* Parent questionnaire (2 in each school)

The data has been worked out in excel and SPPS, and the data has been analysed
statistic: compare means, find significant differences of different groups and find

correlations.

Results, conclusion and discussion

The results of the research showed that there is a relationship between self-esteem and
initiatives. Teachers who used a professional pedagogic attitude with a positive basic
communication and acted from an adult position, or choose from an adult position their
reaction(Berne, 1961), can influence the self-esteem of children in a positive way.
Children from these teachers showed more constructive initiatives. Self-esteem is a
dynamic system, so it is possible to influence this (Ericson, 1968). However there are
some risk factors in development of self-esteem and initiatives. Children of low
educated parents, live in mountain villages, who did not visit pre-school and maintain
the restricted code, have alower self-esteem and show |ess constructive initiatives.

The reliability of the self-esteem tests are high, but one of the self-esteem tests is new
developed and trandlated and there is no triangulation possible because the parallel test
measures something el se (self-esteem compare with others).

Students did the observation; there was a inter-judge measurement which shows a
correlation between the measurements. Cultural aspects are not yet not enough worked

out in this research.

Implication for the schools

Schools have a powerful job to do, especially the village schools. Teachers can integrate

the support of children in personality growth with the contents of education. If teachers

see every learning process as a small crisisin the proximal development zone (Wertsch,

1985), they can reduce negative emotions by a positive basic communication.
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Schools can work in different ways on influencing the self-esteem and initiatives of
children:

1. Maintain a professional pedagogic attitude

- Basic communication

- ‘adult’ attitude in Transactional analysis, (Berne, 1961)

- working in the zone of the proximal developmental

2. Developing pre-school programs

3. Stimulating more parent contacts

If teachers realize the huge role in scaffolding the development process of self-esteem
they will change their professional pedagogic attitude, especially in the rural areas. This
attitude will reduce in-constructive behavior of the children, so probably less children
will become drop-outs or maintain criminal behavior. Teachers can reduce the risk
factors of the development of the self-esteem by supporting the development of pre-
school facilities, because they know the impact of this programs on the development of
young children. If teachers and parents become partners in education the parents are

more able to support the development of the children.
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EDUCATORSIN UKRAINE

OLENA SHYYAN
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ABSTRACT

The aim of this paper is to raise the problems related to the process of introducing new knowledge
through educational policies in initial and in-service teacher training in health education in
Ukraine. Fifteen year experience of introducing learning programs focused on health education
across Ukraine in regional and international context will be presented. During this period
different Health Education programs supported by bilateral and multilateral international
developmental organizations were successfully implemented across the country. It is important to
indicate that since 2005 the new obligate subject “Health Basics’ was provide in school
curriculum in Ukraine. It formed new tasks. One of the main recent tasks is introducing new
knowledge through training the teachers of health education. Challenges, obstacles and solutions
of Health Policy analyzed retrospectively. Analysis of experience in implementation of health
education as a priority component of education policy in Ukraine gives grounds to assert that
there is a sustainable tendency for pursuit of new models of the academic activity organization, the
use of different forms of teachers' training, reassessment of requirements for general cultural and
professional level of teachers.

1. Introduction

On present health of Ukrainian nation isin crisis and the health care in our country can’t
meet the requirements of the population. Since independence Ukraine has been in the
midst of an unprecedented demographic decline combined with a health crisis. A recent
overview of research findings confirms that education may exert an independent effect
on medium to longer-term health outcomes, and can play an important, abeit
circumscribed, role in reducing health inequalities (World Bank, 2009). The aim of
learning process is to form active healthy lifestyle, to increase the competence and
moral maturity for making decision and for solving problems.

Teachers training in the sphere of promoting hedlthy life style among youth is a part of a
continual process of professonad development of specidists in order to make ther
professiona leve correspond to the international standards, demands of the time, individual
persona and professional needs. In modern conditions the problem of teachers training in the
sphere of promoting hedlthy life style among youth has gained specid significance.
Pedagogical science in any country has to include a multi-facetted system of teachers

training in the sphere of promoting healthy life style among youth. Because this system
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was created and developed in cultural and political contexts of different countries, the
practice of education is also heterogeneous. They may both correspond and contradict to
the generally acknowledged professional understanding of the best practice. Even in
terms of one country there may be observed regional differences in approaches to
promotion of healthy life style among youth and teachers' training for the indicated
activity.

The research questionsin this paper were:
- What isthe picture of health education in Ukraine today?

- How hasit progressed since independence?
- What policies can be used for the introducing new knowledge to health educatorsin

Ukraine?

Improving the system of teachers’ training for promoting healthy life style among youth
requires taking into consideration the main world tendencies in the change of objectives,
contents and forms of pedagogical training, scientific development, the state social order
and regiona specificities. Here appears a need of thorough analysis experience
accumulated in Ukraine of the introducing new knowledge to health educators for

implementation the health basics courses in the academic activity.

2. Thetheoretical background.

Contemporary general theoretic level of the problem research is determined by a
number of works dedicated to the problems of education and health (Tatarnikova
(1997), Tones (1990), Bedworth (2001), Kolbanov (2005).

Works by national scientists are dedicated to the problem of health and healthy life style
in Ukraine (Amosov M., Apanasenko G., Bulych E., Muravov 1.). Training teachers of
valeology and health basics in Ukraine is the topic of works by Vorontsova P., V.
Ponomarenko, S. Strashko, Shyyan O. ( 1997, 2005). Development of a teaching
strategy for secondary school pupils, based upon the comparative analysis of norms,
values teachers and pupils in the Netherlands and Ukraine, is highlighted by J. van der
Geugten, Brinkman F., Jager T. (2006, 2008).
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In the opinion of international experts, the last decade has brought a new vision of the
role of the health basics education, which encompasses its past, present and future
(Strasbourg, 1998). At the current stage, health education has to fulfill the following two
new tasks:

Firdly, to increase the level of awareness among the citizens, experts in the sphere of hedthy
life style and politicians (the representatives of authorities) concerning the role and impact of
socid, economic and environmenta factors on the ate of health as well as non-uniformity of
hedlth-improving resources distribution;

Secondly, is to form the ability of taking responsibility. It includes the use of health
education for giving knowledge and forming life habits for providing the ability of
taking decisions concerning personal health and health of the family and community they
livein (Tones, 1990).

Thus, the requirements for professional teachers' training in the sphere of health education
are constantly augmenting, while the problem of special teachers training for promoting the
rules of safe behavior among youth preventing the negative influences on their hedlth, has
gained specid dgnificance. In opinion of L. G. Tatarnikova (1997), the training of a
contemporary teacher must begin with valeological education. Valeology is the science
about hedlth. Properly, acquiring valeological knowledge ateacher isforming his’ her own
attitude and philosophy of uniqueness of every child’ s life; after al it is the educator who is
able to awake a school child to a sense of persona meaning and salf-reliance.

Meanwhile, in the opinion of the Russian expert V. V. Kolbanov, reluctance and inability to
pass the limit of one's previous narrow professiona spheres has led to controversid perception
of essence of the new science's, which in its turn became one of the reasons of the criss
incipiency in valeology. Among the symptoms of the crisis, indicated by the scientist, we have
paid attention to the following: ambiguity of ideas about the terms of reference and competence
of a doctor-valeologist and an educator-vaeologist; the absence of a uniform system of
scientific saff training (2005). The same problems we identify in the training process teachers
of Hedlth Basicsin Ukraine now.

Apparently, the experience of teachers' training organization for implementation of
courses motivating youth for heathy life style and integrating them into the system of
education, which was accumulated by European countries, is valuable for generalization
and creative use in the Ukrainian system of education in general and at the regional
level in particular (J. van der Geugten, Brinkman F. & Jager T. (2006). Investigating the

conceptions of boys and girls in The Netherlands and Ukraine gives the opportunity to
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compare them between those countries, and to learn from each other’s culture and way
of thinking. Those aspects have to be taken into account by the development of
educational means about Health (particularly in sexual health) (Van der Geugten, 2008).
For overcoming the crisis it is necessary to conduct thorough analysis of its essence and
develop the strategy and tactics of coping with it taking into consideration the

accumul ated practical regional experience of teachers' training for the indicated activity.

3. Research methods

The method of theoretical analysis references and official documents has been used to
determine the authors’ opinion about the basic research problems. It has allowed
circling the research approaches, tasks, the ways of their solving.

4. Historical background

The socia transformation, have been taking place in Ukraine over the recent decade,
has provided conditions for activity performed under freedom secured country. New
period of education development started from the time when Ukraine become an
independent country. Since then important steps toward connecting the worldwide

standards and national traditions were made.

The curriculum for new obligate subject “Vaeology” has been designed as afirst stepin
the introduction of health education into the classroom. The curricular, based on the
experience of different countries were adopted and used in Ukraine. At that time we
only began to provide Health Education lessons in our schools but there wasn't teachers
who were prepared for working at this discipline. Since 1994, trainings for new teachers

in valeology specidization has started in-service teacher training institutes (Shyyan, 2005).

In this period the process of implementing new knowledge about health promotion was
supported through state and regional education policies. Since 1995 our country has
been taking part in the international project “The European network of schools for
health”. The project “ The pupil’s health” was initiated in Lviv in 1999. One of the main
tasks of the projects is to reach higher level of motivation to hedthy life style. All
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schools will be required to fulfil the minimum criteria at some point in their progress

towards becoming a healthier school.

After 2000 unexpectedly changes in school curriculum had happened in Ukraine. New
obligate subject “Care” appeared instead of valeology. So it decreased status of the
previous subject to optional (Shyyan, 2005). Preparing teachers for teaching “Care” was

organize in classic way which offer initial and/or in-service teacher education institutes.

Last decade the problem related death and disease in Ukraine is driven by arise in risky
behaviors such as smoking and alcohol abuse, particularly among the young.
Interventions require a multy - pronged approach of promoting healthy lifestyles and
changes in behaviors through education. Recent education policy decision was
implementation to school curriculum since 2005 the new obligate subject “Health
Basics’ that based on life skills approach to child and adolescent healthy development. It
formed the new tasks for in-service teacher training institutes for the introducing new
knowledge and approaches to health educators.

Interesting question for Author is analyzing 15 years experience of the introducing new
knowledge to health educators for implementation new subjects for health promotion

among youth in Ukraine.

5. Valeology —first step — new subject —new knowledge

One of the first the curriculum guide for the introducing new knowledge to health
educators in Ukraine was presented within the networking program of Soros
Foundation for in-service teacher education. The curriculum has been designed to
provide a flexible framework for classroom-based prevention efforts of students age 10-
14 years old. By prevention, we mean a proactive process which empowers students to
meet the challenges of life events and transitions by creating and reinforcing conditions
that promote healthy behaviors and lifestyles. Because cultural differences will most
definitely occur, changes to fit into the student’s cultural framework are aso
encouraged. There were implemented short-term courses “The Valeology Basics” and
“The Culture of Health” (36 - 72 teaching hours) aimed at strengthening valeological
competence of teachers of different disciplines (Shyyan, O., Shyyan R., 1997)
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Teachers are encouraged to revise, adapt, and integrate the curriculum to meet their
needs. The educators had to master not only solid amount of new information but also
interactive methodologies of promoting pedagogical cooperation, to learn
methodological techniques for developing skills of interpersonal communication, the
use of which is directed at enhancing the efficiency of the process of teaching students
the basics of heathy life style. Moreover, the use of indicated techniques during
seminars promoted ruining professional and communicative barriers between teachers
of different subjects and motivated them to cooperation.

The author’s experience as a trainer of the above-mentioned courses is the evidence of
big interest to them on the part of the teachers of not only natural sciences but all others
subjects. However, it is necessary to mention that even realizing the importance of
promoting HL S among youth the vast majority of the audience having an opportunity of
choosing the subject of teaching at school gave preference to the primary major
acquired at the higher education establishment.

Retrospective analysis of personal practice as of the organizer of different forms of
teachers' training for promoting HLS among youth testifies that this am is mainly

reached by means of organization of cascade training courses with innovative strategies.

6. Today’s practices of implementation new knowledge through Health Basics with

new L ife skills development approach

As it was indicated in 2005 the new obligate subject “Health Basics” was implemented
in school curriculum in Ukraine. Because this curriculum is based on developing life
skills and the research of child development, it promotes lessons and activities that will
enhance a child’'s growth. The curriculum model is built around the theme of
responsibility for self, both individual and civic. Responsibility for self and othersis an
important component in developing a sense of community. The curriculum promotes
discussions on how children develop as well as emphasizes generally accepted values
such as setting goals, making decisions, and learning how to say no when confronted

with negative peer pressure.
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Because of the role teachers have in imparting knowledge and because students spend so
much time with them, teachers can be important models. This curriculum has been
designed as a first step in the introduction of health education into the classroom. The
teacher’s role is often different when teaching health education versus other academic
subjects, because behavioral change is the ultimate objective of health education. Hedth
basics education as a priority component of forming the mental outlook of a young person at
the contemporary stage presumes generation of views, ideas and concepts when acquired and
mastered knowledge grow into persona convictions and inner behavior regulators. In this
respect, the teachers training must be oriented on formation of mental outlook and
methodological positions alowing them to master professional crestivity. In these conditions
it is necessary to train an educator not only as ateacher of a separate discipline at school but
also as the promoters of hedthy life style of al participants of educational and pedagogical
process. And this correspondingly requires the search of new models of the academic activity
organization, the use of different forms of teachers training, revison of requirements to
genera cultura and professiond leve of specialists.
So, one of the main tasks stays the same as it was in 1994 - to train the teachers for
health education. One more task was implementing new life skills approach to child and
adolescent healthy development. But, the teachers of new subject that need our help and
adequate field support for implementing new subject, new knowledge, new approach
couldn’t receive it on request because of too large amount of them. For solving this
problem in every district of Lviv region was appointment coordinators from local
educational administrations who were responsible for implementation of Health
Promotion as a priority component of education policy and engaged teachers-
consultants for giving adequate field support on request. The success of such program is
often linked to appropriate teacher training.
Our work experience with numerous schools and authorities leads us to the conclusion
that there are certain fundamental principles which need to be embodied in a program of
training consultant in Health Education. These principlesinclude:

e selecting the teachers for training who are open minded and enthusiastic;

e giving teachers ownership or control of the concept of Healthy Life Style;

e building on and using the experience of other teachers;

e providing time for discussion, exchange of ideas and planning;

e using active methods of teaching;
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e developing life skills;

e encouraging and supporting participants to implement new knowledge;
e support other colleagues,

e giving adequate field support on request.

As the implementation of new subject is prolonged process from 2005 till 2009 (begunin

5grade and year by year had to occupy grades till nine) it was organized in the same time

period long-term courses for consultants. Consultant had to research the topics and

provide additional information to the teachers, help in implementing new approach based

on developing child and adolescent.  In those conditions it was necessary to find effective

training model. Long term (5 years) courses consist from sessions - trainings in the ITTI

and learning practice in school with field support between stages.

First year — implementation subject Health Basic in the 5 grade on the base of
life skills approach to child and adolescent healthy development (training) and
learning practice of implementation new knowledge.

Second year — Analysis of learning practice of implementation Health Basic (
5grade); implementation subject Health Basic in the 6 grade on the base of life
skills approach to child and adolescent healthy development (training) and
learning practice of implementation new knowledge.

Third year — Analysis of learning practice of implementation Health Basic ( 5, 6
grades); implementation subject Health Basic in the 7 grade on the base of life
skills approach to child and adolescent healthy development (training) and
learning practice of implementation new knowledge and field support teachers of
other subject in their school for promoting healthy life style of pupils.

Fourth year — Analysis of learning practice of implementation Health Basic
(5,6,7 grades); implementation subject Health Basic in the 8 grade on the base of
life skills approach to child and adolescent healthy development (training) and
learning practice of implementation new knowledge and field support teachers of
other subject of promoting healthy life style of all participants of educational and
pedagogical process.

Fifth year — Presentation own experience of implementation subject in 5-8 grades
on the base of life skills approach to child and adolescent healthy development.

Master class fof teachers of their region.
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Consultants and teachers who successfully finished long term courses are number of

attitudes and competencies recognized by themselves as playing an important part in the
Health Educational process:

Enthusiasm and interest throughout the process helps to maintain a high

level of motivation.

The ability to implementing new knowledge.

The ability to analyze learning situations in order to do the best for each
pupil.

The ability to develop the right atmosphere which will enable pupilsto learn.

The ability to take an overview of, and perceive more accurately, the entire

process of education.

The ability to develop approaches to teaching that are effective and

challenging to students

The ability to work in teams with other colleagues rather than in isolation.

The ability to knowledge creativity.

The ability to creating a health supportive School environmental.

The learning process also has to be managed in a creative fashion. An approach

which relies solely on didactic methods of teaching is not appropriate; the teacher is

required to act as a facilitator and fellow learner. In this way valuable learning

experiences can be extracted from all situations, which in turn helps to develop

strategies for future work and builds confidence in pupils.

Conclusion

Retrospective analysis of experience in implementation of health education as a priority

component of education policy in Lviv region gives grounds to assert that there is a

sustainable tendency for pursuit of new models of the academic activity organization,

the use of different forms of teachers' training, reassessment of requirements for general

cultural and professional level of specialists. Analyzing educational practices of today’s

institutions, which offer in-service teacher education for implementation new subject,

testifies that this aim is mainly reached by means of organization training courses for

consultants with effective innovative strategies, such as developing life skills approach.
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Consultants and teachers underpin that among specific sets of skills for health educators
are required creativity. They have indicated that the skills and competencies relating to
Health Education activity are enhanced by participation in training programs. Policies
appointment coor dinator s from local educational administrations who were responsible
for implementation of Health Promotion and engaged teachers-consultants for giving
adequate field support on request as education policy for the Introducing New
Knowledge to Health Educator s was effective.
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APPLYING THE S—-IVAC METHODOLOGY IN SCHOOLSTO EXPLORE
STUDENTS CREATIVITY TO SOLVE SEXUAL HEALTH PROBLEMS
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University of Minho, Braga, Portugal
The Danish University of Education, Copenhagen, Denmark

ABSTRACT

A research to evaluate the development of participatory and action-oriented sexuality education
projects in schools (7™ to 12" grades) (n=16), with the use of ICT will be described with the
following objectives: i) to discuss the creativity of students visions regarding how the world and
their lives could be, and how society and the environment could be improved in relationship to
their particular sexual concerns; and ii) to characterize the type of actions carried out to solve
their sexual problems. Participant observation, group interviews and materials put online by
students were selected as research techniques for the triangulation of data. The principal results
showed that these students thought creatively to formulate visions and develop, individually or
collectively, reflexive actions which lead to positive changes in their lifestyles and/or living
conditions which improve their sexuality.

Key Words: Sexuality education; action-oriented knowledge; visions; actions; action competence.

1. Introduction

The Portuguese Context of Sexuality Education in the school community

The approach to sexuality education adopted in Portugal has been focused on the sexual
health aspects associated with the acquisition of health results that are generally seen as
positive (e.g. respect for oneself and for others, self-esteem, compensating human
relationships, pleasurable sexual relationships and a desired maternity/paternity), and
the avoidance of negative results (e.g. unwanted pregnancy, sexualy transmitted
diseases HIV infections, sexua coercion). The current Portuguese legidative
framework advocates the compulsory incluson of sexuality education in primary,
preparatory and secondary schools, within a programme aimed at health promotion and
human sexuality, in which suitable information will be provided on human sexuality,
the reproductive system and the physiology of reproduction, AIDS and other sexually
transmitted diseases, contraceptive methods and family planning, interpersonal
relationships, the sharing of responsibilities and gender equity. This global student
training area should be integrated in the Class Project. The dominant curricular model

proclaimed is transdisciplinary which could be developed through integration in
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curricular subjects and in the interdisciplinary form in the Project and Civic Training
Areas (non-subject areas). The normative framework reinforces the role of the family in
sexuality education in the school community, the role of teachers in the development of
school projects and in the development of co-partnerships, and the role of students as
genuine actors and active participants in the selection of problems and in the resolution
of individual and collective problems related to sexual and reproductive health.

In August 2009, the Assembly of the Portuguese Republic published the final law
regarding sexuality education in the school community (Lei n.° 60/2009 de 6 de
Agosto), which established how to apply compulsory sexuality education in the school
community in the next school year (2009/2010). The Government demanded the
integration of sexuality education in the ambit of Health Education in the non-subject
curricular area in primary and preparatory schools (from six to fourteen years of age)
and in the subject and non-subject curricular areas in secondary schools (from fifteen to
seventeen years of age) in a pre-determined way (article 3), and with curricular content
guidelines (article 4) that will be defined by the Portuguese Government in the near
future. A minimum of six hours to develop sexuality education from the 1% to 6™ grades
(from six to eleven years of age) and a minimum of twelve hours from the 7" to 12"
grades, distributed in a balanced way between the three periods of the school year
(article 5) was defined.

This law adso stated that sexuality education will be compulsory in the Educative
Project of the School, as planned by the General Council, after Student Association,
Parent Association and teachers had been heard (article 6), and in the Class Project
where the contents and themes which will be developed by the class as well as the
carrying out of initiatives and visits, and the externa organizations, technicians and
experts involved in the Project will be defined (article 7). The necessary training of the
teacher coordinator of health and sexuality education, the teacher responsible for the
Health and Sexuality Education Class Project and other teachers involved was also
established by the Ministry of Education (article 8). Simultaneously, according to article
10, until the beginning of the school year 2010-2011, a Support and Information Office
for Students in the ambit of health and sexuality education will function at least one
morning or afternoon per week with professionals trained in these areas. This Office
should articulate its activities with the local Health Centre or other State organizations,
namely The Portuguese Youth Institute, and should guarantee an Internet space that

provides student information and rapid answers to their questions and doubts. This
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Office should be organized with student participation, guarantee student confidentiality,
be integrated in the educative projects involving students in the establishment of its
aims and, with the collaboration of the Health Centre, to provide students with adequate
access to contraceptive methods.

Parents, students and the representatives of the local community should have an active
role in the development of these projects and should be informed about all curricular
and non-curricular activities carried out in the sexuality education area (article 11). The
Ministry of Health guarantees the necessary conditions for the Health Units to cooperate
with schools, and their establishment of protocols with recognized Non-Governmental
Organizations specialized in sexuality education in order to develop specific projectsin
a format that will be defined by the Government (article 9). The Ministry of Education
should also guarantee the evaluation of these school projects and the elaboration of
report evaluations (article 13).

The above-mentioned law was preceded by a very participative public debate between
some organized social groups. At that time, a lot of contradictory opinions emerged in
the public opinion, for example through the radio:

The Executive-Director of The Planned Parenthood Association (...) considers that “it is
important to facilitate as much as possible, access to contraceptive methods for youths who
are sexudly active’. On the other hand (...) the President of the [National] Parents
Confederation (...) [defends that parents] “understand that the availability of condoms
must be carried out using a different logic. Until the age of 14, all problems related with
sexua education must deeply involve families (...) [and] only from the age of 16, could
schools guide students to Health Centres (...) [because condoms] must not be available in
schools, asif they were any other type of urgent consumer goods” (...). The Coordinator of
the National Commission Against HIV — AIDS said; “the presence of condoms is at least
providing the possibility to minimize the risks. We know that alarge proportion of children
have sexual relationships before the age of 15 (...) and we have a high unacceptable level
of adolescent pregnancy (...) [and] the distribution of condoms is not an incentive to
sexuality or promiscuity, but a guarantee that a way to prevent [sexualy transmitted]
infections exists’. (TSF, 2009-05-18)

The President of The Portuguese Episcopal Conference (...) considers that this is a
sensitive subject that was legidated in a precipitated way. (...) [He] defends Sexual
Education, but with more closed rules because, in his opinion, the law only invites youths
to carry out determined experiences: “What matters is the humanization of sexuality, which
is integrated not only in informative education, which can act as an invitation to [sexual]
proposals, but in amore global education”. (TSF, 2009-05-14).

This public debate continues until now. The cornerstones of this discussion are
essentially: the roles of the family and the school in youth sexuality education; the
availability or not of contraceptive methods, namely condoms, contraceptive pills and
the day after pill in schools; the ethical referential for sexuality education in the school
community of the Non-Governmental Organisations of which schools could adopt as
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co-partners in their educative projects; and the lack or deficient scientific, pedagogic
and ethical preparation of teachers and other school staff. Part of this discussion of not
accepting sexuality education as previewed in the national policies is probably
connected with the lack of knowledge related to the recent reforms (Lei de Bases do
Sistema Educativo, Lei n® 49/2005, de 30 de Agosto), namely the constitution and the
role of the School Board (artigo 48° n°4), or a perceived vulnerability of the local
community to implement this recent and new management model in a participatory and

democratic way.

Action oriented knowledge, creativity, communication and participation

Current health problems are a great challenge for the educational environment. If the
solution possibilities for these problems are being developed, a fundamental rupture
with the present ways of thinking in health is required. In the educational world, this
means knowing if the questions regarding what constitutes the central learning contents
should have a more central position than the questions of a methodological nature. An
important consequence is that health education must deal with an interdisciplinary
context oriented at the problems. Natural Sciences can describe the extension of the
health problem; the Humanities can be planned within the work, considering the
desirable changes in the future society and Social Sciences can be used in connection
with the elucidation of the entire spectrum of action possibilities (collective and
individual) that can be found in a democratic society (Jensen, 1994; 1995; 2000).

Action oriented teaching, within the democratic perspective, involves working in a
broad field of knowledge, which includes knowledge, not only regarding the
consequences of health problems, but also, of their causes, their visions regarding the
future and the knowledge regarding the strategies in order to find solutions. In other
words, action oriented knowledge is a complex interdisciplinary understanding built on
a shared process of critical diaogue, reflection, development of visions, planning and
action included in the teaching and learning process (Jensen, 2000; Simovska & Jensen,
2003; Vilagca & Jensen, 2009). The S—1VAC methodology (Selection of the Problem —
Investigation, Vision, Action & Change) has been developed as a practical instrument
that can be used in schools in order to structure health promoting activities and make

student participation easier, with the objective of constructing their own action-oriented
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knowledge and to promote the development of actions in order to increase action
competence. This instrument assumes the perspectives above referred to that can be
dealt with in a project or teaching methodology within health and sexuality education
(Jensen, 1997; Simovska & Jensen, 2003; Vilaga, 2006; 2007; 2008). Therefore, with
this model, it is possible to clarify what type of insights teachers and teaching materials
should attempt to provide. Given that knowledge between people integrates scientific,
social and historical elements, and that students attain these insights better, if they are
allowed to gain experience on their own with the questions when working on projects,
the role of teachers consists of, to a great extent, being a consulter to the students
action-oriented projects, rather than only overwhelming them with heavy scientific
facts.

An interdisciplinary perspective can be referred to as a precondition in the development
of action competence. The health education approach, here delimitated, implies that it
cannot be treated merely within the subject of Natural Sciences. If only the scientific
aspects are applied, the focus will be to describe — and illustrate — the effects that
serious problems present and as a result the teaching outcomes will be the concern of
students and their lack of power to solve the problem. If that lack of power is to be
transformed or qualified into the real ability to act, classes must place the action
perspective in the centre and involve the social perspectives in the discussion of the
solutions for their health problems (Jensen, 1995; Simovska & Jensen, 2003). Based on
the experience of a great number of study groups — within the Health Promoting
Schools project and other connections regarding the environmental education area — the
eight perspectives mentioned below can be dealt with in the projects within the area of
health (figure 1).

1. Which subject should be worked on?
2. Which problem within the subject in question should we work with?
3. What are the causes of this problem?
4. Why did it become a problem?
5. What aternatives can one imagine?
6. What action plans exist to obtain these alternatives?
7. What barriers will be brought to light through these actions?
8. What actions will be started?
Figure 1. The perspectives within the health education projects (Jensen, 1994, p. 83)

These perspectives do not necessarily represent steps that should be worked on
following a certain order, but issues that must be dealt with during the learning process.
Dealing with these perspectives means creating some important preconditions in order
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to devel op action competence in health (and sexuality) education (Jensen, 1994). Jensen
(2000) argues that the main objective of health (and sexuality) education should be the
development of students' ability to act and change, therefore, it is possible to conclude
that knowledge and insights should be, in essence, action-oriented. This starting point
has great consequences on the type of knowledge that will be the focus of the planning,
implementation and evaluation of the teaching and learning process (Vilaca, 2006).

This type of knowledge, especialy when it is the only knowledge dimension that
students possess, does not promote actions and, consequently, does not promote student
empowerment and action competence. It is necessary to insist on the inclusion of causal
analysis and in the ways to produce changes within health and sexuality education
(Jensen, 2000).

The above-mentioned theoretical framework was applied in a participatory and action-
oriented sexuality education project, using information and communication technology
(ICT). The results of this Project will be described with the following objectives. i) to
discuss the creativity of students' visions regarding how, in general, the world and their
lives could be and how society and the environment could be improved in relation to
their particular sexual concerns; and ii) to characterize the type of actions carried out to

solve their sexual problems.

2. M ethodology

2.1. Sample

Eight hundred and seventeen students from the 7™ to the 12" grades, of sixteen schools
of the Braga District in the North of Portugal, were involved in this sexuality education
project and constituted the online population of this research. Each school year in
preparatory education had approximately the same number of students in the project
(27,2%, 27,3% and 26,2% from the 7th, 8th and 9th grades respectively). The same
does not occur in secondary education (10,0% and 9,3% in the 10" and 11™ grades
respectively). In all school years, female participation was predominant, except in the
7" grade.

In order to allow an in-depth comprehension of the implementation of the project, six

schools involving three hundred and fifty students of this project were selected from the
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initial population, in order to investigate how sexuality education methodology was
implemented in the Project Area in secondary education (10" to 12" grades) and in the

Project Areaand/or Civic Training in preparatory education (7" to 9" grades).

2.2. Methods and techniques of collecting and analysing data

In the research techniques, participatory observation, semi-structured group interviews,
materials of the project put online by students, online class diaries and e-forum
discussions were included. The students, with the teachers' collaboration, agreed on the
investigation method focussed on them. A triangulation of those techniques and the
inferences or conclusions between the researcher and the participants were carried out.
This study was developed in two phases. During the first school year, approximately
during five months, the students created the online infrastructure to participate in the
project’ s website, debated the concept of sexuality and sexuality education and selected
the themes/problems that they would like to see discussed. In the second phase, which
occurred in the following school year, the students developed one or two
themes/problems that they would like to see discussed in the ambit of the project’s
methodol ogy.

In the treatment of data that will be later presented and discussed, the entire school was

used as aunit of analysis.

3. Results and discussion

Creative visions as a prerequisite for the desire and ability to initiate changes

Students from the fifteen schools that carried out action-oriented sexuality education
projects developed ideas, dreams and perceptions regarding their future lives and the
society in which they will grow up in relationship to the following problems chosen by
the students in order to carry out their projects: the prevention of adolescent pregnancy
and contraceptive methods (73,3% of the 15 schools); prevention of sexually
transmitted infections (60,0%); the first sexual relationship (46,7%); sexua behaviour
(40,0%); dating (40,0%); dialogue with parents concerning adolescent sexuality
(40,0%); puberty/ awakening of sexual maturity (33,3%); homosexuality (20,0%);
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interpersonal relationships and friendships (13,3%); the Youth Consultation at the
Health Centre (13,3%); the morning-after pill (13,3%); human fertility (6,7%), abortion
(6,7%); love, intimacy and communication between romantic partners (6,7%);
paedophilia (6,7%) and other paraphilias (6,7%); adult sexuality (6,7%); and sexual
dysfunctions (6,7%).

The students worked on a broad and positive dimension of sexual problems in the
following visions which they developed in their action-oriented projects.

The visions developed ‘to improve the dialogue with parents regarding sexuality’ were,
in the students’ voices the following: “we should have more courage and initiative to
talk with our parents’; “we must start talking with our parents about contraceptives and
unwanted pregnancies’; “we need to open one’s heart with parents in order not to feel
so down”; “parents should have a more open mentality so that the initiative of talking
about these themes would come from them”; “society should accept each person’s
sexual options’. These visions were presented as a consequence of their desire to
change the causes of the problems identified in themselves (e.g., “why do we feel
ashamed to expose such [sexual] issues, even to our parents?’; “why do we fear that our
parents will censor us?’); in their parents (e.g., “why do many [parents] act aggressively
and even violently?’; “why do they think they are acting in the best way by not saying
anything?;, “they should talk with us, because parents are older and they received an
education different from ours, they had a more closed education regarding this issue,
therefore, do not understand us’) and in society (e.g., “because we live in a
preconceived society and there are still many taboos, society reveds itself as very
modern and receptive regarding sexuality, but we all feel that in fact it isn’t”).

The visions developed ‘to educate older colleagues regarding sexuality’ included: to
promote debates, carry out discussions; distribute informative leaflets in pharmacies,
streets and at school; parents talk more at ease with their children regarding the theme;
to promote meetings with the people in charge of the students education regarding the
theme; and there should be more information in the mass media These visions were
aimed at the causes of the problemsidentified in their own students (e.g., “shame people
feel when they approach this theme”; “shame in asking and talking about certain things
with parents, due to their reactions’; “lack of communication with parents and older
friends’) and in society (e.g., “why didn’'t they have the same information in some
schools and at home?’; “why is there lack of sexual education information at school ?”,

“why weren’t there debates regarding this [sexual] themes?; “why is there so much
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sexual censorship?’). In the visions developed to educate older colleagues, the main
concern was to teach the older ones to improve their own living conditions and
wellbeing and, only in second place, collaborate in the promotion of the older
colleagues sexual and reproductive health.

The students' visions developed ‘to educate themselves and their colleagues of the same
age so as to solve the problem regarding the lack of knowledge about how to obtain and
use contraceptives were: increase their knowledge regarding the use of contraceptives
and their effectiveness; improve personal and socia abilities to prevent an
undesired/unintended pregnancy; find alternatives to vaginal sex; improve access to
condoms and the pill; and improve the dialogue about these issues with parents and
teachers. Their intention was to act in order to eliminate the causes of the problems
identified in themselves and in their colleagues of the same age (e.g., “why don’t they
inform themselves, most of the times they don't even know what is family planning”;
“they are irresponsible for not using contraceptives’; “they do not know how to use
contraceptives’; “when it is the first time, many people don't know which are the
methods and how to use a contraceptive’; “they do not know the methods well and do
not know how to use them”; “with the anxiety of practicing sex they forget everything
and also the contraceptives’; “they think that by using condoms they will feel less
pleasure’; “they think they do not run risks”) and the social causes of the problem (e.g.,
“girls are pressured and in order not to lose their boyfriends they have sexual
relationships’; “they quite often go to discos, drink and then do not know what they do
and boys take advantage of them”; “due to the influence of bad company, because they
feel inferior to their older colleagues that have already had sexual relationships’; “the
freedom that most of our parents give us makes us commit many mistakes’).

The visions developed ‘to educate themselves and their colleagues of the same age in
the resolution of problems in interpersonal relationships included: “knowing how to
make decisions without being influenced”; “knowing how to chose friends, resisting
negative habits which friends teach without losing their friendship”; and “manage a
counsellor to help solve the problems among friends’. They were thinking of how to
eliminate the causes of the individual problems, e.g.: “it is difficult to say no to the
negative habits, it is difficult to say no because we feel threatened by these classmates’;
“we do not refuse vices because we are afraid of losing a friend and we are pressured
and mocked at”).
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These projects created a bridge between education and sexual health because what the
students wish is aimed at interpersonal communication, affection, pleasure, health and
fertilization and the sexuality education practices at school work on such positive and
broad visions of sexuality. These practices are aimed at not only their sexual lifestyles,

but also their living conditions, in a perspective of wellbeing and absence of illness.

Action & Change

The students as change catalysers of their parents’ conceptions and practices regarding

youth sexuality occurred with two types of actions. interviews and roundtables with

students or students and specialists invited by students (figure 2).

Figure 2. Actions should always be part of teaching: Roundtable for parents coordinated by students and specialists

In the roundtables, the students of the secondary schools explained to their parents the
day-to-day problems which they identified as being real problemsin their age related to
sexuality, the reasons why they had considered them as priority problems to help them
to solve their lack of ease to talk with parents about sexuality, why it was important for
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them to talk comfortably with parents about sexuality, why they didn’t talk comfortably
with parents regarding these issues and which are the consequences both in the short
and long run for them and for society if such problems are not solved. They also
explained what they would like to see happen in the future, plan the action within these
visions and present some attitudes and behaviours to youths and parents in order to be
discussed and after assumed by all as a contract to be followed in the future. When
specialists were invited, they were asked by students to intervene in this debate adding
more information regarding youth sexuality. In the preparatory schools, in these
roundtables, the students only presented the project to the parents and prepared with
them an afternoon tea and asked the specialists to talk about adolescent sexuality. In all
school levels, the debate between students, parents and specialists was well participated
by all, dways generating new visions for the future.

Peer education from the same school level, from a lower or higher school level, was
carried out in action-oriented projects with different characteristics: education of
colleagues orienting the sessions regarding the topics of sexual heath as ‘monitor
teachers’; conception and presentation of posters, stickers and news items for
newspapers; writing, rehearsal and presentation of plays or films and change catalysers
in the colleagues through conducted interviews.

All the actions in which the students acted collectively as change catalysers of their
parents, in peer education (of older colleagues or colleagues of the same age) or in their
own education, worked on the dimensions of a Health Promoting School because: (1)
the dimensions of sexual health worked on by these students showed a broad and
positive holistic vision of health and were created from their persona experiences and
from their ideas (re) constructed in a bottom-up and broad learning contextual
organisation; (2) the students were active partners in the dialogue with their parents,
teachers and invited specialists in al the situations and phases of these action-oriented
projects; (3) their actions revealed learning results categorised in a critical level of
literacy of health education with the application of knowledge acquired in the four
action-oriented areas defined by Jensen, revealing positive evidences in the severa
constituent elements regarding the operationalization of the concept of action

competence: insight and knowledge, commitment, visions and action experiences.
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4. Conclusions and implications

In these participatory and action-oriented sexuality education projects, the students
thought creatively to find solutions for changing their lifestyles and life conditions.
They manifested the desire to increase their competences to talk with their partner and
parents about sexuality, resist the pressures of others and gain accessto the pill, the day-
after pill and the condom. They also manifested the desire to change the location of the
Y outh Consultation Office in the Health Centre and change the habit of drinking alcohol
in discos. Their visions, as in the previous action-oriented knowledge investigated,
continued to work on a positive and broad concept of sexuality; in al of the schools the
students place great emphasis on the concept of wellbeing and quality of life, even when
the concern focus was to avoid negative health conditions such as an
unintended/undesired pregnancy and pressure from friends to acquire unhealthy
behaviours.

These teachers and students assumed, as a starting point for their work, that the sexual
health problems were structurally anchored in our society and in our way of living and
recognised that sexual health is influenced both by lifestyles (attitudes, values and
behaviours) and living conditions (social and physical environments and cultural and
economic networks that affect peopl€’ s lives). On one hand, they experienced that living
conditions and society affect our immediate action possibilities and, on the other hand,
they became aware that they can act to help change the social network. According to
this, their projects contributed to their empowerment and development of action
competence, just as it is established by the European Network of Health Promoting
Schools, and more recently by the Schools for Health in Europe.
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IFIT'SENGLISH IT'SJUST —FOR KINDA JUST HANGING OUT :
LOOKING AT SECOND LANGUAGE LEARNING FROM THE STUDENT
PERSPECTIVE

PETRI VUORINEN
University of Turku, Finland

ABSTRACT

As part of a longitudinal study, a group of American and Finnish Sudents were interviewed upon
their completion of high school education in bilingual schools in their respective countries. This
paper taps into the students responses upon their completion of senior high school looking at
them from the perspective of sociocultural theory. In light of the research results, a politically
neutral linguistic environment, which the Finnish subjects had, was seen to be more favorable for
learning. The Finnish subjects were learning L2, English, in a neutral zone where their own
attitudes and motivation dictated their learning. The role of L2 as a means of international
communication in Finland, as opposed to a means of exercising linguistic power, provided a
neutral atmosphere for learning English. In both American and Finnish groups, the learning of
other languages was facilitated when the learner had a good foundation in their L1, and the
learning of L1 and L2 were in balance. Learning was also fostered when the learners drew
positive experiences from their surroundings and were provided with opportunities to engage in
activities where L2 was used.

Keywords: second language learning, bilingual education, EFL, ESL

Theor etical Background

Sociocultura theory, which is based on the work of Vygotsky, was hardly mentioned in
applied linguistics or in second language acquisition textbooks before the early 1990s.
But in a little more than a decade, sociocultural theory (SCT) has become a major
influence in the field of applied linguistics emerging from relative anonymity to a major
SLA theory. This shift does not mean that the cognitive accounts or traditional
(psycho)linguistic approaches would not have made — and continue making — important
contributions to SLA research. The fairly recent, and relatively speaking, sudden
emergence of SCT in applied linguistics ssmply reflects the need to account better for
the sociocultural contexts and phenomena in SLA. (Lantolf 1996 & 2005, van Lier,
2004, Swain & Deters, 2007)

Situated learning models make use of the participation metaphor to complement the
traditional acquisition metaphor. According to the participation metaphor, learning
equals becoming a member a of the surrounding community, which in turn involves the

process of developing an ability to communicate using the kind of language and
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behavior that are considered acceptable by the community (van Lier 2004, Swain &
Deters 2007). Two models that incorporate the participation metaphor are language
socialization and the community of practice framework (Zuengler & Miller 2006). Both
of them emphasize the social milieu and the socia situatedness of learning. Learning is
conceived as becoming an active full participant in a particular community, which in
turn necessarily involve constructing identities in relation to these communities.
According to sociocultural approach L2 learners participate in specific local contextsin
which certain practises offer possibilities for them to learn English (Norton & Toohey
2001, Zuengler & Miller 2006). In 1991 Lave and Wenger proposed the notion of
community of practise by which they refer to socia contexts, which are complex and
overlapping. Learning according to them equals how communities provide positions for
participants engagement in community practices. Hence researchers need to pay
attention to how communities and their practices are structured to understand how the
community either facilitates or constrains the learners efforts to access the linguistic
resources. (Norton & Toohey 2001, Zuengler & Miller 2006).

Objectives and design of the study

The main objective of this study was to ascertain what the students thought the critical
aspects of their English studies had been. What emerged from the interviews that had
been carried out prior to the study at hand was the importance of the social milieu. This
moved the researcher away from the cognitive SLA models (see for example Cummins
1984a & b, 1994, Ellis 1994, Bachman 1991a & b, Bialystok 1994a & b, O'Malley &
Uhl Chamot 1990) and studies on motivational and attitudinal factors and the use of
strategies (see for example Gardner 1985, Gardner & a 2004, Oxford 19901 & b) in
the direction of sociocultural theory.

This study focuses on the situated experiences of the students and the social practicesin
their communities, while still being mindful of the fact that the informants have
different cognitive, motivational, attitudinal and personal make-ups, and the fact that
they come from different backgrounds. An attempt is made to tap into the conversations
of bilingual students who have acquired sufficient English to handle language and
cultural issues that are integral to their development. Thus, the study is mostly

concerned with how the informants have experienced learning L2; the kind of
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conversations that they have participated in and, ultimately, what could be learned from
their personal experiences. To this end, the interviews were broadly based on the
following questions:

What is the relationship between L1 and L2 like?

What kind of language identity emerged during the yearsin bilingual education?

How aware isthe learner of hisor her use of L1 and L27?

What is the learner’ s motivation like toward knowing L1 and L27?

Method

The interviews of eight American and eight Finnish bilingual students have been
analyzed in the light of sociocultural theory and its propositions. Despite the fact that
the questions in the semi-structured interview had been developed in line with the
cognitive models, while analyzing the responses it became evident that sociocultural
theory offered a coherent framework for the interpretation of the attained results, and
was readily applicable to the context in which the students had been learning.

Results

The way in which the interviewees' responses are presented follows loosely the order of
the questions already outlined. The responses analyzed in this paper reflect the subjects
attitudes toward, and engagement in, the surrounding communities. Rather than taking a
macro perspective on the bilingual learner, a micro perspective was taken instead. This
was done in order to gain a better understanding of the variations in the learning curves
and to complete the profiles of the bilingual learners who were first studied in 1994-95.
This study was conducted in the students’ final year of high schooal.

In this study I will attempt to situate the learning experiences of the subjects in terms of
language identity, relationships between L1 and L2 and awareness of language. Even
though language devel opment as such has not been studied, it has implicitly been a part
of this study. Hence, the students responses are authentic, giving the reader an

indication of their L2 levels after 12 years of school.
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The case of Petteri and Ville

When asked about their preferences for using either Finnish or English, most of the
Finnish students mentioned that they speak Finnish with their family and friends and
prefer their L1. Reasons given were along the lines of:

it's my native language

Because | use it more than English.
What is interesting in the cases of Ville and Petteri, who have both been successful
language learners, is their attitude toward L1 and L2. Like most of the Finnish subjects,
Ville uses Finnish most often outside school, but when he was asked which language he
relates to most closely, he commented:

They are about the same. | communicate with them both. Just Finnish | use more face-to-
face, while English | use more in emailing and the internet, stuff like that.
Petteri

Basically Finnish. But my mom is the best language speaker in our family and sometimes |
talk in English or Swedish with her.

And he continues:
Well, | think I’ ve become to think more in English by myself when I’'m at home. I’'m trying
to think in English and in Swedish as much as possible because it helps me to become
familiar with the language in everyday life instead of in school and in these subjects we
discussin school.

Petteri’s final comment where he mentions everyday life is an interesting deviation
from the rest of the responses offered by the Finnish subjects. He clearly strives to
engage in the kinds of discussions that English-speaking people engage in. It is not
enough for him to learn low-frequency academic words to do well in school
assignments: in order to participate in the kinds of discussions heis clearly intent on, he
needs semiotic artifacts that are more colloquial in nature. Being outside of an authentic
L2 community, he resorts to talking to himself. Later on he reveals how he also thinks
to himself.

I’m just thinking what | should do next and what I’'m going to do later on during the day

and everything — just thinking in this language.
Whether this is what is meant by “inner speech” and “thinking to oneself” or
“languaging” remains open to debate because it is suggested that through languaging —
the use of speaking and writing — an individual mediates cognitively complex activities,

and as a result of these activities the individual develops both cognitively and
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affectively. The debatable aspect here is not so much the informant’s desire to
acculturate, but rather whether everyday speech can be regarded as a “complex
activity”. | clam that this is the case because, for an L2 speaker, the most demanding
aspects are often those phrases used in everyday spoken language. Further into the
interview, it becomes evident that Petteri is sensitive to his L1 sociocultural context, the
Finnish community, and the possible reactions toward someone talking or even thinking
in a foreign language that is different from the mainstream language. When asked
whether his thinking to himself or talking to himself is a quiet process he responds:
No, | sometimes do it out loud as well. | sometimes wake up, “Oh, my God, I'm talking to
myself” —but if no one hearsit, it's okay.
Ville has found a way to engage in the activities of international English communities
on the web. This comes up when the interviewer asks him questions about his attitude to
Lland L2.
Ville:

| don't think about it that much. When I’'m writing (in English) | think about how to say
something and how to say it in a better way and stuff like that. In speaking, | usually don’'t
think about anything. It just comes naturally.

When the interviewer asks Ville whether he functions the same way in L1, he responds:
No, in Finnish | just never come up with a better aternative to say something, but in
English | come up with a better sentence that has nicer vocabulary and stuff like that — stuff
that usually resultsin extra points.

But even though Ville does not pay much attention to the way he speaks English, he
does pay attention to the way other people speak it:

A little bit... Well, some mistakes which | could maybe correct. But in a longer
conversation | try to avoid that because it gets boring if I'm al the time correcting
someone’ s mistakes.

Interviewer: Do you do it quietly to yourself or out loud?
| rather point them out or ignore. | don’t think to myself.

Interviewer: Does it work for you to ignore mistakes?
| just sort of turnit off, like click...

Interviewer: Does the same thing happen in writing?
Yeah, usually yes, because | deal with Brazilians and with people from Kuala
Lumpur. They make a lot of mistakes so you have to learn to ignore them.

Petteri seems to behave in a similar manner as far as errors are concerned:

...I"’ve aways been the annoying one who points out all the mistakes. Especialy my little
brother is al fed up with me, always correcting everything. Well, | try to learn from other
people as much as possible because especialy when | listen to music, there’'s — are — very
many words that |I've learned when |’'ve checked them afterwards and then I’ ve learned
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them and | can use them. And | pay attention to other people when they talk or the texts
that | read.

When there is no other way to engage in the activities of the L2 community, the internet
and television serve as substitutes for an authentic L2 environment. The fact that the
subjects have lacked an authentic L2 environment (notwithstanding the one provided in
class) has not prevented them from engaging in L2 activities: both Ville and Petteri
have established alternative ways of gaining access to the social networks of their
communities. Petteri’s “community” takes the form of his mother, as well as an
imaginary one with whom he mediates using English that one needs “ in everyday life
instead of in school and in these subjects you discuss in school”. Ville's interest in
programming and the internet has led him physically further afield than Petteri. His L2

community is an international one consisting of real people from all over the world.

Gerardorevisited

Gerardo also belongs to the Above Average group and uses mostly Spanish at home:
There are, however, certain situations where he would rather speak English even outside
school:

Most of the time when we have regular conversations we speak Spanish if we're on the
street and so on, you know. But if it'sEnglishit’s just —for kinda just hanging out.

When Gerardo was asked which language he relates to most closely, he responds:
Spanish. Because that’s the language | learned since birth and, you know, it's just like, it
feels more familiar. English | still use, kind of like — there's really not much difference
between them —it’ s just that Spanish, | feel more comfortable speaking it.

What strikes one as odd in Gerardo’s case, and which does not become apparent from
the scripted interview responses, is that he does not have an accent; his intonation,
diction and pace do not differ from those of his monolingual English-speaking peers.

When he answers the questions about language usage, he hesitates and searches for
words or a way to express what he means by — for kinda just hanging out. The
researcher’s interpretation of Gerardo’'s behavior and choice of language, namely
English, on the street is that first, he has a desire to engage and secondly, he has
acquired the necessary tools to do so already. English is not an issue for him, but it isan

obstacle for many of his peers, which becomes apparent later on. Finally, when asked
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whether his preference for using either Spanish or English has changed over the years,
he states:

No, not really, except when you get to that point when you can speak fluently another
language, then that’s the point when you kinda just — sometimes you feel that you just
wanna speak one language or the other.

When Gerardo talks about whether he feels different when speaking Spanish as opposed
to English, he says:

Well, it depends because when you use different languages. To me it feels kinda like
different because if 1 use Spanish, I'm, | don’'t know, | just say different things and feel a
little different about different opinions. If you talk in English, you kinda get that, you kinda
switch alittle bit your personality to fit into the type of vocabulary that you have.

To get Gerardo to elaborate on the way in which he feels different, the interviewer asks
him how the English-speaking community treats him and what their attitude toward him
is:
| don't understand the question but what you mean is that if they treat you differently
because if you aready speak the language than if you're just learning it. It's just that
people don't really judge you on whether you know it (language) or not, pretty much it's
just the person you are but sometimes you know, you can tell, | don’'t know. It's just
something in people’ s minds that tells you, if you're, like, one of them, kinda like you were
raised like them. Then you know, you feel more comfortable. Like if | come here and | got
afriend from Koreathat came for an exchange. Y ou know, it’s like, we can’t talk about the
same stuff like that | would talk with somebody who is from Puerto Rico. Y ou know, | talk
about different things and | ask them different questions. Y ou know, like curiosity, you ask
them like “How isit over there?’ It’'s pretty much like being friends but to an extent kinda,
not like judging them. Y ou would behave friendly but different.
The comments that Gerardo makes will be echoed in many of the American subjects
responses. His wordy explanation reflects, without academic jargon, the position that
the current SCT research into SLA takes on the role played by community.
Subsequently, both Marisol and Gladys reflect on their observations about their

identities.

The cases of Elena, Gladysand Marisol — average American subjects

When asked about positive or negative experiences that had had an effect on their
identity regarding their L2 learning, all of the American female subjects mentioned
situations in which they had felt insecure or nervous because of English. This came as a
surprise to the interviewer because many of the subjects had lived most of their life in
the US, having constant exposure to English, and all but one spoke English very
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fluently. Nevertheless, the feeling of not being accepted or not being a part of the
community had affected their L2 learning. The Finns, on the other hand, despite being
deprived of an English-speaking community, did not report sSimilar negative
experiences. Most of them simply mentioned how their personality changes when they
use L2: the talkative ones become less talkative and outgoing when they have to speak
English.

Elena became more determined to learn English because of her classroom experiences:

| remember, | used to cry alot, especidly in the class. ‘Cause | remember one time when
we were in math class, | just saw the teacher moving his mouth like ba-ba-ba-ba and |
didn’'t know what he was saying, so | just started crying. So, the students around me, they
just laugh at me because they didn’t know why | was crying. So, seeing them made me like
sad, at the same time mad, like | had to learn English so they don’'t have to do this
anymore. | have to like defend myself. That's basicaly it.

When Elenareflects on whether she behaves differently when speaking L1 compared to
L2, she comments:
When | speak English | behave like more, like behave like professional, well, not
professional, like giving you a good point of view, a good impression. When | speak
Spanish, it'sjust like speaking, like, | don’t know. | just talk like nothing.
To “just talk like nothing” occurs when you know you are accepted and consequently
have no need to monitor what you are saying. Elena is, again, a typica example of a
fluent English speaker who still feels insecure about her language skills and
unnecessarily puts pressure on herself when she has to speak English, which in turn
affects her production of L2.
Elena:

Right now I’'m very nervous because I'm speaking English and since | don’t speak it that
much. And when | speak Spanish, it's just like I'm happy and I'm talking it just like that,
like nothing. It just comes and right now | have to think before | talk.
L ater she mentions how she should pay more attention to pronunciation:
Like my pronunciation, that’s basically it. When | get nervous, | speak very fast and not
even, not even | can understand myself.
Gladys starts by talking about how she was pressured by her monolingual English peers
in elementary school:

There were like all these intelligent people like trying to make us feel bad — like — | would
get out of the class but Ms A would say “Oh don’t worry, you're gonna learn”... And |
would stay after school. Books like this big (drawsin the air), you know.
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On the other hand, later on in the interview Gladys continues on the same topic and
reveals how the monolingual Spanish community sometimes places equal pressure on
her:

... like a person from Puerto Rico knows only Spanish. And they treat you (Gladys herself)

wrong because you're know Spanish and English... Because they go like, you're better

than me because you know Spanish and English and I’'m never gonna learn English, you

know. It feels bad at first but if you get into it, you learn.
What is puzzling in this response is the last comment “if you get into it, you learn”.
What she means by ‘you learn’ here is unclear. Learning the ways to engage and
participate in communication? Learning more about the Spanish-speaking community in
order to be a part of it? It seems that Gladys is a typical bilingual student caught
between two communities who both have their own artifacts (history, stories, jargon,
meditational tools) and learning them is the key to becoming a fully-fledged member of
the community. The participation metaphor comes alive when the American subjects
talk about their experiences: it is not so much about knowing enough words or having
the right grammar or accent, it is more about knowing the conversational conventions
which are typical of the culture one wishes to become a part of (McDermott, 1993:295).
Marisol begins to respond to the question about whether she feels that she behaves the
sameway inan L1 and L2 environment in a soft, quiet voice:

When | speak English, really polite. Like —with —this and that.

And continues at an increasing volume, almost shouting in the end:

In Spanish I’'m polite, too, but there’ s a difference, yeah. Because in Spanish | speak loud,
loud, loud and in English — my voice is kinda loud, you know — in English I’'m like,
“Would you excuse me” (whispers), in Spanish “il companiso” (reverts to her loud voice)
which means excuse me, you know.

Marisol expresses anger at the fact that both she and her mother are treated differently.
She goes on at length about this, stressing the fact that it happens although she knows
English.

... and sometimes when | go to important places — (changes her voice) thisis a little girl,
she won't understand — but, you know, they’ll be talking behind my back and I'm like
“Hello, | speak English, | understand what you’re saying” and then turn around and they
call me, you know “How are you?’ and you know, they were talking behind my back, and
now they’re calling me really nice. I’ve had situations when it’'s happened really bad, like
that, you know. They think that only because I’'m Mexican, | don’t speak English. | know
some people don’t but | do. Last time they were talking about my mom, you know, and my
mom says “Oh my God, they’ re talking about me. How can they. | understand. Y ou know,
she doesn’t understand that much English but she understands. Y eah, that happens you
know. It really don’t matter, | ignore it, you know.
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Marisol’s response illustrates how difficult it is for the American subjects to gain access
to the socia networks of their English-speaking communities. The experiences that
many of them have had affect their willingness to engage. The fact that Marisol is a
fluent speaker of English and yet has to keep proving it to native English speakers,
frustrates her. She is aso sensitive enough to notice things in her L1 environment, but
which she may sometimes misinterpret. Y et these observations and experiences clearly
place constraints on her full participation in the community and pose an obstacle to her
L2 learning. Despite the fact that Marisol has had positive, encouraging school
experiences in her ESL classes overall, they are not sufficient to make her feel at ease

when interacting in L2 situations outside school.

Kaisa, Pedro and Fausto — subjectswith different lear ning profiles

When examining the backgrounds of Kaisa, Pedro and Fausto, some commonalities can
be detected. In the 1994-95 study, the three subjects were al in the Below Average
student category. Fausto had no interest in reading and was never read to when he was
little. Kaisa and Pedro, however, had some books at home and were sometimes read to
as children. In the final study, they all indicate that they read little in both L1 and L2.
All three also consider that their reading and writing skills in English are not very good.
Based on their grades, however, Kaisa has developed tremendously, especialy in
writing, which she comments on in her language biography. Pedro and Fausto both still
struggle with English, despite the fact that they are exposed to the language at school
and use it at home as well. The crucial element in Pedro’s and Fausto’s cases is the lack
of involvement in L2 community activities.

The average length of an interview was 35 minutes, but in the cases of Kaisa, Fausto
and Pedro the interviews lasted less than 15 minutes, which in itself indicates that they
were either unwilling to talk about their L2 experiences or that they simply had little to
say. Of course, it may also point to the fact that they were reluctant to talk to an adult,
which is something | will discuss in the conclusions to the fina study. As they talked
less than the other subjects, the researcher resorted to other data that was collected.
Kaisa' s language biography reveals that her writing has improved tremendously, which
Is something she herself comments on. Both Pedro and Fausto, on the other hand, write
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very little, opting for bullet points rather than prose. They were also the only ones who
did not write a composition when asked to do so.

Both Pedro’s and Fausto’s families use two languages at home. Fausto uses English
with his brothers, and Pedro with his mother. Pedro says that he identifies more closely
with the Spanish language, but when he is asked which language he prefers to use, he
says:

| use both of them. It doesn’t matter...
It's hard to explain it (the difference between English and Spanish). Y ou know, if they ask
you a guestion you answer the same, it’ s just another language.

But when guestioned on how the English-speaking community treats him, he feels that
thereis adifference:

They would treat you bad if you were from other places and they would just treat you, not
like the other people from their own group.

The profile that emerges from Fausto’s and Pedro’s interviews is different from the rest
of the American subjects in the sense that they have very little to say about the
surrounding L1 community, either positively or negatively. It soon becomes apparent
that they have few friends there and consequently participate very little in its activities.
They have not become accepted members of the L1 community, which in their casesis
also due to that fact that they have consciously avoided opportunities to connect. Fausto
writes in hislanguage biography (a bullet point):
When (he was young) | will go to the store | just will point at the thing that | wanted.

In another bullet point illustrating his behavior today, he writes:
Most of thetime | was at school | will take Spanish because | was afred to say it wrong.

And the fina comment that he makes in writing about his language learning
development:
then afriend of toll meto just talk and that if | said aword wrong that he will just corrected
my.
Fausto’s last comment is touching, exemplifying the significance of moving from an
exclusively Spanish community to a mixed or English-dominant one. The concept of
legitimate peripheral participation (Lave & Wenger 1991), which endeavors to describe
the changes of engagement in particular social practices that entail learning, is
crystallized in Fausto's example. His comment signals a desire to develop: to move

from limited participation to fuller participation where L2 isinvolved.
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Kaisa does not have very much contact with L2 speakers, although she mentions that
her aunt lives in the US and she has two children her age, who do not speak Finnish at
all. She mentions in her biography that this initially inspired her to study English, but
she does not indicate whether she has had any contact with them over the years. Kaisa
was interested in English until she had to start writing it, which posed the biggest hurdle
for her as far as her L2 development was concerned. As she points out:

... but when we started to write | started to have serious trouble. | couldn’t write anything.
It took almost 6 grades for me to learn it. Now, when | look at my 7" grade English
notebooks | have to laugh. | couldn’t write as simple as cousin. The only thing | learned in
junior high (she means elementary school) was to understand English. | know that if |
hadn’'t been in such a class (bilingual class) | would be as lousy in english as in other
foreign languages (Swedish, French).

Although Pedro and Fausto have studied in an English-speaking environment and taken
most of their high school classes in English, neither their willingness to speak in English
nor their writing have improved to the extent that Kaisa's have. Her writing, as can be
seen from the extract taken from her biography, is indeed quite good today. It's almost
error-free and has a clear structure, whereas the male informants' compositions are less
structured and shorter. Kaisa, surprisingly, did not use any Finnish (not even individual
words) during the interview, although in the end she admitted how talking in English
was agreat effort for her.

When asked about how they would like to improve their English, al three responded
that they would like to develop their writing skills. In addition, Pedro mentions how he
would also like to polish his speaking skills.

Fausto

Writing - writing, just write, words and read them and get them on my mind.
Pedro

Yeah, you could write more and get somebody to help you or give you something to
write on. Speak it or writeit.
Kaisa
Yes, in writing, yes.
Towrite wordsright.
Fausto’s comment about how he desires to get words into his head by just writing and
reading makes no mention of other people. Pedro, on the other hand, makes an implicit
reference to interlocutors when he says “speak it”. Kaisa, who has no interaction with

English speakers, feels that the best way for her to develop isto write.

239



Conclusion

On the basis of the interviews, it can be stated that those subjects previously categorized
as successful in aprevious study (Vuorinen 1999, 2009) remained successful in the final
study. In the American sample, Pedro and Fausto, who were characterized as less
successful (Below Average in Study 2), had still not achieved alevel in L2 which they
would have felt comfortable with. On the other hand, Kaisa, a Finnish subject labeled
less successful in Study 2, had progressed and attained a good level of confidence in
both reading and writing in L2. It is open to question whether Pedro and Fausto
excluded themselves from the surrounding English community to such an extent that
Kaisa ultimately had more exposure to English although she lived in a Finnish
environment. As | taught in the same school where Kaisa was a student, | saw how
fortunate she was to have a supportive class environment. She had not been forced to
undergo a change of school, losing friends in the process, nor was she under any
pressure to prove herself to new teachers or peers. | would claim that she benefitted
from both the compassionate peers that she had had since elementary school, as well as
the consistent support of her L2 teachers.

The linguistic background of the successful American subject, Gerardo, is monolingual:
both his parents communicate with him in Spanish only, as do al the members of his
immediate family (grandparents and other close family members). Yet, he uses L2 in
and outside school fluently. Viridiana, an American female subject interviewed in a
previous study, has a similar linguistic background to Gerardo’s, the difference being
that her mother speaks hardly any English at all. In both these cases, a strong L1 and
subsequently a strong Hispanic cultural heritage fostered in their homes has helped
them to build astrong L1 base. Thisis contrary to what happened in the homes of Pedro
and Fausto, where both English and Spanish were used between family members. What
is remarkable in the findings is that Gerardo and Viridiana have succeeded in engaging
in activities in L2 as well as in L1, athough Gerardo is aware of how his personality
changes when he uses the two languages. The extract from the interview where he
explains how he feels “in English” and “in Spanish” was an eye-opener for the
researcher and a perfect example of how sociocultural theory and situated learning
works in practice, namely how the notion of legitimate peripheral participation
suggested by Lave and Wenger (1991) isrealized.
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Wéll, it depends because when you use different languages. To me it feels kinda like
different because if 1 use Spanish, I'm, | don’'t know, | just say different things and feel a
little different about different opinions. If you talk in English, you kinda get that, you kinda
switch alittle bit your personality to fit into the type of vocabulary that you have.

What Gerardo’s response exemplifies is the way in which the physical and social L2
environment has been a source of mental development. The mediational means, in
Gerardo’ s words “the type of vocabulary that you have”, have allowed him to become a
full participant in both L1 and L2 contexts. According to Lave and Wenger (1991, p.
135), legitimate peripheral participation allows us to see what has traditionally been
regarded as the failure to learn in a different light. Sometimes what indeed happens
(even if it has not necessarily been the goal) is that members learn to take on a less
empowered role in a community of practice because of the kinds of participation made
available to them. Toohey (2001, Zuengler & Miller 2006) considers whether it might
be helpful to view some learners as having been marginalized into positions in schools
or other communities of practice which perpetuate their peripheral participation, rather
than to consign their poor success in L2 learning merely to their failure to learn. Pedro
and Fausto seem to fit this characterization of marginalization, having acquired no voice
asyet in their communities.

Full membership of the L1, and sometimes even the L2 community, and participation in
its activities has not been possible for the American subjects. Their engagement has
been hampered by their negative experiences. Gerardo’s and, previoudly, Viridiana's
strong L1 (Spanish) identities seemed to help them acquire a similar position in their L2

communities.
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TEACHER LEARNING IN MULTILINGUAL CLASSROOMS: EXPERIENCES
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ABSTRACT

This paper draws on a five year project about newly qualified primary school teachers (NQTS)
teaching in multilingual classroomsin a city with a high percentage of English language learners
in central England. Earlier papers reported on aspects of the first two and four years of the
project (Hall & Cajkler, 2008; Cajkler & Hall, 2009). The presentation explores how NQTSs build
knowledge about languages and culture and how they extend their professional learning in their
induction year. Learning to teach in multilingual classrooms in training and induction is explored,
with recommendations for teacher education and induction programmes are offered.

Key words: new teacher development, linguistic diversity

I ntroduction

According to Gogolin (2002a: 123), 35% of under-35s in Europe have an ‘immigrant
background’. Her analysis (2002b) of a Hamburg primary school demonstrates how
diverse the linguistic and cultural tapestry can be. Within the school, 50% of the
children were monolingual German, while 15 other nationalities were represented and
20 languages. Similar diversity has been described in other parts of the world (Baker &
Everdey, 2000; Hélot & Young, 2002; Lucas et al. 2008; Commins & Miramontes,
2005). Lucas et a (2008: 361) report that the percentage of pupils aged 5-17 in the
USA speaking a language other than English had risen from 7.9% in 1979 to 18.7% by
2003. Teachers in city areas in the United Kingdom work with pupils who use
numerous languages for a variety of purposes (Creese & Martin, 2006). The Department
for Children, Schools and Families (DCSF) in 2009 reported that 15.1% of the primary
school population in England has English as an additional language (EAL).

On the other hand, the teaching profession remains largely the domain of white middle
class university graduates (Ward & Ward, 2003). Conteh (2007) cites the Multiverse
website estimate of 4% of teachers in England being bilingual. Lucas et a (2008: 361)
clam that most teachers are monolingual and have had limited professional
development for the teaching of English language learners. DCSF statistics (2009) do
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not identify patterns of bilingualism among teachers but record that 94% of teachers
declare themselves white (British/Irish/European). The national figure masks regional
variation, with the North-East of England having 99% of teachers white and London
82%.

It is often claimed that teacher education programmes give insufficient attention to the
fact that classrooms have pupils from a variety of backgrounds (Nieto, 2000: 182) and
we and others have also discussed the challenges facing training providers (Hall &
Cakler, 2008; Cakler & Hall, 2009; Murakami, 2008). Cummins argues that one-size-
fits-all teaching approaches ‘are unable to accommodate the diversity of language and
cultures’ (2006: 57) typical of many urban classrooms but ‘ dual language initiatives can
serve to normalize linguistic diversity within the school’ (2006: 63). He calls for a
multiliteracies approach that acknowledges and builds on pupils first languages and
cultures. We have observed such multi-literacy strategies widely and successfully used
in our context. They offer opportunities for both identity investment and cognitive
engagement, involving routine incorporation of home languages into the life of
classrooms; an example would be the creation of bilingual story texts by groups of
multilingual learners (2006: 62).

Hélot & Young (2006: 73) argue that the home language is still seen as an impediment
to the learning of the school language because in France schools are a ‘ monolingual
habitus . They stress the importance of including parents in awareness-raising activities
so that ‘parents’ linguistic and cultural knowledge heritage become a source of learning
in the eyes of all the children, aswell asin the eyes of the teachers (2006:82).

In England, all pupils are mainstreamed so that they learn from access to the curriculum
in the regular classroom, with an assumption that interactive work and discussion with
peers will be enough (Franson, 2007: 1106). Pupils engaged in formative challenging
activities with their peers in the curriculum experience a rich linguistic and cognitive
environment.

Although there is a necessity for a common language in the classroom (English), there
may be a danger in the UK context and elsewhere of not recognising the importance and
usefulness of the first language in achild' s educational and linguistic devel opment.

In this paper we seek to identify teacher learning about linguistic and cultural diversity.
One might be tempted to believe that the situation is one of difficulty and challenge,
with little success. However, teachers invest time in training (TDA, 2009) and in the

development of resources, as evidenced by local authority resource centres, websites,
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sharing enterprises such as Collaborative.org.uk as well as the numerous organizations
devoted to the development of good practice in language across the curriculum e.g.
NALDIC, Multiverse etc. It would be easy to indulge in a bleak assessment of current
practice but we believe there is much good practice to be explored.

What should teacher education offer?

Wiley (2008: 238) argues that teacher preparation needs to include study of “culturally
and linguistically responsive schooling” but identifies a number of failings, notably
failure to prepare new teachers for language assessment, for use of the first language in
the classroom, to help al pupils respect language diversity. Nieto argues that
preparation for diversity has to “become part of the normal experience for all
prospective teachers” (2000: 183). In France, Hélot & Young (2002: 102) claim that
teacher educators need to ‘include issues concerning all languages (minority, immigrant,
regional and others as well as the majority language) in a non-exclusive way, to propose
ways of valuing the linguistic competencies of all children ..... and consequently to
value the bilingualism of children from migrant backgrounds.’

So, given a free hand, what would teacher education programmes responsive to
linguistic diversity include? In 2002, a Teacher Training Agency seminar in England
identified specific areas which trainee teachers should address in order to meet the
standards for qualifying to teach and to work effectively with pupils learning EAL.
They were fourteen in total (see Bourne & Flewitt, 2002) and included being familiar
with:

e models of bilingualism and second language acquisition;

e good practice in inducting new arrivalsinto school;

e how to become familiar with their pupils social, cultural, linguistic, religious
and ethnic background and traditions,

e dtrategies for supporting the learning and literacy of developing bilinguals
through speaking and listening, the use of first languages, visual aids and
practical activities,

e the benefits of bilingualism and the importance of first language to personal
identity and development of English;
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e theideathat bilingual pupils who have achieved fluency in spoken English may
need support in developing written academic English;

e current models of assessing second language learning and pupils from diverse
backgrounds.

In the USA, Ward & Ward (2003) argue that teacher education programmes must
develop cross-cultura competencies, grounded in ‘awareness, understanding,
acceptance and appreciation of diversity among students' (2003: 534). The principal
strategy would be learning and using a second language. Garcia (2008: 393) also calls
for teacher education to focus on the development of “multilingual awareness with
language at the centre, even arguing that all teachers could be required to be bilingual.
Nieto (2000: 185) is even more forceful:

Teacher education programmes can wax elogquent about the value of cultural diversity and
the benefits of knowing a second language, but if they do not provide their students with
the opportunity to learn another language or to become multicultural in outlook, they lose a
vital opportunity to put their beliefs into practice.

Most programmes in England, over-burdened by the challenge of including and
assessing 33 nationally mandated standards (TDA, 2008a) as well as Masters-level
assignments, would have to be extended by months to accommodate second language
learning. The first impulse might be to rule this out but with growing linguistic diversity
in the classroom thisis acritically important issue for teacher education.
Lucas et a (2008) argue for linguistically responsive teaching and greater understanding
how second languages are acquired. Teachers would need six essential understandings:
1. Conversational fluency and academic language proficiency develop at markedly
different rates (drawing on Cummins distinction between Basic Interpersonal
Communication Skills, BICS, and Cognitive Academic Language Proficiency,
CALP, 2008)
2. Learners need comprehensive input (Krashen, 1982) and opportunities for
output (Swain, 1995).
3. Active participation (social interaction) fosters development of both
conversational and academic English
4. Proficiency in the first language needs to be promoted and supported as this
transfers to the learning of a second language, citing Thomas & Collier, 2002; as
aresult, teachers must be familiar with pupils' first language ability (literacy and

academic language)
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5. A low-anxiety, welcoming classroom is essential
6. To be proficient, learners need to focus on formal elements of language not just
communicative elements, but this focus on form must be made during

meaningful activities, not through de-contextualised grammar tasks.

Some of these are already covered in teacher education programmes e.g. the need to
offer a welcoming environment and the value of socia interaction. In-service
programmes developed in England by the government department (DfES, 2006) draw
on Cummins understanding that conversational fluency is not necessarily an indicator
of pupils ability to use language for academic purposes. On the other hand, the extent
to which teacher education programmes help trainees to use first languages may need
further exploration. While recognising that NQTs have expressed concerns about
training (Cakler & Hall, 2009), particularly about inducting new arrivals and early
stage learners, it could be argued that too many expectations are invested in initial
teacher education. Galton (2007: 38) claims that learning to teach depends on engaging
in discourse with more knowledgeable colleagues, with the most significant gains made
when working in teaching practice. Galton cites Watkins (2003: 14) who calls this type
of learning ‘building knowledge as part of doing things with others'. So, a key part of
new teacher development occurs in their first year as they assume responsibility for
groups of learners and work with others.

Part of our project focused on identifying evidence for understanding of how a second
language is learned and the development of multilingual awareness and a multicultural
outlook, argued for above in linguistically and culturally responsive approaches (e.g.
Wiley, 2008; Hélot & Young, 2002). The research was conducted as NQTs approached
the end of their first year in the job.

Data collection and analysis

The city in which the study was conducted recruited approximately 600 newly qualified
teachers for its primary schools from 2004 to 2008, averaging 120 per annum. 226
NQTs (40 to 50 per year, graduating from 34 training programmes) participated in
surveys and 26 were interviewed. Qualitative data from interviews were reviewed by

two researchers using constant comparison about three themes:
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e developmentsin practice
e evidence of building expertise by collaborating with colleagues

e |earning about languages and cultures.

For this paper, we explored the third theme, linguistic and cultural understanding

developed as NQTs taught in multilingual classrooms.

Participants languages, training and confidence: survey results

77 (34%) of the 226 survey respondents declared themselves to be proficient speakers

of at least one other language apart from English claiming proficiency in 27 languages
(Table 1). 149 listed no other languages.

Table 1: Languages in which NQTs are proficient

Asian Language Speakers African Language European Language Speakers
Speakers

Gujerati | 32 | Bengali 1 Ndebele 2 French 6 | Greek 1

Urdu 24 | Paathwaari | 1 | | Zulu 2 German 3 | Portuguese | 1

Punjabi | 21 | Mirpuri 1] | Swahili 2 Spanish 3 | British 3

Hindi 14 | Japanese | 1| | Xhosa 1 Italian 2| Sign

Kutchi |6 | Chinese 1 Afrikans 1 Irish 1 | Language

Pushto |2 | Maay 1| | Shona 1 Hungarian | 1

How these multilingual talents are used is not known and there are relatively few
studies of bilingual teachers (e.g. Creese, 2004).
In the annual surveys, NQTs were asked to grade how good their training was to
prepare them to:

e teach pupilsfrom minority ethic backgrounds

e work with children with EAL

e todevelop further their knowledge and skillsin teaching EAL pupils

In addition, they were asked to grade the quality of their placements in schools to
experience diversity and results suggested rising levels of satisfaction in all four
categories. In 2005, only 34% believed their preparation to teach pupils with EAL had
been good/excellent but in 2009, the percentage was 66%:
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Table 2: Quality of training: percentages of good/excellent evaluations

Good or excellent .... | Preparation to teach pupils with EAL
2005 (n.44) 34
2006 (n.41) 49
2007 (n.54) 41
2008 (n.42) 55
2009 (n.44) 66
Total (n.226) 48

The recent results are in contrast to national evaluations from the Training and

Development Agency (TDA, 2008b), which found only 38% declaring their preparation

to be good/excellent.

For confidence to teach English language learners two general scales were calculated,

the first for confidence to teach EAL in general, including the following:

knowledge of key principles relating to teaching EAL pupils

ability to distinguish between pupils with EAL needs and pupils with special
educational needs

ability to use strategies to support the learning of EAL pupils

ability to differentiate classroom tasks specifically for EAL learners

ability to adapt materials/resources appropriate for EAL learners

ability to integrate newly-arrived EAL pupils.

Conceptually, all of the questions were strongly related so the reliability test score

(Alpha .899) was understandably high. The mean level of confidence over the 5 years of

the study was 2.48, not yet good on a 1 to 4 (poor to excellent) scale, similar to a scale
calculated for satisfaction with training (in Table 3).

Table 3: NQT satisfaction and confidence to teach ratings

Satisfaction with Confidence to teach

training EAL learners
(approaches,

materials etc)
2005 2.19 2.16
2006 2.59 2.49
2007 2.38 2.48
2008 2.65 2.67
2009 2.65 2.59
2.49 2.48
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A third scale assessed confidence to meet EAL learner needs with regard to:
e pronunciation teaching
e grammar
e supporting vocabulary learning
e teaching speaking and listening
e teaching reading and writing

e assessing competence in English.

This confidence level when scaled was lower than that for teaching in general, 2.28 (as

opposed to 2.48), with variation from year to year.

Table 4: confidence to teach aspects of language

Confidence to teach aspects of language
(e.g. grammar)
2005 2.02
2006 241
2007 2.22
2008 2.43
2009 2.37
Overadl 2.28

These figures are of concern particularly in relation to teaching reading, writing and
assessing pupils (reported in Hall & Cakler, 2008; Cakler & Hall, 2009), where
confidence, abeit improved on 2005, remained obdurately low (only just over 30% of
NQTs feeling confident).

Opinions from the 26 interviewees about the value of training differed quite markedly,
but with most acknowledging some benefit but identifying gaps. At least five claimed
that hardly anything had been covered:

But, at the university, | wasn't actually given, hardly any training at all, it must have been,
one lecture, two lectures and they just told, told us, you know, you will come into where
EAL will beanissue.....

The following NQT had experienced good features but wanted more:

.... definitely some good points, and | mean they gave us, they’ve shown us resources, and
we had, we did do quite a bit on EAL, with umm, showing us strategies ..... | think the
main weaknesswas | didn't really have any, like, severe EAL children in my placements.

A range of pedagogic gains and weaknesses in training and in the induction year were
identified. An additional survey question in 2007 and 2009 asked for a comparison of
the relative contributions of training and induction to NQT development. The 2009

group indicated a greater level of satisfaction with training than induction while reverse
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was the case in 2007. In genera, however, trainees acknowledged that training was a
starting point to building their knowledge and use of pedagogic skills, and further
developments during the induction year were clearly articulated by the mgority of
NQTs (19 from 26).

Linguistic and cultural awareness

Against this background, interviews were subjected to a process of coding and data
reduction to isolate evidence of gains in linguistic and cultural understanding. The
following were isolated (number of interviewees in brackets):

e diversity of languages in the classroom and gains in language awareness (16)

e cultural understanding (12)

e being bilingual (12)

e language sharing (7)

e importance of the first language (7)

¢ understanding how languages are learned (5)

e bilingual support (7).
All respondents acknowledged gains of some kind, but occasionally these were

articulated somewhat imprecisely, for example:

Thereisachildinaclass... mind you, verbally he' s good but it’s hiswriting and | think his
own culture is coming in to how he has been taught to form the letters ... and it's al very
mixed up and it doesn’'t flow and it’s hard to read at times and it’ s because his own culture
isinfluencing the way he formsthe letters.

First of all, | couldn’t understand their writing because it was back to front.

Nor were all NQTs ableto clearly explain the linguistic diversity they encountered:

I’ve never heard them speak it, umm, yeah, .. speak it fluently, ..his mother’s tongue is
Greek but | think she must have spoken English as a first language to him, so high level of

writing, reading....

I mean | know some ..... not her first language, and | don't know her other language; is
very hard to learn, ........ umm, Kurdish | think, .. we've got two from Africa, | forget what
their other language is, ........ they’ re very close to one another, and I’ ve never heard them
speak it ..

On the other hand, many gains were noted in cultural understanding, learning with and
from children as well as from colleagues. Seven of the respondents focused on learning

about Islam with their pupils, for example:
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There's alot of things | didn't realise about the Islamic tradition. Children listen, value
what they hear and want to talk about their own traditions afterwards. | think | am learning
every day with different children.

Yes, | worked in a school which was mainly Muslim and with most children speaking a
second language. | am now alot more knowledgeable about many religions, languages and
the cultural differences.

There was also evidence of culture sharing, with pupils sharing experiences with their
peers:

Even though | know alot of cultures, some of the African cultures | didn’t know about. So
we sometimes talk about things like that alot in class. If there' s wedding going on and this
child’'s Muslim and ....the wedding itself, although the vows are the same the traditions are
so different depending on the cultural background they come from.......

Linguistic Diversity and L anguage Awar eness

Development of language awareness was articulated, sometimes in ‘aspirationa’
statements about multilingual diversity in the classroom:

...... we've got a vast amount of languages and so that's something | want to learn more
about personally, the culture and the linguistics behind the languages...

So many children in this class have English as an additional language, it just becomes, in
our school it just becomes the norm, rather than the exception .......
NQTs found themselves learning about the languages and cultures of their pupils, for
example:

I’ve learnt a lot more about where specific languages come from. Kutchi, | wasn't sure
whereabouts that came from and the children in my class were telling me that because a lot
of them speak Kutchi and then my knowledge of the cultural backgrounds has increased
because I’ ve learned alot about Islam and Hindu religion as well.

Interest in language diversity led to greater understanding about pupils and their

languages.
I know who speaks English at home and who doesn't, .. so | do know more about their kind
of linguistic backgrounds ... just because with the amount of time that you have with
them...
And, some NQTs appeared to be engaged in language learning themselves (as would be
recommended by Nieto, 2000 or Garcia, 2008), including both monolingual and
bilingual teachers, including two new learners of Polish

| tried to learn some Polish words, which wasreally hard, .......

Umm, it has, umm, linguistically, umm, I'm not sure I’ve picked enough Polish up, I'm
quite aware, actually what | have learned this year, the accents ............... | still have
developed this year.
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Mention of not yet having picked up enough Polish perhaps suggests a continuing
effort. Growing language awareness influenced what appeared to be language sharing or
reciprocal teaching of some kind, discussed by seven of the interviewees:

We had alot of fun because he could teach me Turkish whilst | was teaching him English,
so hefelt just asimportant. It was good for me to make mistakes because he' d laugh at me.
............. he’ s done things like taught the other kids bits of Portuguese and things

Children have been looking at saying, hello, good afternoon in different languages, as
we've been taking the register, so not just Polish, you've got Greek going on, you've got
Hindi, you know, other, other languages.

Sharing and exchange of language by bilingual teachers and bilingual learners also took

place:

The other boy | support he speaks Gujerati and sodo I.......... There are certain words | still
forget but | get the children to help me. They quite like that as well.

Drawing on thefirst language

NQTs in general acknowledged the value of pupils first language and there did not
seem to be any fear or doubt about using first languages in the classroom. In fact, they
clearly articulated claims about the necessity to use first language (perhaps resulting
both from training and from multi-literacy approaches used in the city):

| was taught that for EAL you have to use the first language ... adong with the second
language for them really to succeed because otherwise they stop with the first language,
they haven't got all the skills there when they learn their second language, their skillsaren’t
there.

My main thing is to get them speaking, first in their own language because if they can't
even speak in their L1 | can’t see how they’re going to start speaking in English. ........

| would say the children with EAL ... have some of the best language skillsin the class. In
terms of their grasp of their first language and so have potential to have some of the best
skillsin English aswell.

Using the first language as an initial scaffold, then *weening off’ was also mentioned by
two respondents, but with no additional explanation for this strategy:

So then it was kind of weening them off, so that was building their confidence up there,
we' ve had umm, we' ve got Polish, for the Polish children we' ve got .... books......

| did use French just to help here but stopped a month after her arrival here.....I told her to
write in French because | wanted to see what her ability was but soon stopped aswell..........

All bilingual teachers saw being bilingual as an advantage in supporting pupils in the
classroom and beyond, for example, the following wanted to embark on the kind of

practice recommended by Hélot & Y oung (2002):
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Next year, | want to start doing things with parents, using Gujerati. A lot of parents don't
feel confident to help their children because they can’t speak English and | want to develop
that.

The following teacher can use several languages and seems to imply she had picked up
alittle Somali as well

At parents evening | don’t really have any problem because of being able to
speak the languages...it'sonly Somali that | don’t know very much of, but |
haven't really come across an issue where I’ ve needed an interpreter.

Teacher experience of bilingualism was helpful to understanding of children’s
experience:

I’ve learnt here — what I’ ve been lucky to have is my bilingual language. From my own
experience and courses I’ ve been on | don’t think it’s used enough.....

I always think back to my childhood. | was an EAL child even though | was born here. My
parents wanted me to keep my own language, so they only spoke to me in Gujerati. When |
went to school, it was really hard. | remember it being realy hard but then | caught up
really quickly.

I’ve learnt from that.... it's not a disadvantage if you don’t know another language but it's
an advantage to use what’s in your class — that’s what 1’ ve learnt... make the kids fedl it's
an asset to have 2 languages celebrating the fact that they have that in them.

Being bilingual, however, was not always a solution to communication difficulties, for
example the occasional weakness of trandation was acknowledged by two bilingual
teachers:

| used to sit next to him myself, because | could speak his language. Science: | found it
difficult to get through to him because of the amount of vocabulary; there's a scientific
concept behind it so that's quite a hurdle whereas in maths in subtraction there’'s a word
that | can use to tranglate that.

I think that science is particularly difficult because of the amount that | have to put into it,
but | got KS1 big books ‘Body & Plants and it was easy just to show him.

The use of paraprofessional support isincreasing and there is aneed for further research
into their practice and contributions but the value of bilingual support staff was
regularly mentioned. :

I think definitely having bilingual peoplein the classroom is very helpful.

What we did with her she worked with a TA who spoke Gujerati with her, based on
numbers, letter sounds and talking about books with her. She was also paired with another
able child who spoke Gujerati and trandlated for her. This other child was amazing and
that was very good. It made the other children realise Hey, I’ ve got another language and
maybe | can use it sometime.

....... people around the school are very, very good, especially the people that speak the
home languages of the children, so | can aways speak to them if you need something
clarifying.

Finally, we reviewed how much NQTs knew about language learning. Some awareness

of how language develops was shown but this would not match the expectations of
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Bourne & Flewitt (2002) or Lucas et a. (2008) discussed above. The first comment
below sits well within a mainstreaming policy and belief in the power of input and
exposure to the curriculum:

....... in the back of my mind is aways they ought to be learning the language
automatically. As long as they got enough accessto it ...... I’m quite big on the power of
them just absorbing.

Uncertainty about approaches to use was expressed:

My learners were past the initial language acquisition stage and needed to refine their
language skills but | didn’'t really know how to do this best. | tried to use some of the
materials | collected on the course | attended but most of it was aimed at |earners that were
new to the language.

In other cases, awareness (with the exception of appreciation for the value of the first
language) appeared to be quite limited. Some understanding of the BICS/CALP
(Cummins, 2008) divide was suggested although not directly mentioned:

But their everyday English is such that they can get by but you begin to probe and they
don’t have the vocabulary and al of those things that you expect and so it's not just the
new arrivals, .....

Y ou know, they get this surface fluency (inaudible) and they can cope day to day, but when
it comes to you know, the curriculum..........

Many of them speak the language perfectly well but getting their written language up to
scratch isareal challenge and one I’ ve never really had much help with.

The final point here echoed findings from the questionnaire survey which revealed lack
of confidence when teaching literacy, notably writing skills to learners of EAL.
Nevertheless, the interviews evidenced growing awareness, with significant interest and

learning about linguistic diversity.

Discussion and Conclusion

We found evidence in the induction year that teacher confidence grows in multilingual
classrooms as a result of interaction with pupils and colleagues in an atmosphere of
mutual support. Some remained uncertain but most respondents acknowledged the
necessity and value of experience and noted many learning gains from which
multilingual and multicultural awareness grew, as did confidence to work with EAL
pupils. There was extensive learning about language and culture, language sharing and
even learning of new languages, sometimes from children who were asked to teach their

language to their peers (for example Portuguese), echoing the aspirations of Hélot &
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Young (2002). Routine classroom events e.g. registration/greetings, were often
bilingual.
There were some suggestions that some strategies had been suggested or experienced in
the training year e.g. use of pupils first languages, but time for development was
limited. NQTSs described using scaffolding and interactive strategies to support learners
with frequent and creative use of the first language. Such approaches developed as a
result of working with supportive colleagues (teachers and teaching assistants) and
learning from children. Bilingual teaching assistants are being used increasingly (at
least two mentioned the contributions of Polish TAs; others mentioned Shona, Somali
and Gujerati) though we need more research on how TAs contribute and the extent to
which pupils depend on them.
Use of the first language in the classroom and respect for language diversity appeared to
be common practice among our respondents (echoing Wiley, 2008). Nevertheless, in
line with commentators above, responses suggest that teacher education (given the time)
might usefully include more focus on:

e how to assess language

e approaches to using the first language, e.g. developing further the use of multi-

literacy texts as recommended by Cummins (2006), including language sharing
activities which value pupils’ linguistic competencies (Hélot & Y oung, 2002)

e understanding how languages are learned (a weakness at present)

e working with bilingual teams to promote and support learning.
These may aready be features of training programmes but some of our survey
respondents suggested that coverage was uneven (Hall & Cakler, 2008), with some
significant gaps and many previous studies have stressed the limited time available.
There are also messages from this research for city and school authorities. If our sample
is representative it would mean that approximately 200 bilingual teachers had entered
service in the city primary schools since 2005. What are their experiences and how
have they developed their practice? How are they using their languages? There are
schemes to attract new teachers to work in socially deprived areas and be paid
additional money for continuing service there. In paralel, how can we attract and
deploy multilingual teachers into the profession and to work in particular contexts?
Perhaps there is an argument to be made for multilingual service being rewarded. In the

meantime, multilingual practice in our schools should be further researched so that
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teacher educators can continue to prepare trainees in informed and informative ways for

the diversity of the mainstream.
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TEACHERS CREATIVE APPROACH TO CIVIC EDUCATION. THE
ANALYSISOF SELECTED ASPECTS OF POLISH TEACHERSWORK

ANNA ZIELINSKA
University of Warsaw

ABSTRACT
This paper will focus on teachers' creative approach to civic education. The research shows that
despite binding core curriculum only one in five teachers is convinced there is the consensus on
contents of civic education in Poland. The teachers differ considerably in their opinions on what
should be taught.
As for educational practice there are also different models. Some teachers follow core curriculum
strictly while others enrich their lessons with additional creative elements.
The aim of this paper is to present the results of research on Polish civic education teachers and
identify the factors which facilitate creative approach to teaching.

Key words: civic education, creative teacher, open climate of school discussion, facts based teaching, teachers' professional
self-evaluation

According to Alvin Toffler, one of the most important tasks that our civilization is
facing is the reconstruction of organizational and functional structures of modern
societies. Only creation of wider democracy will allow for response to the demands of
modernity and will protect our civilization against catastrophe. Toffler argues that
everyone should participate in the debate on changes of the system. What is needed is:
awakening of the human imagination necessary to reconstruct political structures and
release the highest possible number of new ideas and concepts. Due to this challenge,
creative civic education, which enables all the students to see dilemma of our timesin a
wider perspective and prepare them to solve different problems, which we encounter
today and which they will face in the future, seemsto be crucial.

Improvement of democracy functioning is the subject of interest of writers and
visionaries, but it is also one of the most important goals of a school. Education through
preparation of people with ability to analyze, free of stereotypes, equipped with skills to
lead a debate, define goals and select means which will cause that the goals might be
achieved, contributes to increase in the quality of the democratic society. To educate
creative citizens, there should be possibility to discuss at school, to present different
opinions and viewpoints, choose right arguments and analyze arguments of the other
participants of the debate.
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A school, as an ingtitution which is governed by defined set of rules and a role of
students in this institution, regardless of quality and work methods of a teacher, may
support education of the young people to live in a society or it may hinder such civic
socialization. A teacher due to direct relationship with the students has a special role to
play; hisgher engagement, style of teaching and method of teamwork organization,
his’/her broadmindedness and innovation decide to a great degree about the educational
results. According to A. Brzezinska, creative school requires teachers team running,
individual programmes and creative teachers. The definition of the teachers team
running refers to the image of a school class not understood as a formal structure but as
an action environment co-created by a teacher and students, but mostly the teacher
should understand the concept of team functioning, work style and relationships within
the team. Individual program might be treated as a scenario, then the imagination of a
teacher is not limited but it can also be a direction for a teacher and the students. Such
an individually designed program motivates teacher himself/herself, strengthens
engagement, increases immunity to barriers but also carries the risk of too strong
attachment to the creation and aversion to other programs created according to some
other rules. The program once created should be constantly corrected and completed
because our knowledge and rules to operate it keep changing.

Creative Teacher is not only a person open to suggestions of students, able to
encourage them to raise problems and solve them individually, but also a person
accepting himself / herself, his/her weaknesses, treating his’her professional role as one
of the fields of life activity related to the remaining fields, perceiving himself/ herself
dynamically in a category of changes. In atriad ,teachers team running— individual
program — creative teacher”, according to A. Brzezinska, the most important, key roleis
played by the creative teacher because without him/her even the best subject program
or concept of team action may not bring effects.  Such a teacher is particularly
important in teaching the subject the aim of which is to prepare young people to
maintain social continuity and carry out necessary changes - civic education.

What are the teachers of civic education like? To answer that question | used the results
of the Polish part of the international research carried out by The International
Association for Evaluation of Educational Achievement , in which | participated as a
member of the Polish research team. The main goal of the project Civic Education Sudy
was to find out about the level of knowledge and civic attitudes of fourteen and

seventeen year olds from countries of different traditions, organization of educational
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system and educational programmes. Research was carried out at the beginning of the
twenty first century in three groups: students, teachers and school heads. Teachers of
three selected subjects crucial for civic education were poled. Individual countries could
choose those subjects from a proposed pool, considering educational nature
characteristic for themselves. In Poland, teachers of knowledge about society, history
and Polish language were interviewed. Teachers of fourteen — year - olds were studied
in al countries. Study of teachers of seventeen-year-olds was not obligatory. The Polish
team, in order to have a more complete comparative material, not only carried out the
research in agroup of seventeen year olds but also for teachers and school heads.

In this presentation, | will use part of the study concerning teachers. 574 teachers of the
subjects related to civic education working with fourteen year olds and 435 teachers
teaching seventeen year olds attending high schools, technical colleges and vocational
schools were interviewed.

The questionnaire for the teachers consisted of four parts. The first one included the
guestions concerning job seniority and education of teachers. The questions concerned
seniority, university education, participation in courses and seminars developing
professional skills related to civic education. The second part concerned the opinion on
civic education and teaching democracy at schools. The questions focused on the status
of civic education in schools and its content, what young people were learning about
civic education at schools where the examined teacher was working, what was the
object of special emphasis and what, in teacher’s opinion, was to be taught to teenagers
to make them become good citizens of a democratic country. The third part of the
guestionnaire concerned teaching civic education from a practical point of view of an
examined teacher. The questions were asked how the teacher was preparing the classes
during which he dealt with the problems related to civic education, which sources and
materials he used and how he was prepared to teach principles of democracy and civic
society. The fourth part of the questionnaire included questions concerning teaching
methods used by the interviewed. Some of the examined matters, | will present below.

In this presentation, | will try to find answers to the following questions:

1. Do teachers have a creative approach to the subject? How do they perceive goals of
the civic education? Can they extend the scope of the civic education (civic rights and

obligations, Constitution, political system) by important current issues?

261



2. Do they feel well prepared to teach? How do they evaluate their professional
qualifications? Do they feel comfortable teaching controversial and difficult social
problems?

3. Arethey willing to discuss with their students? Do they encourage them to discussion
and open presentation of their viewpoints, even if they are in opposition to the opinions
of the mgjority of the class and a teacher? Are they ready to negotiate with the students
what and how they will teach civic education?

It isworth emphasizing at the beginning that the majority of teachers put great emphasis
on civic education and the role of the school in this field. They show significant
educational optimism at the same time.

92% of the teachers of fourteen — year - olds and 97% of teachers of seventeen- year-
olds treat civic education as extremely important for the development of the society.
Teachers argue that the school contributes to the development of students' attitude and
their opinions on civic problems. 93% of teachers of fourteen- year- olds and 92% of
teachers of seventeen- year-olds shared that opinion (respectively 43% and 34% were
strong supporters of this ided), only 7% of teachers of fourteen- year- olds and 8% of
teachers of seventeen- year- olds thought that their work had not influence on the
development of attitudes and opinions of students on civic problems.

Teachers argue that in the Polish society there is no consensus on the content of civic
education. Only 22% of teachers of fourteen-year- olds and 24% of teachers of
seventeen- year- olds stated that there was a common agreement on the subject of what
should be taught to young people regarding civic education. 78% of teachers of
fourteen-year- olds and 76% of teachers of seventeen- year- olds do not see agreement
on the content which was to be provided to the young people on civic education at
school. However, only 15% and 14% respectively state that due to conflicts and
difference of opinions in the society it is impossible to reach agreement on civic
education curriculum.

Due to lack of social consensus on the above matter, ateacher decides to a great extent
about what he/she will be teaching. What should be his’her guidelines in selection of
problems for civic education? 73 teachers of fourteen- year-olds and more than 4/5 of
teachers of seventeen- year- olds argue that the teacher should be guided by the
standards and requirements included in the officia curriculum, however, 27% of
teachers of fourteen- year- olds and 1/5 of teachers of seventeen- year-olds do not think
that education shall be based on the civic education curriculum and the teachers shall
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decide on its content. Some surprise was caused by the common willingness of teachers
to establish lesson content for civic education with the students. 4/5 of the teachers of
both age groups were ready to negotiate the problems discussed during lessons with
young people and only 1/5 of the researched refused or completely reected such
possibility. Almost all respondents examined believed that school could teach what was
important in civic education and prepare young people to live in a democratic society.
To answer the question whether teacher’s present unified position concerning goals and
significance of civic education; anaysis of the main components was carried out. It
allowed for selection of three factors expressing three dimensions of approach
towards civic education.

First factor (explains 18, 5% of variation) expressing optimism and openness towards
students consists of the following variables:

- civic education is important for civic and political development of students
.................................................................................................................................... 0.822
- civic education has great significance for our country...........cccocceeeveceececcieccveenee. 0.808

- school isirrelevant for the development of students' attitudes and opinions on civic

[S10] 6= 0 4TS P PRSP 0.539
- a teacher should negotiate with students what is to be studied in civic education
.................................................................................................................................. 0.314

Second factor (explains 15.9% of variation) expresses helplessness and confusion of
teachers and consists of the following variables:

- because of conflicts and different opinions in society they cannot be agreement on
what should be taught in CIVIC @UCELION...........ccoceiiieiieiieee e 0.741
- changes have been so rapid in recent years that teachers often do not know what to
tEACH IN CIVIC EUUCELION. ..ot 0.693
- what is important in civic education, cannot be taught at
S o 100 SRR 0.658
Third factor (explains 13.8% of variation) which expresses feeling of self — confidence
and criticism against authorities consists of the following variables:

- teachers should teach according to curriculum standards/requirements in the area of
oAV ol =0 (8 o= (o] o TSR 0.692
- educational  authorities pay little attention to civic  education:
.................................................................................................................................... 0.667
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- there is a broad consensus in our society as to what is worth learning in civic
<o (110 |1 o] o OSSR 0.618
The results provided above: percentage share, responses to questions on aims and
importance of civic education and the content of factors found in the analysis of main
components allow stating that the majority of teachers believe in sense of their work.
Teachers who are optimistic and open are characterized by democratic approach and
openness towards the students. They are ready to work on topics to be discussed during
classes with them. However, there is also a group of teachers who are helpless, confused
and uncertain, whose approach to civic education at school causes unrest. Those
teachers constitute slightly smaller group but their approach is characterized by highly
developed pessimism towards possibility of preparing young people to live in a
democratic society. They argue that due to conflicts and differences of public opinion, it
Is impossible to reach agreement on civic education and the fast social changes cause
that a teacher does not know what to teach. In those opinions, helplessness of teachers
towards professional tasksis visible. They pessimistically believe that what is important
in civic education cannot be learnt at school. It might be assumed that teachers with that
approach have no creative skills, cannot raise problems openly and bravely face
challenges of education.

The group of teachers with third dimension approach feeling self-confidence and
criticism constitutes the opposition to the one above. Those teachers are certain about
what they do and they have no doubts about that. They assume that it is obvious what
should be taught as part of civic education because in our society there is a common
consent on that subject. Moreover, ateacher has standards and curriculum and he should
respect them. For those teachers, professional certainty is accompanied by criticism
towards the authorities related to little interest and no appreciation of teachers' effort by
the educational decision makers who do not pay proper attention to civic education.
Such approach does not support creativity. The group of teachers characterized above is
mainly sensitive to following routines and patterns of actions.

Among the dimensions of teachers approaches to civic education, with no doubt
educational creativity is supported by individua approaches to their work and a subject
they teach. Teachers — open optimists, ready to discuss problems with their students,

have greater chances of educational success.
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Creative approach is possible only for those teachers who can freely move within the
field which they teach. Lack of sufficient substantive competences might be an
important obstacle to educational creativity. A teacher who is uncertain about the
matters he/she teaches is more willing to follow patterns and convey only the content of
a textbook. Which fields the teachers are competent in and which fields lack their
competences?

Every teacher obtained a list of problems and had to indicate how well prepared he was
to teach topics listed in the question using the scale: not prepared, not prepared enough,
prepared, well prepared. Further categories of responses have numerical values
assigned from 1 to 4 (1-not prepared, 4- well prepared).

TABLE No. 1 Assessment of preparation to teach selected topics of civic education. Averages obtained by the
teachers of fourteen and seventeen year olds

How well isateacher prepared to teach that Average of the Average of the
topic? teachersof fourteen- | teachersof
year- olds seventeen- year -
olds
Important events in the nation’ s history 3.25 3,23
Human and civil rights 3.01 2.97
Ecological matters 3.00 2.70
Citizen rights and obligations 2.98 2.99
Civic virtues 2.92 2.87
National Constitution, political institutions 2.85 2.85
Equal opportunities for women and men 2.82 2.75
Media 281 2.83
Election and electoral systems 2.76 2.78
International organizations 2.69 2.83
Cultural differences and minorities 2.68 2.80
Different political systems 2.65 2.65
Different concepts of democracy 2.63 2.76
Social Welfare 2.60 251
International problems and relations 2.59 2.83
Dangers of propaganda and manipulation 2.58 2.78
Trade Unions 2.52 2.52
Thejudicia system 251 2.55
Migrations of people 241 2.63
Economic issues 2.35 2.59

* ranking according to category: averages of the teachers of fourteen year olds

Teachers of fourteen- year- olds feel the best prepared to teach important events from
history, human rights and ecology. They think that they are well prepared to teach about
civic virtues and political obligations, constitution, political institutions, equal
opportunities and the media. They are less prepared, in their own opinion, to teach other
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matters related to civic education and least prepared to teach about the judicial system,
people migrations and in particular economic matters.

The teachers of older group of students were more critical about their work preparation
than their colleagues teaching fourteen- year- olds. They only felt well prepared to teach
about important events of the country history; they did not think they were competent
enough in other categories. They gave themselves highest credit for preparation on civic
rights and obligations, human rights, civic virtues, constitution and political ingtitutions,
as well asinternational matters and institutions.

It seems alarming that in general teachers feel not prepared enough to teach about
problems such as: dangers related to propaganda and manipulation, people migrations,
as well as elections and electoral systems, economic issues, cultura differences and
minorities. In teaching the topics mentioned above what is important is teacher’s
creativity, his’her openness to discussion, leaving the textbook content behind. A
teacher who is not sure about hig’her substantive knowledge is not capable of such
openness.

Let’s look at the teacher’s work from students’ point of view. Are teachers really open
to discussion? Do they still use the encyclopaedia based education? What do students
think about it? How do students evaluate teachers’ openness, their ability to moderate a
debate, go beyond the content of textbooks? Confirmative factor analysis led to
exploration of two dimensions. open climate for discussion and emphasis on facts based
teaching. In the table below, you can see students' evaluation of the teachers working
methods.

Table 2. Answers: oftenin agroup of 14- and 17- year -olds (in %)*

In your school Fourteen- year- olds Seventeen- year - olds
students students

Teachers require studentsto 54 62

memorize dates and

definitions.

Students work on the material | 47 51

from the textbook.

Teachers put great emphasis 45 49

on learning facts and dates
when presenting history and
political events.

Students are encouraged to 40 37
make up their own minds
about issues?

Memorizing dates and factsis | 40 46
the best way to get a good
mark.
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Teachers respect our opinions | 38 31
and encourage us to express
them.

Teachers present severa sides | 31 24
of an issue when explaining it
in class

Teachers give lectures and 26 45
students take notes.

Teachers encourage usto 24 14
discuss political and social
issue about which people have
different opinions.

* statements such as: teaching facts were marked in black.

* statements such as. open climate for discussion were marked in blue.

It is evident from students responses that teachers are still attached to traditional,
encyclopaedic education. Traditional education based on schemes is still prevailing in
education (including civic education) than discussion, openness, creative approach to
problems. It seems alarming that the older students get, the more often they indicate
formal and fact memorizing based character of civic education at school. The
percentage of positive responses to all questions concerning education based on dates
and facts increases and the opinion that school is a place of exchange of opinions and
arguments is in decline. Why does that happen? Maybe teaching just for the exam or to
memorize significant part of the material in higher grades cause the tendency for
encyclopaedic teaching at the expense of open discussion. Maybe the older group of
studentsis more critical and pays more attention to deficiency of debates. Regardless of
the reasons for such phenomenon it might be stated that deficiencies of creative thinking
about education and application of creative method to make students active are more
visible in case of teachers at the higher levels of education.

What conclusion can be drawn from such studies for people, educational institutions
and teachers who want to continuously develop their professional skills?

1. In substantive (subject oriented) preparation of teachers, special attention shall
be paid to education going beyond the traditional canon of knowledge on civic
education and more attention should be paid to new, controversial matters which
evoke emotions.

2. Teachers, in particular of such subjects, which require facing challenges of
modernity, which are characterized by more and more new issues, should have
access to training in the form of post-graduate studies, as well as workshops,

conferences and symposiums. Themes, content and form of work during studies
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should be established in cooperation with teachers and should respond to their
needs.

3. Methodological and professional training should be changed at the level of
university education; more and more subjects strengthening independence of
teachers and allowing them for creative actions as well as improving their self-
assessment and readiness to face challenges should be implemented.

4. More focus should be put on teacher trainings and they should be strictly related
to university classes, analysis using the acquired theory; more and more
examples of good practice should be shown; in-service teachers experience
should be used for classes for the students.

5. Itisworth considering of support groups for teachers and peer evaluation.

It isimportant that students from the first days of their education, while learning

different subjects could experience that the profession of a teacher or educator is a

creative profession. Students need creative and non-conventional and routine based

higher education and ingtitutions of professional development.
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FACTORS, WHICH HAVE INFLUENCE ON COMPETITION IN
ACQUIREMENT OF BASIC EDUCATION IN LATVIA

VAIRISLAUDAMS
Riga Teacher Training and Educational Management Academy, Latvia

ABSTRACT

The competition stimulates development of organizations and quality of service, competition
promotes introduction of new ideas, hew search of original ways in realization of these ideas,
thereby recruit more clients.

There are four factors, what forms competitive advantage: efficiency, quality, innovations,
fulfilment of clients' desires.

In the performed research there were analysed the factors which influences competition what
influence the children and their parents when they choose the school for basic education.

Rapid changes in economic environment in Latvia and the world have demonstrated
that knowledge is a key of competitive advantage and success, therefore, one of the
indications of the end of the 20th century and the beginning of the 21st century is
awareness of intellectual capital and knowledge as critical resources in the organization.
Education is a priority of the country and society. Dynamic changes in modern society
relies increasingly diverse and sophisticated requirements for teachers, schools and the
education system as awhole to provide quality education opportunities.

Education should not only have high quality and accessible for us al, but it aso
promoted the economic development of the country. Balanced, sustainable and
competitive development of the country can provide a quality education and the
professionalsinvolved in concerted action.

The competitiveness of the man in the 21st century quarantees not only ensures his
acquired knowledge, but also the ability to creatively think and act. Consequently, must
be improved the management of the education system, using innovative techniques and
new forms of work organization, to provide comprehensive and competitive education.
In recent years, Latvia's educational system has been and is till undergoing major
changes. Time for change is difficult, because nobody clearly cannot say who and how

must be changed in the Latvian educational system.
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Latvids educational system is subject to ongoing processes in the country, the
administrative territorial reform, which includes the counties and parishes uniting the
education system in structural reform, which includes the school network optimization
and reorganization of the education management structure.

Increasingly, in the Latvian education system there are used the terms from other
important public processes. One of these is an economic concept - competition. Parents
in Latvia have the right to choose the school where the child receives an education,
taking into account the child's wishes. With every year the number of pupils is
declining. It has become a reason for schools to implement the basic education program
to compete among themselves to attract more students. The competition also provides a
growing the network of private schools, which effectively offer additional services to
students and their parents comfort and preferences of free time, students time in the
school and at home, extra security measures.

Competition may be a general and specific, objective or subjective. Scientists R. A. Pitts
and G.C.Snow define competitiveness as an advantage, as the organization features,
which contribute to further development, overcoming competitors retaliate. (Berzina,
2002).

Competition in education, as well as the economy is one of the processes contributing to
the quality of work and organizational development. The term "competition” in the
literature is offered several explanations.

Competition - [German Konkurentz <lat. Concurrentia ‘collision] contention for
superiority, advantages (one process, one field). In economics, the fight for better
achievements in the economic life of an area (between the manufacturers, service
providers, etc.). Competition is the natural goods and services supply regulator, which
represents the optimum market price which is acceptable to both producers and
consumers. (Dictionary of foreign words, 1999)

Competition - contention which quarantees the development of the market economy
development and efficient use of public resources. (Kumerdanka, 2007)

Also Pedagogy terms glossary can be found an explanation of the word “competition”.
Competition - a contention in which an individual or group seeks to achieve its goals,
surpassing any other individuals or groups who seek to pursue their own (or the same)

goals. (Pedagogijas terminu skaidrojosa vardnica, 2000)
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Consequently, competition has a strength, which leads to any organization or individual
to act so as to provide a service, the product would be better, higher quality, thus also
gaining consumer recognition, and ensuring competition in the external environment.

Assessing the competitiveness of the economy is used in today's competitive theories

founder Michael Potter (Harvard University, Professor) five forces model.

Incomers

v

_ Intensity of
Providers sector’s Consumers
competition

T

Substitutes

Fig. Nol. M.Potter’ sfive forces model

Professor M. Potter emphasizes that competitiveness can be increased, by two means.
One of them is alower cost, it is understood by cheaper to work organization and work
shorter deadlines than the competition, while the other speciaizations. (Marketinga
pamati,2002).
Building competitive advantage is based on four factors:

* Efficiency

* Quality

* Innovations

* Customer expectations
Efficiency - effectuality of selected products, which makes the short time to achieve the
best possible results with minimal resources and power, and time spent. (Pedagogijas
terminu skaidrojosa vardnica, 2000)
Education quality is an important condition for successful national development and
competitiveness. Quality can be viewed in absolute terms, for example, the reached

level, benchmark. Quality as a relative concept may be a measurement, conditions,
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interpretation. The financial aspects of quality appear in competing situation, as
qualitatively the same results can be achieved by consuming a variety of financial
resources (the number of student and teacher ratio, expenditure per pupil/ education
program) (Eglitis, 2002)
UNESKO International Commission’s report for , The Education of the twenty-first
century” stressed that the educationa policy the problem of school education quality
should be addressed from three standpoints: (Lihacova, 2003)

» Teacher quality improvement activities (initial education, continuing
education, lifelong learning and other measures);

* Working out and perfect the Education programs (at the same time
devel oping the teaching methods, teaching materials, books, aids, computer use, €etc.);

» The school management, which can achieve a qualitative improvement in
school education.

Quality of education systems based on three foundation-stones (Lihacova,
2003).

* The quality of investment (in education funding, facilities, personnel,
textbooks and teaching materials);

* Process quality (education program, teaching quality, class size, time spent
at school);

* The "outcome" or the quality of students achievements.
A number of Latvian school leaders (Bérzipa 1., I. Lihacova) updates the Finnish
experience in the educational system in which the concept of quality, focusing on

customer needs and preferences. (Bérzina, 2002)The processis depicted in Figure N° 2.
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Fig. No 2. Educational Quality Assessment Criteria

In Latvia the school quality is still measured by using quantitative indicators: student
achievement at different levels of contests and competitions, school achievements in
national tests, but these do not give the opportunity to comprehensively assess and
determine the level of quality of school work, because schools as intelligent
organization's quality substantially affect educational attainment process quality.
Currently, the education system being introduced in the funding model "money follows
the student” for more financial resources to schools with larger student numbers.
Consequently, the school is interested in attracting more students as possible. To this
end, the school should be able to compete in another middle school. More importantly is
the management of schools to identify which areas need to be working, did not diminish
the competitiveness.

In 1997, Oregon State (USA) established a committee to address the problem of
educational quality (Quality Education Commission). It was the answer to three
guestions:

* What is quality education?
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* How much does it cost?

* What to expect for the money spent to acquire?
Experiment was tried in a lot of different schemes, which showed student performance
and school costs. This process was called the educational quality modeling (Quality
Education Mode!).
Consequently, the Committee recommended:
* To put emphasis on students reading literacy at primary level;
* Continuously develop and improve the professional skills of teachers;
* Training for them to build real-life needs.
Also, innovation is the competitive capability factor. Economic Sciences innovations
are defined as innovative. Innovation - the process by which new scientific, technical,
social, cultural or other areas of the ideas, design and technology are being implemented
and requested by the market competitive products or services. Innovation is the end
result of novations, product and process quality and efficiency improvements, as well as
innovations in work organization.
(http:/www.em.gov.lv/em/images/modul es/items/item_file 11154 3.doc)
Competition as one of the school's external environment elements affects the different
aspects of the educational process - the general aspects of basic education, general
education program design and implementation of student mobilization, efficient use of
resources, the physical environment is concerned, the entire school board as awhole.
Each school wishes to operate more successfully than others. But to truly be
competitive and gain an advantage, the school must exceed the competitors in
efficiency, quality, innovation, or innovative or community as an educational service
recipient satisfaction. Figure N° 3. (Raituma, 2007).
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Fig. No3. Formation of competitiveness at school.

Every school as the intellectual organization for ensuring sustainable competition must
take into account the client's wishes. So a prerequisite for the successful development
of the school is contentment of pupils’ and their parents' wishes.

Good relations with clients is one of the cornerstones of the organization because, as
experience shows, that to acquire a new client is much more expensive than continuing
to work with already existing, because every organization should take, how to ensure
the clients satisfaction. According to U.S. professor Class Fornell research, clients
satisfaction increases the probability of continuation of long-term relationships, reduce
chances of competitors to entice clients, reduce new clients acquisition costs and
improves the organization's image. (Fornell, 1992).

As the findings show (look table N°1), when parents choose a school for their child,
essential to know whether the school will provide parents the opportunity to receive
comprehensive information about the child's educationa achievements, as well as what
will be the attitude of teachers towards students. Therefore, competitive school teachers
must take a systematic work of pupils and their parents about the educational process
with all related issues and organizing various meetings and the publication of
information to the school website. Latvia increasingly popular in ensuring the flow of
information between the school and the family obtained the e-class features, which
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allow parents using the Internet at any time to become acquainted with the child's
learning achievements and get the latest information on school events.
The Competition aims to achieve a high quality to satisfy clients, make for
development. Today's educational system directs greater attention to the pupil, teacher,
self-evaluation of the work of school’s managers. The subjectivism of self-evaluation
hel ps to notice and devel op the sides of work, which need improvement. Self-evaluation
gives the opportunity to find one's approach for solving the problems connecting with
competition, giving the opportunity to find a working method, what ensure the effective
implementation of modern educational policy.
School self-evaluation process and results help to answer the following questions:

» What are achievements and growth of the students?

» How high isthe quality of teaching and learning?

* How well the school is managed?

» What are the strengths of the school?

» What could be made better at the school ?
If the school is able to answer these questions, then it is on track to maintaining an
effective quality system. School’ s self-evaluation isin the centre of this system.
Today, leaders of organizations no longer sufficient to deal only with the traditional
human resource management - they need to focus on the intellectual capital
management. Some theorists of management even warn: “In today's business world you
must be able either to drive intellectual capital, or to die!"(Roos, 1997).
At the work of educational institutions its leader has great importance, the management
team of Education leadership is dominated by three key terms. administration,
management, leadership (Celma, 2006).
Understanding the meaning of the factors, what affected competition, school |eaders
create the circumstances through a planned work which promotes the school's internal
and external promotion of the competition. The school management more efficient and
innovative work is able to provide quality educational process, which requires a society
which is the main "product” consumer. At the same time, innovations should not
become an end in itself, since it is often associated with the financial resources
available.
During the study, which aimed to clarify the factors influencing the choice of school
from students’, parents and teachers assessment, were surveyed over 362 students
parents, 620 students and 198 teachers from 11 educational institutions. The study
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shows the results of pupils, their parents and educators view on the factors they take
into account in choosing a school in which to receive education or work.
Results summarized in table 1 show that the most important criteria in choosing a
school for al respondents is the attitude of teachers towards students (68%) and the
safety of school (68%). Students, unlike the rest of the respondents are important factors
in providing food services (65%) and base school sports (64%). In turn, teachers as an
important factor are social guarantees (68%).

As the most important factors in choosing a school, pupils and the parents name class
sizes (18%, 22%) and extra-curricular activity diversity (20%, 22%). Teachers choice
which school to choose to work in schools has little effect on participation in projects
(17%), and students' achievements in competitions (22%).

A noteworthy fact that the parents of school choice is a key factor in transportation
guaranty for the pupils get to school, which will not materialy for students and
teachers. If parents and teachers it is important that school teachers are creative (60%),
then the students it seems minor (33%). Also, the school choice for students, unlike

their parents and teachers less important factor is the discipline in school!

Criteria of influence on competition students% | parents% | teachers%
School’ s distance from their place of

residence 26 43,5 39
Municipal transportation guaranty from their

place of residence to the school 46 62 41,5
Schools offer educational programs and their

diversity 30 45 34,5
Interest educational offer 20 31 375
The diversity and quality of measure of out

of lessons 21 22 27
School’ s prestige in society 34 39 52
Teachers attitudes to students 64,5 72,5 65,5
Creative pedagogues 33 56,5 60,5

The opportunity to receive comprehensive
information about the pupil's educational

achievements 49 61,5 39,5
Safety at school 62 76 66,5
School’ s technical support 48 45 58,5
Discipline at school 31 59 61
Pupils achievements in various competitions 30,5 22,5 22
School’ s participating in projects 20 18,5 16,5
Class'ssizes 18 215 325
The possibility to receive amedical

consultation at school 415 36 355
Security of educational process with

appropriate premises, training rooms 60 52 61,5
Possihility of the use of school library 29 27 43,5
School’ s sports base 63,5 38 46
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Guaranty of feeding service 65 57 53
Possible support for further education of

teachers 53,5
Moral evaluation of teachers work 49,5
Security of social guarantees 68

The above results of the study make it possible to identify factors that may substantially
affect a school's ability to compete in the external environment as well as to be decisive

for the further development of the school.

Conclusions

1. Balanced, sustainable and competitive development of the country can provide a
quality education and the professionals involved in concerted action.

2. Competition have the power to require the school to act in such a way that would be
the best service and quality, thus also resulting in the consumer - the society
recognition, and ensuring competition in the external environment.

3. Competitive education teachers inform students and their parents about all of the
educational process-related issues and organizing various meetings and the publication
of information to the school website.

4. More efficient and innovative work of the school management is able to provide
quality educational process, which requires a society which is the main consumer of
"product”.

5. The most important criteriain choosing a school for all respondents are the attitude of
teachers to the students and security.
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THE EFFECT OF CONTROVERSIAL |SSUES DISCUSSIONS ON
ENHANCING STUDENT TEACHERS CRITICAL THINKING ABILITIES

THEODORA DE BAZ
Hashemite University, Jordan

ABSTRACT

The researcher carried out five-week class sessions by incorporating classroom discussions,
through tackling a number of controversial topics such as the use of embryonic stem cells, gene
therapy, the cloning of cells and organisms, and genetic modifications of humans. The class
discussions took place as an integral part of a general biology course. The participants in this
study consisted of 40 student teachers enrolled in the course during the second semester of the
academic year 2008/2009 at the College of Educational Sciences, Department of Curricula and
Instruction at the Hashemite University, in Jordan. The Watson Glaser Critical Thinking
Appraisal (WGCTA) instrument, that measures students' critical thinking ability, was administered
to the student teachers at the beginning and at the end of the discussion sessions. The findings of
the study revealed that the discussions have succeeded in promoting student teachers critical
thinking abilities. In light of the findings, the researcher came to the conclusion that critical
thinking, as an organized and functional cognitive process, is a learned skill that is developed
through proper instruction and practice.

Key words: Critical Thinking, controversia Issues, Discussion, Biology, Jordan

Critical thinking is a crucial topic in modern education, and the ability to think critically
isgenerally regarded as a major goa of academic instruction. Teaching critical thinking
is often endorsed as a means to help students develop their abilities and thinking skills
in the pursuit of relevant and reliable knowledge about the world in which they live. All
educators are interested in teaching critical thinking to their students and many
academic departments hope that its professors and instructors will become informed
about the strategy of teaching critical thinking skills. MacKnight (2000) states that
"critical thinking is a common objective of various disciplines and a goal that most
faculty can aspireto.”

In the very extensive literature on critical thinking, severa definitions are available.
Ennis (1985) defined critical thinking as "reasonable reflective thinking that is focused
on deciding what to believe and do." Cattrell (2005) states that critical thinking is a
cognitive activity associated with using mental processes such as attention,
categorization, selection, and judgment. According to Nosich (2005) critical thinking
involves three parts: Firgt, it involves asking question, trying to answer those questions
by reasoning them out, and believing the results of the reasoning. Critical thinking is

the practice of processing information in a skillful, accurate, and rigorous manner, in
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such away that it leads to the most reliable, logical, and trustworthy conclusions, upon
which one can make responsible decisions about one's life.

Generally,, instructors perform an excellent job in transmitting the subject matter to
their students, but they often fail to teach them how to think effectively. Clement and
Lochhead (1979) indicate that instead of teaching students how to think, they are
usually taught what to think. In other words, teaching includes transmitting to
students two different things. the subject matter or discipline content of the course
("what to think"), and the correct way to understand and evaluate this subject matter
("how to think"). This second ability istermed critical thinking.

In view of the fact that currently the information content of each discipline has become
enormous, it is imperative that students have to spend time, not learning more
information, but learning methods to acquire, understand, and evaluate the great amount
of information. Students need to develop their critical thinking skills in order make
critical choices they will be forced to make as a result of the information explosion and
the rapid technological changes. Effective teaching today must provide more than facts
and concepts, it must furnish students with the skills that can help them become better
thinkers capable of analyzing a wide range of issues they might confront them in their
daily lives (Chiras, 1992). In fact, there is a pressing need to promote critical thinking,
as a learned higher-education skill, among students. Thus, instructors are encouraged to
make critical thinking part of their course curriculum and emphasize it in all classroom.
For that reason, teaching strategies and classroom techniques should be purposeful
toward the promotion of critical thinking in the classroom.

The discussion method is one such strategy that is believed to foster critical thinking.
Hansen and Salemi (1990) claimed that in-class discussion is a vital learning strategy
because it forces students to confront multiple alternative viewpoints. A number of
research studies investigated the effectiveness of using the discussion method as a
powerful teaching strategy that a teacher can use to facilitate critical thinking in
students. According to MacKnight (2000), "faculty members can play a key role in
fostering critical thinking among students using Web communication tools. Greenlaw
and Deloach (2003) introduced electronic discussion, through using an electronic
medium such as electronic mail or Web-based discussion lists, as a method of
developing critical thinking skills in undergraduate economics students. Goodin and
Stein (2009) investigated the use of deliberative discussion method to enhance nursing
students critical thinking abilities.
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Controversial issues discussion, in particular, is areflective dialogue among students, or
between the teacher and students, about an issue on which there is disagreement.
According to Stradling (1985), issues that generate conflicting explanations and
solutions based on alternative value systems, are considered controversial. Typicaly
this type of discussion is an interactive venture that allows for the presentation of
supportive evidence, and expression of differing points of view. A number of studies
have been carried out that promote the educational value of dealing with controversial
issues in the curriculum and subject areas (Stradling, 1985; Solomon, 1992). Further,
discussing controversial issues in the classroom is one way college instructors can
enhance students' abilities to think critically about the world around them (Payne and
Gainey, 2003). Therefore, student teachers who participate in controversia issues
discussions may have the opportunity to enhance their critical thinking.

Evidently, recent developments in biological research embody a challenge for both
teachers and students, where a number of controversial issues notably embryonic stem
cell, cloning, gene therapy have raised moral, ethical, and socia concerns by the
community.From the perspective of biology teaching, addressing current biological
research offers students challenging and exciting opportunities to share their viewpoints
and enable them to make informal decisions about those controversial issues.  In order
to provide a classroom context in which controversial issues might be presented to
biology students, Van Rooy (2000) carried out a study that illustrates the devel opment
and implementation of a lesson dealing with the teaching of organ transplantation as a
controversial issue.

Based on this assumption, this study intended to enhance student teachers critical
thinking skills through involving them in discussing biological controversial issues, on
which they take a stand. The biological issues chosen were considered good contexts for

promoting critical thinking.

Purpose Statement

The aim of this study was to investigate the effect of using classroom controversial

issues discussions, as a pedagogica technique, on enhancing student teachers' critical
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thinking abilities. The primary research question was. What effect do the classroom

controversial issues discussions have on student teachers' critical thinking abilities?

Method

Subjects. The participants in this study consisted of 40 student teachers enrolled in the
course during the second semester of the academic year 2008/2009 at the College of
Educational Sciences, Department of Curricula and Instruction at the Hashemite

University in Jordan.

Procedure

In this study, the biological issues discussed were embryonic stem cells, gene therapy,
genetic modification, and cloning (See Appendix A). Based on conversations with a
number of colleagues, these issues embody good contexts for promoting critical
thinking. In order ensure that the student teachers were adequately prepared to handle
the controversial issues during a discussion session, they were provided with the
informational resources, through assigned readings and references, and were asked to
read about these topics prior to the discussion. The instructor tried to create strong
incentives structure for students to participate through asking them guestions that were
more likely to lead them to create arguments. Particular care was taken by the instructor
to avoid responding to questions, but rather students were prompted to freely express
their opinion towards the particular issues. Moreover, they were encouraged to be
open-minded and consider al sides, through accepting other students' viewpoints. In
an attempt to ensure that the discussed issues were reinforced, the discussion was
usually concluded with an activity in the form of a written class assignment, where
students were asked to write down few lines in order to organize their thoughts and to
present logically persuasive line of reasoning.The Watson Glaser Critical Thinking
Appraisal (WGCTA) instrument was utilized to measure student teachers critical
thinking skills (Watson & Glaser, 1994). The items include problems, statements,
arguments, and interpretations of data similar to those that are encountered on a daily

basis. The instrument items were modified and cut down to 60 items, divided into five
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sub-skills, 12 items each. The subscales are labeled as. Inference, Recognition of
Assumptions, Deduction, Interpretation, and Evaluation of Arguments. The instrument
was validated by a panel of five experts in the field who approved the appropriateness
Jordanian of the items to the Jordanian culture. Hammouri and Weher (1998)
established the internal consistency of the instrument through applying Cronbach's
Alphafor each of the the five subscale and for the test as a whole. The values were as
follows: Inference (0.615), Recognition of Assumptions (0.617), Deduction (0.606),
Interpretation (0.537), Evaluation of Arguments (0.647), and for the whole test
(0.7815). These values indicate acceptable degrees of reliability that are suitable for
the purpose of the study. Face validity was attained by five raters and experts in the
field, who indicated that the instrument appears to be valid.

Data Collection

The Watson Glaser Critical Thinking Appraisal (WGCTA) instrument was administered
to the student teachers at the beginning and again at the end of the discussion sessions
Student teachers' responses were recorded and the mean scores of the items in each of

the sub-skills were computed and compared.

Results

The Watson Glaser Critical Thinking Critical Appraisal (WGCTA) was utilized to
indicate students' critical thinking skills. The student teachers reflected on their own
views by individually choosing the alternative which they think is correct for the 12
items designed in each of the five sub-skills: Inference, Recognition of Assumptions,
Deduction, Interpretation, and Evaluation of Arguments. Table 1 presents the means
and standard deviations of the student teachers pre- and post-tests responses for the

whole test and for each of the five sub-skills.
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Tablel
The mean scores of the student teachers' pre- and posttests responses,
as related to each critical thinking sub -skills and the whole test

Critical Thinking Sub-skills Pre-Mean (SD) Post Mean (SD)
Whole Test 18.50 8.50 19.96 7.18

Inference 09.83 8.53 11.91 7.95
Recognition of Assumptions  23.08 5.12 23.25 4.35
Deduction 20.91 9.42 21.58 591
Interpretation 18.33 6.91 20.00 6.41
Evaluation of Arguments 20.33 6.11 23.08 4.71

To determine whether there are significant differences between student teachers critical
thinking skills before and after the discussion sessions, further data analysis was carried
out by performing at-test for paired samples. A significant differences at the ( a =0.05)
level was obtained for the Test as a whole which suggest the discussion sessions had to
some extent impacted the student teachers' critical thinking abilities skills. Furthermore,
a significant differences at the ( o =0.05) level was obtained for both the "Inference"
and "Evaluation of Arguments’ sub-skills.  Conversely, no significant difference at
the (o = 0.05) level was detected in the other sub-skills which suggest that no
improvement occurred. (See Table 2)  The two critical thinking sub-skills that
appeared to feature more highly in this sample are Inference and Evaluation of
Arguments. The above results support contention that the discussion method has
impacted the student teachers critical thinking skills.
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Table 2

t-test results for the differences in means between student teachers
pre- and posttests responses, as related to each critical thinking sub-skills

Critical Thinking Sub-skill Pre-Mean Post Mean t- ratio
p*

Total 18.50 19.96 2.091
0.041

Inference 09.83 1191 1.214
0.041

Recognition of Assumptions 23.08 23.25 0.110
0.914

Deduction 20.91 21.58 0.330
0.748

Interpretation 18.33 20.00 1.090
0.299

Evaluation of Arguments 20.33 23.08 2.578
0.026

* (a=0.05)

Discussion and I mplication

This study revealed that involving students in discussing controversial issues in the
classroom has to some extent enhanced their abilities to think critically.  The results
are in line with the study carried by Payne and Gainey (2003). The two critical thinking
sub-skills that appeared to feature more highly are Inference and Evaluation of
Arguments. Evidently, students participation in the discussions have fostered abilities
to make inferences and to evaluate arguments.  Students' participation in controversial
issues discussions over a short period of time may not produce an immediate gain in
students critical thinking abilities. Consequently, investigation into students
participation in controversial issues discussions over a long period of time may give
educators a better idea of its full impact on critical thinking.

Critical thinking, as an organized and functional cognitive process, is alearned skill that
is developed through proper instruction and practice. Conducting discussions of
controversial issues, as alearning activity to promote students' critical thinking, is an art

that requires skill and practice. Teachers must pay careful attention to the preparation
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for discussions, and to creating a classroom climate where students are alowed to
discuss controversial issues in an open supportive classroom environment which is
conducive to the free expression of ideas. In this study, engaging students in
controversial issues discusson method offered them the opportunity to express
themselves, and gain insights from sharing information with their peers. Furthermore,
participating in controversial issues discussions offered students the opportunity to
develop their communication skills, such as listening carefully, responding
empathetically, speaking persuasively, in addition to promoting tolerance of the
diverse viewpoints regarding any single issue.
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WHAT OTHER PEOPLE THINK AND WHY IT MATTERS? AN
INVESTIGATION OF KEY INFLUENCESON MATHEMATICAL IDENTITY

PATRICIA EATON, MAURICE OREILLY
Stranmillis University College, Northern Ireland
S Patrick’s College, Ireland

ABSTRACT
This paper examines aspects of the findings from a study of mathematical identity among pre-
service teachers. The participants were drawn from two colleges of education, one in Dublin
(Republic of Ireland) and one in Belfast (Northern Ireland) and all were pre-service primary
school teachers in the third year of their Bachelor of Education programme, having chosen to
specialize in mathematics. Data was gathered using a questionnaire (with, mainly, open-ended
questions) followed by focus groups, involving the same participants, on each campus.

Key words: Identity, student teacher, mathematics

The aim of the SCOTENS funded project is to explore the mathematical identities of
primary school student teachers. Mathematical identity is an overarching idea used to
describe the multi-faceted relationship that an individual has with mathematics,
including knowledge and experiences, perceptions of oneself and others. Narrative has
been an emerging tool in recent years in to access complex multi-layer identities it is
used here as a tool to access mathematical identity. It is anticipated that, by analysing
the resulting data, some insight will be gained into the formation of mathematical
identity amongst such a select well-motivated group. Moreover, by providing an
opportunity for students to tell a story about their own relationship with mathematics,
identity will be articulated and themes will come to the fore that give insight into their
thinking.

One such key theme arising from an initial study of the findings is the role played by
key figures such as family, peers and teachers in the mathematical life of the students.
Through self-reflection on how influentia particular teachers were in their own
formation, it was envisaged that the students would engage in a meta-analysis of the
impact of their own behaviours on their pupils. An analysis of the role played by other
significant figures can provide insight into societal mathematical engagement and reveal
the influences on those choosing to continue to study the subject to a higher level. An
understanding of this can help the students to identify key formative critical factors for
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their own pupils, in particular the importance of peer pressure both inside and outside
the classroom.

These findings will have resonance with those seeking to attract more adherents to
mathematics, as the role played by the attitudes of society to what is traditionally
thought of as a difficult and challenging subject is uncovered. The impact of societal
dispositions on participants, as expressed and experienced through family and peers,
illuminates the power that attitudes have to shape decisions about future study of

mathematics.

Introduction

As the international view of teaching has shifted from didactic to constructivist with its
image of learner as participatory, so research on teacher education has moved from a
focus on the transfer of a body of knowledge to a more dynamic view of the classroom,
with teachers being facilitators of learners knowledge construction. In this view of
teaching, teacher beliefs and attitudes play an important role in shaping classroom
practice (Bolhuis and Voeten 2004) and there is a substantial body of evidence
examining this supposed link between teachers attitudes to and beliefs about
mathematics and teaching, and classroom practice (Ernest 1988, Bishop and Nickson
1983, Fang 1996, Macnab and Payne 2003, Dunphy 2007, Horgan and O’Loughlin
2007).

In particular, the experiences that a student has during their own formative years in the
classroom as a pupil have been shown to have a major impact on their behaviour as a
teacher (Ernest 1989, Ball 1988, Hill 2000). It seems to be the case that student
teachers revert to models of teaching that they themselves have experienced rather than
try the often new and unfamiliar models that they study during their teacher education
programmes (Borko et al. 1992).

It is thus important, at the beginning of any teacher education programme, to explore
the previous experiences of the student teachers in their learning of mathematics, as
these will be the major influence for many students on their teaching style. Often, when
teacher education courses are designed, little consideration is given to the “baggage’
with which students are already burdened and it is perhaps for this reason that student
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teachers are more likely to teach mathematics in ways in which they themselves were
taught (Ball 1988, Meredith 1993).

The fact that this “baggage” carried by student teachers is multi-dimensional, in that it
includes cognitive, affective and indeed meta-affective domains, makes it elude accurate
identification. One way of attempting to unpack this “baggage’ is through the
consideration of mathematical identity, an overarching phrase used to describe the
multi-faceted relationship that an individual has with mathematics, including knowledge
and experiences, perceptions of oneself and others (Wenger 1998).

One emerging tool in recent years to help access identity has been that of narrative
(Clandinin & Connelly 2000, Kaasila 2007). It ishoped that by allowing studentsto tell
a story about their own relationship with mathematics, identity will emerge and themes
will come to the fore that give insight into their thinking. In this study, the researchers
intend to investigate the identity of two groups of student teachers self-selected to study
mathematics in some depth as part of their undergraduate programme. It is hoped that
by analysing their narratives some insight will be gained into the formation of
mathematical identity amongst such a select well-motivated group.

One such key theme arising from an initial study of the findings is the role played by
key figures such as family, peers and teachers in the mathematical formation of the
students. Through self-reflection on how influential particular teachers were in their
own formation, it was envisaged that the students would engage in a meta-analysis of
the impact of their own behaviours on their pupils. An analysis of the role played by
other significant figures can provide insight into societal mathematical engagement and
reveal the influences on those choosing to continue to study the subject to a higher
level. An understanding of this can help the students to identify key formative critical
factors for their own pupils, in particular the importance of peer pressure both inside
and outside the classroom.

These findings will have resonance with those seeking to attract more adherents to
mathematics, as the role played by the attitudes of society to what is traditionally
thought of as a difficult and challenging subject is uncovered. The impact of societal
dispositions on participants, as expressed and experienced through family and peers,
illuminates the power that attitudes have to shape decisions about future study of

mathematics.
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M ethodology

The study was carried out in February 2009 involving participants from two colleges of
education, one in Dublin (Republic of Ireland) and one in Belfast (Northern Ireland).
All participants were pre-service primary school teachersin the third year of their B.Ed.
programme, having chosen to specialize in mathematics. Data was gathered using a
guestionnaire (with, mainly, open-ended questions) followed by focus groups, involving
the same participants on each campus, five in Dublin (but only four of whom
participated in the focus group) and four in Belfast. Moreover their mathematical
sophistication was significantly higher than is typical amongst pre-service primary
school teachers in Ireland. These two factors afforded the opportunity to explore two
mathematically motivated sub-populations in some detail, although, in this paper, no
attempt will be made to distinguish between the characteristics of the two groups. Here
the focus will be on the influence that key figures had in creating the student teachers
mathematical identity.

On the questionnaire, participants were first prompted into revealing their mathematical
identity by being asked: ‘Think about your total experience of mathematics. Tell us
about the dominant features that come to mind.” After completion of thisinitial section
participants were then asked to think carefully about all stages of their mathematical
journey from primary school (or earlier) to university mathematics and given a number
of prompts to encourage deeper reflection one of which was: ‘Influential people’. (see
Appendix 1). In quoted responses form the questionnaire students are identified by
letters.

In the subsequent focus groups participants were asked to respond to a number of
questions including ‘ Tell me what other people think of you when you tell them you are
studying maths'. (see Appendix 2) Students in the focus groups have been given false

names to identify them below.

Results

A number of key themes emerged from the findings and this paper addresses the theme
of influential people. Perhaps unsurprisingly, teachers were seen to be critica in
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influencing the mathematical identity of the students. Family also played a key role and

the views and attitudes of peers appeared to be significant.

Teachers

The students reflected on the significant role played by teachersin influencing their own
attitude to the subject:

My A-level maths teacher was a great influence on me as she made her lessons practical,
with a point in mind and she was always there to help. | have gained a positive attitude to
maths as all maths teachers | have had experience with have been positive and
encouraging. (Student D).

My fifth year teacher showed me a different side to maths a side where learning off by
heart was not necessary and you could take your time and work things out. (Student 1).

Some students identified the impact that teachers had in setting their attitudes at an early
stage:

My junior certificate teacher was very influential (1sobel)

| feel that the maths teacher that you have within school especially primary school greatly
determines how | feel/felt about maths.... | felt that she had a great love for maths which |
would like to transfer to my teaching kids. (Student G).

It is apparent here that in engaging in the reflection on previous experiences, Student G
is aready thinking about what impact this will have on her own teaching.

When pressed to articulate why particular teachers had been so influential students
expressed views more about the contagious love and enthusiasm for the subject rather
than any particular teaching style or technique:

Observing their enthusiasm and enjoyment for maths like my own, has encouraged and
influenced me grestly in wanting to also share my own interests in it with other people.
(Student B).

| have gained a positive attitude to maths as al maths teachers | have had experience with
have been positive and encouraging. (Student D).

My secondary school teacher was quite a big influence for me, but | think it's more to do
with them having the interest... in maths, and them wanting to sort of make you interested
initaswell (Ann).

However some did identify particular approaches to teaching that were memorable:
That'swhat | loved about her, that she helped you at the stage that you were at, instead of
just coming out and giving you the answer (I1sobel).

It's if they can get, if they can put across the understanding, that’s when they become a
good teacher, | think. (Sinead).

Not all had experienced positive teaching throughout their careers:
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She was very, very old-fashioned and was not very friendly towards people and put an
awful lot of people off maths. (Sinead).
One student separated the ability to teach from the enjoyment of the subject and
commented:

Admittedly he wasn't the best maths teachers in the world, but his love of maths was clear
and obvious to the class. Perhaps it was his love that rubbed off on me, I’'m not sure, but
one thing | know isthat he always had high expectations for me. He aways pushed me to
do my best and | felt compelled to live up to these expectations (Student F).

Lucy in the following quotation identifies characteristics of what she classifies as poor
teaching in her background and consciously chooses to change her style of teaching so

asto avoid inflicting her own experience on her pupils:

In secondary school especially, it was all very blackboard and copy. There was no
practical element to it whatsoever. | would never dream of going in and teaching a maths
lesson and not having practical thingsto do. (Lucy).

Attention was drawn to the role that teachers played in determining whether or not the

students continued the study of mathematics to a higher level:

The reasons for choosing maths and for choosing to teach it aso has been to the teachers
and tutors that have taught me. (Student B).

My father was consistent in helping us with maths problems and showed a great love for
the subject himself (Student 1).

Family
Therole that family played in shaping the views of the students was also reflected in the
comments of a number of students, although some had the good fortune to have family

members who were also maths teachers!

The people who possibly influenced me were my mother and my aunt, who is a
mathematics teacher. (Student A).

My mother is a Maths teacher and so ismy uncle so | suppose Maths always was viewed in
apositive light in my household (Student E).

My father was consistent in helping us with maths problems and showed a great love for
the subject himself (Student I).

Seeing him (Dad) work with numbers and you know, that encouraged me to want to work
with numbers. (Eliza).

A number of students suggested that it was the fact that their parents were not interested
or not good at maths that actually made the parents push their own children harder in
that subject as if to somehow make up for their own lack of interest or ability

My mum hates maths is terrible at it and she’s had very bad experience at school, but then
that encouraged her to push me into maths because she has had a block when it came to
maths. Her fear of maths... she used that to encourage me to be good at maths because you
know, she couldn’'t help me. (Eliza).
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My mum and dad are awful at maths, and it was just akind of athing that you were kind of
looked upon as being different doing maths. (1sobel).

Seeing him (Dad) work with numbers and you know, that encouraged me to want to work
with numbers. (Eliza).

However some parents had more pragmatics reasons for encouraging their children to

pursue the study of mathematics.

Both my parents were quite encouraging, pushing me to do/be good at maths, you know,
because they see that it's useful to everyone in everyday life in some form, you know.
(Caraling).

Peers
The students were asked about how they were viewed as maths specialists by their
peers. Undoubtedly students were aware of the negative views often associated with

mathematics

Or you sometimes get ‘How can you do maths? ... likeit's the worst thing ever. | think
maths has a stigma. You get used to it. But at the start, you're like, ‘What's wrong with
my subject? | likeit.” (Caroline).

However there was almost a sense of pride or achievement in studying a subject that
many view as very difficult.

Influential people would have included people around me in college. As people saw this
subject as difficult, | saw it asagreater challenge. (Student G).

They sort of take a step back, ‘Oh, you're doing maths. Oh, you must be really smart.’
(Sarah).

I think if you say to somebody that you' re doing maths in college, it's looked higher upon
than if you'd said you' re studying English.

And another reason(for keeping it on) because it’s so much approved by other people that
you're doing it aswell, | suppose. (Sinead).

A few principals have said it to me that it looks very impressive, to have maths (Lucy).

As well as being impressed by the difficulty of the subject there is also a stereotypical

view of mathematics expressed by peers that the students were aware of.

But first impressions from people you don’t know isusually, ‘Oh no.” (Ann).

People more are, are more impressed when you say that you do maths, but they’re also
more critical in a way of your socia abilities, | think. Like ‘you big nerd. You're doing
maths'. And it's so normal to be doing maths, it seemsto me. And | don’t think it affects
any of our social abilities at al, yet they would presume and label you as having lower
social abilities or they' re not great to go out with because you do maths (Rebecca).

While this peer pressure may have been important to them at an earlier stage it seems
that at this higher stage of study the prestige and enjoyment of studying maths more
than compensate for the slur on social abilities.

They (opinions) used to (matter). But not any more. (Lucy).
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Conclusion

The students surveyed have all chosen to study mathematics at a higher level as part of a
bachelor of education programme and the journey undertaken to reach that point of
decision is a complex and personal one. However an analysis of the findings from this
group suggests that common themes emerge most particularly but perhaps
unsurprisingly the importance of other people in shaping identity in relation to
mathematics. The role of the teacher was highlighted as being highly influential
although less in the details of the teaching and more in the attitudes and enthusiasm
displayed for the subject. As the students reflected on the importance of their own
teachers they explicitly made links between these reflections and their own classroom
practice as future teachers. Family aso played a part in influencing the study of
mathematics although there was less agreement for the motivation in parents
encouraging the study of mathematics. Some were inspired by parents who
demonstrated a great love of the subject or who used mathematics in their own careers,
others by parents whose abhorrence of or weakness in mathematics caused them to
encourage their children all the more. Others took a more pragmatic view of the
usefulness of mathematics to future careers echoing the commonly held that mathsis an
important and difficult subject and those who study it worthy of praise. This is
aongside the view of those who study mathematics as socially inadequate. The
students at this sate of their career did not seem to be overly concerned about this
negative stereotyping but were aware that it was more of an issue at earlier stages.

It is clear that the act of recollecting influential people has been one which has allowed
the student to think about their own teaching at a different level and will have direct
consequences for the recollections of future generations about the role played by these

teachersto be.
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INVENTIVE THINKING: SCIENCE EXPERIMENTSWITH LANGUAGE
ARTS

MARK WARNER, GWEN MCALPINE
Kennesaw State University, Georgia, USA

ABSTRACT
The workshop's focus was on strengthening educators’ skills in metacognition, problem-solving
and decision-making through an inquiry approach to learning science. The materials were
nonfiction and fiction trade books.

Key words: Science, Language Arts, Elementary Education, Middle Grades Education, the Mass Media, and Ethics

Working in teams, participants discussed the process they used to make decisions. The
context was trade books from elementary and middle grades classrooms, involving both
fiction and nonfiction books. The presenters delivered book talks on the trade books
then posed questions that called on participants creative and scientific minds such as
the following:

1. How do you make a decision?

2. Do you make an ethical decision (e.g., on stem cell research) through a different
method than a procedural decision (e.g., how to plant a garden)?

3. What are the barriersto your making the best decision?

4. What do you imagine are the barriers to your students reaching the best
decisions?

5. How do you distinguish rational and irrational thoughts?

How can inquiry be used in science to help students formulate their own
understandings and draw their own conclusions (as opposed to participating in
one-sided lecture type science classes)?

7. What aspects of our culture limit our thinking? Advance it?

8. How can literature and trade books help to advance the understandings of
students at all levels? How can we help our teacher candidates understand the
value of using these books as an integral part of science teaching?

9. What can we as teacher educators do to strengthen our students' thinking and
receptivity to multiple ways of knowing?

10. What programs can we support to improve thinking in our schools and colleges?
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The central goals of this workshop were to enhance educators abilities in problem-

solving, decision-making, and metacognition, as life skills and science skills.
TheWorkshop Procedurewith Book Talksand Group Discussion

CHARLOTTE’SWEB (written for elementary school)

Book Talk

Thisis the story of a little girl named Fern who loved a little pig named Wilbur--and of
Wilbur's dear friend Charlotte A. Cavatina, a beautiful, large grey spider who lived
with Wilbur in the barn. Wilbur is devastated when he learns of the destiny that befalls
all those of porcine persuasion. With the help of Templeton, the rat who never did
anything for anybody unless there was something in it for him, Charlotte spins a web
that reads "Some Pig," convincing the farmer and surrounding community that Wilbur
isno ordinary animal and should be saved (White, 1952).

Groups consider this dramatic scenario from the book: Wilbur is a young pig living on
the Zuckermann’s farm in the 1950s. His human friend Fern comes to the barn
everyday to see him. One day an old sheep from the farm comes to the trough to tell
Wilbur that Zuckermann & his brother, Fern’s father, will kill him for Christmas dinner.
Wilbur becomes hysterical, but his friend Charlotte the spider promises to save him.
Fern is appalled.
This scene acts as prompt for questions to 4™ graders:

1. If you were Fern, what kinds of things could you do to solve this problem?

2. How do you make a decision, what process do you follow? (This question is

designed to strengthen metacognitive skills.)

BUD, NOT BUDDY

Book talk:

This popular book is the winner of multiple awards, including the Coretta Scott King
Award.

It's 1936. Buddy is a 10-year-old African-American child who's run away from an
orphanage—and a dreadful foster family. Walking on foot at night, he's leaving Flint,
Michigan in the northern United Sates for Grand Rapids, Michigan in search of a
stranger whom he's convinced is his father. On a road in rural Michigan, he's
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discovered by a kindhearted African-American man, Mr. Lewis, who doesn’'t want
Buddy to be hurt by racist whites. But Buddy fears Mr. Lewis is a vampire (Curtis,
1999).

Bud Caldwell’s usual method of problem-solving is to consider “Bud Caldwell’s 80+
rules for having a funner life and making a better liar out of yourself.” Now Bud has to
think beyond his own rules.
Groups helped Buddy make alife-or-death decision:
1. Should he accept Mr. Lewis s offer of aride to Grand Rapids?
2. What evidence does Buddy need to determine whether Mr. Lewisis a vampire?
3. How does anyone distinguish between rationa and irrational thought? (This
guestion is designed to strengthen metacognitive skills.)

HATCHET (written for 7" grade & up)

Book Talk:

Thirteen-year-old Brian Robeson is on his way to visit his father when the small plane
in which he is flying crashes. Suddenly, Brian finds himself alone in the Canadian
wilderness with nothing but his clothing and a hatchet. Brian has spent hiswhole lifein
the suburbs, but he uses half-remembered ideas from science class and life observation

to survive alone in a wilderness (Paulsen, 1998).

Groups worked on how to survive in the wilderness with a few objects at hand.
Questions for groups to answer:
1. What aspects of our culture limit our thinking? Advance it?
2. What do you imagine are the barriers to your students reaching the best
decisions?

THE MAGIC PAINTBRUSH (written for elementary school)

Book Talk:

Seve, who is eight years old and lives in an impoverished section of Chinatown,
happens upon a magic paintbrush that paints anything that he tells it to paint. This
leads, of course, to all sorts of unexpected trouble, but first to real pleasure. His family,
his grandfather and a friend with whom he lives, eat good food and exact revenge on a
stingy landlord (Yep, 2000).
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One excellent use of this book in an elementary class would be to have students paint

the kinds of things they would like to become real. But the book also lends itself to

ethical considerations, which groups discuss:

1
2.

What sorts of things should they paint to assist others?

What sorts of things should be forbidden to paint? Why? As the character of
grandfather states, “If we don’'t use [the magic paintbrush] correctly, we're out
of luck and out of magic. We need to use the paintbrush carefully (Yep, p.23).”
Additionally, viewing the story from a scientific perspective, we educators may
ask if there is anything such as magic. How do we know? The scientific method
isuseful here.

What other thought processes, methods or systems do we follow to decide
whether magic can exist?

What role does belief hold in making this decision?

6. Canwe beimpartial and unbiased in determining whether magic exists?

Summary Group Task

Educators enjoy giving advice and discussing their own best teaching strategies. At this

point, participants explained to each other the interdisciplinary techniques and trade

books they would use to teach this lesson. Groups jigsawed with one group answering

this question: What other strategies would you employ to teach this lesson? Consider

language arts, science, and even other content areas if you wish. The second group

answered the question: What book(s) would you use to teach this integrated lesson?

Synthesis and Evaluation

Whether working with public school students or an audience of teacher educators,

workshop leaders conclude these procedures with questions that call for synthesis and

evaluation. In order to accomplish this goal, the workshop leaders asked questions such

as these to jigsaw groups or to the entire audience:
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1. How can inquiry be used in science to help students formul ate their own
understandings and draw their own conclusions (as opposed to participating in
one-sided lecture type science classes)?

2. What aspects of our culture limit our thinking? Advance it?

3. How can literature and trade books help to advance the understandings of
students at all levels? How can we help our teacher candidates understand the
value of using these books as an integral part of science teaching?

4. What can we as teacher educators do to strengthen our students' thinking and
receptivity to multiple ways of knowing?

5. What programs can we support to improve thinking in our schools and colleges?

Ideally the responses to the questions throughout this workshop would be captured on
an electronic discussion board, live chat, or on an email note that is distributed to
participants. Thus, participants could continue to share effective instructional strategies
and materials after the conference ended. This workshop demonstrated a few engaging
methods for teaching science within a language arts curriculum. This workshop is most
useful as a springboard to other collaborative projects involving interdisciplinary

teaching, thinking skills, and well-loved books.
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ITTAKESTWO TO TANGO! ENCOURAGING STUDENT TEACHERSTO
DIRECT THEIR OWN LEARNING.

TONNISBOLKS, MARCEL VAN DER KLINK
Dutch Reformed Teacher Education Institute, Open University of the Netherlands

ABSTRACT

This paper presents the findings of a project that was conducted among first-year student teachers
and their teacher educators in order to explore the self-directedness of students' learning. Data
was collected with the use of a questionnaire for students, observations of mentor meetings and
group interviews with teacher educators.

The questionnaire data revealed that students themselves perceive that their learning is rather
self-directed but this was not confirmed by the data collected through the observations and the
group interviews.

Key words: Teacher education, first-year students, self-directed learning

Introduction

Acknowledging that learning is a lifelong endeavour implies that graduates possess
attitudes and skills necessary for lifelong learning throughout their career. This assumes
that more than in the past higher education has to deal with the issue of developing the
self-directed learning skills and attitudes of their students. This shift towards more self-
directedness is going on in al kinds of professional education, and hence, in Dutch
teacher education as well.

Though self-directed learning (sdl) is quite popular, there are some problems attached to
implementing sdl. Firstly, the concept became rather blurred since in many education
programs sdl is restricted to the acquisition of self-regulated meta-cognitive skills,
leaving unattended, for example, the issue of how to encourage students to set their own
learning goals. Secondly, sdl does assume that students change their attitudes toward
learning. Instead of being the consumers of what others (lecturers and professors) have
invented, they have to become more active learners who are able to steer their own
learning. This shift in students behaviour can only be achieved if lecturers and
professors are able and willing to change their teaching style accordingly. It goes
without saying this assumes a rather complex innovation that affects the entire teacher

education curriculum.
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This paper examines how first-year student teachers who attend a teacher education
program for primary teachers perceive their own ability for self-directed learning. In

addition, attention is paid to their teachers' teaching style and their attitudes towards sdl.

Theor etical backgrounds

As mentioned above the notion of sdl is somewhat blurred, meaning that different
authors have defined it in dlightly different ways. First, there is the distinction between
self-directed learning and self-regulated learning. The latter refers usually to the skills
and attitudes that are necessary to steer one’'s learning process and encompass meta
cognitive skills, learning strategies and motivational aspects (Paris & Winograd, 2001).
Self-directed learning comprises self-regulated learning but aso includes the conscious
development of learning goals and considerations about resources that can be used for
achieving one' slearning goals.

Second, there are different opinions about the phases that can be observed in a self-
directed learning process. Authors differ in their level of granularity concerning the
process. Zimmerman (2002), for example, distinguishes the self-directed learning
process into three phases. forethought, performance or volitional control, and self-
reflection, respectively, while Taks (2003) proposes a four-stage process. orientation,
planning, execution and evaluation, respectively. Likewise, there are some different
opinions too about the main constituting steering activities in each phase of the self-
direction learning process. Though authors differ in the number of phases they propose
for defining the stages of the self-directed learning process and apply different labels for
defining the key activities in each phase as well, from a more genera level there seems
to exist substantial agreement.

It goes without saying that individuals differ in their level of self-directed learning.
Previous research indicated that factors like sex, prior education and motivation are
linked to the level of self-directed learning (Raemdonck, 2006).In addition,
characteristics such as proactive personality, a sense of locus of control and a sense of
ownership concerning one’'s own learning seem to be linked to an individual’s level of
self-directed learning. Zimmerman (2002) distinguishes between first-year students and
more mature students and he is quite reserved about the potentials of these students to

direct their own learning process. In general, according to Zimmerman, novice students
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can be characterised as incapable of steering their learning in the orientation and
planning phase. They do not formulate specific learning goals, do not monitor their own
learning and their assessment of learning consists merely of comparing their own
outcomes to their fellow students instead of being critical toward their own
achievements. These comments make clear that the development of self-directed
learning does not happen automatically; rather it requires sufficient attention for
encouraging students’ self-directed learning step-by-step. Or as Janssen-Noordman &
Van Merriénboer (2002) proposed: it is necessary to consider self-directed learning as a
complex competence that can be developed further but only will flourish when

sufficient attention is dedicated to its development.

Resear ch questions and methodology

This paper investigates the implementation of self-directed learning in the teacher
education curriculum of the Dutch Reformed Teacher Education Institute, located in
Zwolle. The aim of the study is to establish insights into how the teaching staff and
student teachers demonstrate teaching/learning behaviour that is consistent with the
notions of self-directed learning.

The following research questions were addressed in the study:

To what extent apply student teachers self-directed learning activities?

To what extent apply teacher educators teaching activities that encourage self-directed
learning?

What are the beliefs of teacher educators concerning their students self-directed
learning?

The first-year students of the program and their teacher educators participated in the
study. The study focused on how teacher educators supported students (via individual
mentoring meetings) in preparing them for their internship. The reason for selecting this
part of the curriculum was that these mentoring meetings offer more possibilities for
self-directed learning and teaching than the traditional first-year courses.

The entire study consisted of three research activities: 1) a survey for student teachers,
2) observations of mentor meetings between a teacher educator and students and 3)
focus group interviews with teacher educators.
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The survey measured student teachers’ perceptions concerning their own self-directed
learning. The scales for measuring aspects of self-directed learning were mainly adopted
from the work of Taks (2003) who developed scales for measuring self-directed
learning of student teachers in the Amsterdam area. It was found appropriate to use
Tak’s scales since these proved to be fairly reliable and were geared to the context of
student teachers.

Answer categories ranged from 1 (I did it myself) to 5 (It was only my teacher educator
who did this). In addition, to these scales one scale was added to measure student
teachers’ motivation for their study (answer categories ranged from 1 = totally disagree
to 5 = totally agree) and also some items to rate respondents backgrounds were
included as well. In total 81 first-year students (13 male and 68 female students) filled
in this questionnaire (response rate 89%)

In order to get more insight in the activities that teacher educators conduct to encourage
their students’ self-directed learning observations of mentoring meetings were carried
out. During these meetings a teacher educator discusses with a first-year student the
progress of his/her study. Observations were videotaped and teacher educators
activities were scored using the same seven clusters of self-directed learning activities
as included in the student teachers questionnaire. In addition, the scoring scheme
contained three categories that allowed assessing the level of self-directedness of each
activity (these three categories were teacher steering, mutual steering, student steering).
In total 10 observations of 10 different teacher educators were conducted.

Table 1. The seven self-directed learning scales included in student teachers' questionnaire

Self-directed Description Number
learning scales
of
items
Orientation Preparing the learning process 15
Planning Designing alearning process on the basis 6
of the information from the orientation
phase, resulting into a plan of action
Process Monitoring during the learning process to 6
monitoring see how this runs according to the
intended planning
Testing/diagnosing Check whether the learning results 7

correspond to the intended goals,
determining gaps between results and
goalsand investigating its possible
causes
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Modification Changing the plan of action based on the 4
information retrieved from the
testing/diagnosing phase
Evaluation Assessing whether the learning outcomes 9
match the previous learning goals and
evaluation the extend to how the course
of the learning process correspond to
theinitial ideas at the start of the
learning process
Reflection Considering the learning outcomes, its 7
related learning activities and the
learning experiencesin general in order
to define intentions for future learning
processes

Semi-structured focus group interviews were scheduled to collect data on teacher
educators beliefs about their students self-directed learning. In total four topics were
discussed during these interviews: 1) how to define self-directed learning, 2)
encouraging your first-year students to act more self-directed, 3) experiences, positively
or negatively, with how first-year students take up their own learning, 4) what roles do
teacher educators and students need to perform to encourage self-directed learning. In

total three focus group interviews with atotal of 14 teacher educators were carried out.

Findings

Here the findings are discussed on an aggregated level. More detailed information is
included in the thesis report (Bolks, 2009). First the findings of the questionnaire will be
presented, followed by the findings of the observations and the focus group interviews,
respectively.

Table 2 presents the main findings of the questionnaire. In total 4 items were eliminated
since these lowered the reliability of the scales. It was found not appropriate to further
eliminate items to increase the reliability of the scales. Reliabilities vary between
acceptable to fairly acceptable. As the mean scores indicate (means vary from 2.10 to
2.39) students perceive they are quite self-directed concerning the orientation, planning,
testing/diagnosis, reflection, and process monitoring. They are less self-directed when
modification (mean 2.69) and evaluation (mean 2.81) of their learning processes is at
stake. The mean score of 3.72 of the motivation scale indicates that, on average,

students are quite motivated to attend the teacher education program.
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Further analyses were carried out to examine differences between students on their
scores on the seven self-directed learning scales. T-tests were performed to examine
differences between male and female students. Results indicate that female students
assess their activities concerning modification of the learning process as fairly more
self-directed (mean female students 2.49, mean male students 3.74, t= 2.86, p .01) and
the same applies to the scores of both groups on the evaluation scale (mean female
students 2.70, mean male students 3.35, t= 2.01, p .05).

Table 2. Reiabilities, number of items, means and standard deviations of the scales

Scale Cronbach’'s Number of items M D
alpha

orientation .69 11 2.10 0.58
planning .69 6 2.20 1.05
process monitoring .66 4 2.39 1.30
testing/diagnosing .65 7 2.27 0.94
modification .64 3 2.69 151
evaluation .78 8 281 1.09
reflection 74 7 2.35 0.90
motivation .78 10 3.72 0.60

The Kruskal-Wallis Test was performed to analyse how students’ prior education is
linked to their scores on the self-directed learning scales. Findings revealed that prior
education did not result into statistically significant different scores on the seven self-
directed learning scales.

Correlations were computed to examine possible links between motivation on the one
hand and self-directed learning on the other. Findings showed there exist hardly any
relationship. There was only a modest correlation between planning and motivation (r=
-.20, p. 04, two-tailed) that indicates that an increase in motivation increases the
planning skills accordingly.

Table 3 presents the condensed findings of the ten observations of the mentoring
meetings.It appears that teacher educators differ significantly in the number of activities
they perform during mentoring meetings. Some activities are hardly performed by

teacher educators, like activities related to process monitoring, testing and diagnosing
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and modification of the learning process. Teacher educators tend to focus on activities
that are linked to the orientation, planning, evaluation and reflection of the learning
process.

As indicated in the description of the applied methodology, each action performed by a
teacher educator was also scored on the level of self-directedness, ranging from teacher
steering, mutual steering to student steering. Figure 1 presents an overview of the
findings concerning this aspect of self-directed learning. On the vertical axe the number
of performed activities per individual teacher educator is displayed.

As Figure 1 shows teacher educators differ in the extent of mutual steering of the
learning process. Some teacher educators (number 8, 9, 10) use relatively more often a
style that can be characterised as teacher steering, while others (number 2, 3, 4, 5, 6, 7)
posses a style that allows much more mutual steering. Activities performed by teacher
educators that allowed their students to take full control of their learning during
mentoring meetings were hardly observed. During three observations teacher educators
did not perform any activity that encouraged their students to take the full responsibility

for their own learning.

Table 3. Number of activities performed by the ten observed teacher educators during mentoring meetings

OR PL PM D MO EV RE
+ % + % + % + % + % + % +
1 27 232 34 293 1 09 O 0 0 0 51 44 3
2 41 451 25 2714 2 22 0 0 0 0 9 99 14
3 28 509 3 55 0 0 5 91 O 0 13 236 6
4 28 35 0 0 2 25 3 38 O 0 15 18,7 32
5 42 575 4 55 7 96 O 0 0 0 18 24,7
6 22 50 0 55 2 45 0 0 0 0 17 38,7
7 21 323 5 0 0 0 0 0 0 0 15 231 24
8 53 582 13 143 3 33 0 0 0 0 22 242 0
9 23 343 3 45 0 0 0 0 0 0 31 46,3 10
10 33 398 1 12 2 24 O 0 0 0 21 253 26
Total 318 88 19 8 0 212 120

%

2,6
154
10,9
40
2,7
6,8
36,9

14,9
31,3

OR = orientation, PL = planning, PM = process monitoring, TD = testing and diagnosing, MO = modification, EV =
evaluation, RE = reflection
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As indicated in the description of the applied methodology, each action performed by a
teacher educator was also scored on the level of self-directedness, ranging from teacher
steering, mutual steering to student steering. Figure 1 presents an overview of the
findings concerning this aspect of self-directed learning. On the vertical axe the number
of performed activities per individual teacher educator is displayed.

Figure 1 shows teacher educators differ in the extent of mutual steering of the learning
process. Some teacher educators (number 8, 9, 10) use relatively more often a style that
can be characterised as teacher steering, while others (number 2, 3, 4, 5, 6, 7) posses a
style that allows much more mutual steering. Activities performed by teacher educators
that allowed their students to take full control of their learning during mentoring
meetings were hardly observed. During three observations teacher educators did not
perform any activity that encouraged their students to take the full responsibility for
their own learning.

The findings of the three focus group interviews revealed that the participating teacher
educators expect that their students are active, motivated, and responsible and possess
sufficient knowledge about their own behaviours which can be enhanced by offering
students possibilities for reflecting. Allowing students to become more self-directed in
their learning presupposes the presence of structure and clarity on the study program. Or
as one participant expressed:

Students need structure before they are able to orientate on their own learning

processes. They often come to me and panic because they do not have the entire
overview of the program. Then they think they fall behind which is usually not the
case.

These problems are partly caused by the poor design of the eectronic learning
environment which makes it quite difficult to get a good overview of the entire
program.

Participants acknowledged that they need (more) knowledge on the issue of self-
directed learning and how to encourage this so they can better support their own
students. They expect their students to take responsibility for their own learning, to take
initiatives, being aware of their own learning, are able to learn from examples and
reflective with regard to their own learning behaviours and learning outcomes.
Sometimes participants wondered whether they offered their students sufficient * space’

to really take full control of their own learning.
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Figure 1. The steering that was performed by the ten observed teacher educators

Teacher educators that participated in the group interviews were aware of the fact that
the ideal of self-directed learning sometimes contrasts strongly with their daily teaching
practices. They recognize that during the course of the first year their students become
more responsible and increasingly becoming more motivated, involved and enthusiastic.
On the other hand aspects such as having an overview, being able to plan learning
activities, applying structure in the own learning process, and taking initiative are far
less developed. This is partly caused by the study program that does not really allow
first-year students to set their own goals and to choose their own learning activities.

Conclusions and discussion

This paper examines the level of self-directed learning among first-year student teachers
who attend a teacher education program for primary teachers. It was found appropriate
not to restrict the data collection to a questionnaire for students themselves but also to
take into account their teacher educators’ behaviour and perceptions on this matter.

Findings revealed that, on average, students themselves consider their own learning as
quite self-directed. This contrasts however strongly with the data collected among
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teacher educators. The findings of the observations indicate that the steering of the
learning process appears to be much more a matter of mutual steering and that students
hardly fully direct their own learning. Thisis also reflected by the findings of the focus
group interviews that showed that teacher educators do see progress in the level of their
students self-directed learning but at the same time essential aspects of self-directed
learning remain quite under-devel oped during the first year of the study program.

There are severa likely explanations for the strong contrast between the perceptions of
students and their teacher educators. Firgt, it is likely that most first-year students only
have limited insights into the characteristics of their own learning process and because
of thisthey likely overestimated their level of self-directed learning. Second, there isthe
possibility that the contrast is partly caused by the applied methodology. The
guestionnaire invited students to reflect on their own self-directed learning over the past
weeks, while the observations were focussed on one event. And for many students the
mentoring meetings are not just meetings to discuss freely their own learning activities
and learning outcomes since many of them experience these meetings also as a form of
assessment. These mixed perceptions on the nature of the mentoring meetings may have
affect students' behaviour by not taking the initiative but to leave the initiative much
more in the hands of their mentor.

Teacher educators differed strongly in how they performed during the mentoring
meetings. But in general, some activities that encourage self-directed learning were
performed quite often, while others were hardly performed at all. Apparently, there are
no agreements upon what to do and how to conduct these meetings. The opportunities
for students to demonstrate some self-directedness during these meeting vary therefore
quite significantly.

This study was a modest attempt to gain some insights into students self-directed
learning. It goes without saying there are several methodology issues that need to be
addressed. Firstly, the reliability of the scales was acceptable but not entirely
convincing. Though existing scales were used that were previously applied in research
among student teachers in other Dutch contexts the present findings indicate that
additional work needs to be done to increase the reliabilities of the scales.

Secondly, as findings indicated it is questionable to what extent a questionnaire is a
sound instrument to collect data on students perceptions of their own learning. Though
guestionnaires with self-perceptions items seem to be applied quite often for collecting
data on aspects of student learning (see for example Taks, 2003; Vermunt, 1999) but it
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is however questionable to what extent this results into sound data on these topics. The
use of additional instruments for data collection, as applied in this study, definitely has
advantages. Additional in-depth interviews with students will definitely be
recommendable to gain more insights into the backgrounds of their scale scores.
Thirdly, this study focused on examining the quantity of aspects of self-directed
learning and not on the quality of the learning. Therefore, the findings do not shed light
on how teacher educators encouraged their students to become more self-directed, the
applied methodology was restricted to counting the number of performed activities.

As this study demonstrates it is recommendable to continue the research into self-
directed learning in order to allow well-informed decisions on curriculum redesign.
Teacher educators will not change their teaching behaviour overnight and students do
not automatically direct their own learning. Curriculum redesign needs to take into
account the attitudes of students and teacher educators since it takes two to tango!
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USING EDUCATIONAL DRAMA FOR KNOWLEDGE CREATIVITY

HANA KASIKOVA
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ABSTRACT

The paper deals with possibilities of educational drama in knowledge creativity for in-service
teacher education. The focus is especially on these instances: teachers as inquirers and reflective
practitioners and teachers as collaborators. The process drama structure concerning the position
of innovative teacher in staff relations is described and on this platform general issues on teacher
professional knowledge are explored (isolation versus collegial support, factors promoting a
teacher’s prestige, attitudes to excellence in profession etc.) Comments upon the differences
between using this drama in pre-service and in-service teacher education are included based on
experiencesin using this drama with various groups of teachers.

Key words: educational drama— creativity — professional knowledge - teachers aslearners - collegiaity

I ntroduction

In this text we will focus primarily on the use of drama as a context for learning — not
however, as is more common, as a context for learning children. We are concerned with
the use of drama in education and training of teachers, who are not specidists in the
field of drama, but who are or will be teachers in various subjects such as physics,
chemistry, foreign languages etc. Drama can help them to expand their repertoire of
teaching methods, but can also provide them with something more — the possibility to
examine their own profession through drama activities, the conditions in which
they are carried out, therelations that they will have among the teaching staff and
which will support their efforts and satisfaction in their profession or conversely
negatively affect them. We would like therefore to focus specifically on drama as a
means which can help teachers create knowledge relating directly to their profession
and professionalism. Drama, therefore, provides a specific means for exploiting and
developing the creative ability of those who participate in the given activities.

The core of this text is a description of how a specific drama oriented to the theme of
collegial relations and the position of teachers, which is somewhat specific, can be
constructed into the process of creating professional knowledge and professional
development. This emerges out of our experiences in two areas. me as a teacher of
student teachers at the university and in the system of further education of teachers
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outside of the universities, but also me as a drama teacher, In these two areas, two
worlds meet and mutually influence one another — the academic world and the world or
art, fantasy, imagination and joint creation. | will try to show that this meeting is to the
benefit of the professional confidence of the teacher, but is aso a stimulus for their
interests in various aspects of their profession, further analysis of their own professional

activities.

I. Theframework for thetheme: teachersaslearnersand creativeindividuals

In the past decades more attention has been paid to teachers as learners and
reconceptualizers (Edwards, Cooper, 1996). Salient and essentiads features of
developmental theory of adult learning are described and analyzed: these features
include exploration and deduction rather then direction, transmission or prescription;
problem posing and knowledge creation as explanatory ventures; praxis (i.e. unity of
reflection and action); continuous negotiation involving many small decisions about
content and process; sharing individual and group responsibility for learning with ,no
member attempting to control the learning of another”; dialogue, equality, openness,
trust and caring, mutual respect; and learners being in control (Allman, Mackie, 1981, p.
41). We believe that learning through drama naturally respects these features. We will
look at this assertion through several starting viewpoints — on the curricular position,
drama framework, creativity in relation to drama and the cooperative context for
learning and creativity. This starting point is connected jointly with a fundamental
guestion: What possibilities can be brought to the teachers through the use of

dramain their path to belearners?

Thecurricular position

If the teachers work in the framework of drama, it also offers them a specific curricular
position. | mention in this context conception of curricular code (Bernstein, 1967) or
curricular position: according to Miller and Seller (1985) there are three curricular
positions: transmission — a one-way transfer of knowledge, skills, and values from the

teacher to the students, transaction — places stress on solving problems through a
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process of dialogue between the student and the teacher and transformation.
Transformation is a position which is an overall holistic and humanistic and takes into
account the students overall cognitive, esthetic, moral and spiritual needs. There is also
the similar approach of Heathcote (1984). In the first position we will consider the
transmission, in the second inquiry, and in the third position the drama framework.
From a general framework in these three curricular positions the teacher contributes and
participates, the children work together with the participating teacher so well that they
are able to, in a process of explaining the world to one another. The classroom in this
case works as a laboratory, in which the “laboratory of workers’ — the teacher and
students — take over control on the ongoing processes and knowledge — in the true sense
of the word — their own.

The curricular positions mentioned are also relevant for curriculum in which the
teachers learn. The drama framework then creates a “laboratory” where the teachers
learn together — in a mutual explaining of the world (and the world of their profession)

to one another.

Drama context

The basic sources of possibilities in teacher learning and creativity development are
anchored in two principles, on which the drama framework is founded: one is
dramaticality and the second theatricality. Both principles are connected in role
playing (Valenta, 2008).

Dramaticality means that the persons find themselves in a situation in which “have to
act”. And this is usually because they find themselves in a situation of disagreement,
conflict, variety of motives or possibilities etc. Theatricality means that the dramatic
problem is not solved through real intervention , but will be dealt with in the fictiona
framework. The participants transform into a fictional character, which they play in the
space designated for the play. The fiction creates aframework so that in the “laboratory
of the classroom” we can bring to life any problem (real or unreal) and in the distance
caused by playing arole, it can be analyzed and a solution can be looked for.

The dramais based on several significant characteristics (Jennings (1990):

1. Paradox of the drama: where distance is establish through role, scene or text, enabling

a greater depth to be explored.
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2. The transformative potential of the drama, which enables a transformation of
experience and thereby enables a shift in experience of self and other.

3. The symbolic nature of the drama: working with a symbolic scene that has meaning
at several levelsfor the individual’s and the group’s life asawhole.

4. The dramatic metaphor: the metaphor that is embodied, projected and enacted enables
profound change to take place.

5. The non-interpretative drama: offering no interpretation of the drama as this blocks
the continuing process of understanding which is multilayered and multidimensional.

If we proceed from these characteristics we can consider drama to be a valuable means
in the education of the teachers, which helps the teachers to understand themselves in
their profession, their relationships in the schools, and the essence of their profession
including the problem areas. Dramatic act help them to explore the feelings of an
experience and thus decrease any anxiety they have towards that experience, thereby

increasing their control over it.

Drama and creativity

According to Sternberg (2001) there are three types of intelligence: analytical
intelligence, creative intelligence and practical intelligence. The drama framework
works with all the dimensions of intelligence. We, however, will focus specifically on
the dimension of creative intelligence. Drama is on one hand based on the creativity of
the participant, but also effectively supports creativity. If we create a fictive situation or
a sequence of these situations, that is the entire dramatic structure, then we use the
entire repertoire of our creative abilities— and if we use them, according to the theory of
creativity then we further develop these abilities. Drama is a space for forming the
entire complex of creative abilities: sensitivity, re-definition, fluency, originality,
flexibility, and originality. Teachers, who have work with dramatic situations (and in
these dramatic situations) included in their education, learn a feel for these situations
and problems, which is necessary to hide in a given situation (sensitivity), they learn to
look into a problem and behave with various points-of-view (flexibility), in the creation
of metaphors associated with situations they form re-definition (transformation), they
learn the uniqueness in classifying certain phenomenon and the formation of

components of the situation (originality), they learn to create situations so that they
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work in the case of an audience (elaboration), and in improvised scenes they train their
fluency.

Trainings of creativity usually concentrate on certain sensory-rational acts, social
creativity, important for the teaching profession is however often creativity of a
situational behavior (Watson, 2007). This is why it is useful to have perceptibility, as
well as a part of kinetic creativity for the development of creative social abilities. Drama
provides this space and with it a greater attention to kinetic expression in the behavior
of the teacher. We must however stress that the situations take place in a safe
environment of the play, where it is easier to work with removing the barriers to
creativity.

In the teacher’ s training and education we can use a number of exercises which develop
this type of another type of creative ability (for example giving subtitles to the
tableaux). We draw attention however primarily to the potential of the so-called process
drama (story drama), which uses these creative abilities and form them in a complex as
they are structured as a collection of situations. The participants of the drama not only
pass through these situations, but also create them, decided on the direction of the entire
drama etc. This dea with the formation of abilities which are both artistic and social.

Cooper ative context for learning and creativity

Among the features which characterize teaching of adults, | have mentioned features
that are directly connected to learning in a group — for example sharing individual and
group responsibility for learning with ,no member attempting to control the learning of
another” , dialogue, equality, openness, trust and caring, mutual respect. Drama offers
a cooperative context for joint learning: theatre action is mutual action. The process of
drama offers a combination of work in small groups and entire group work, which is
characterized as positive social dependence (Deutsch, 1949). It is precisely the
cooperative organization of social relationships in a fictive situation which creates the
safe conditions for learning by the participants.

The cooperative context for learning (for adults as well) has been research for a long
time (Johnson, Johnson, 1989). The effects are shown in three basic areas, which we

consider to be important both for the learning and knowledge creation among teachers.
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a greater effort to succeed, more favorable relations for learning among students,
stronger psychological health.

The joint creation of the teachers is focused on the analysis of professional problems
and has a large significance for a number of reasons.

a) The teachers, who for a majority of their time work on their professional tasksin an
isolated manner, have the possibility of ajoint meeting about problems that everyone is
facing and also have a chance to identify several phenomena as a joint problem.
According to Little (1987, 492) teachers professiona encounters with one another
assume greater importance when placed against future demands on schools and on the
teaching profession.

b) They meet with these problems in the framework of the drama — that means in
fiction, which is for them a safe environment for entering into to even the most acute
conflict situations. The understanding that conflict naturally belongs in an environment,
in which people move about with various needs and objectives, is the first step in
making a conflict that is outside of fiction, that is, in the real life of the teachers
community can begin to be solved.

c) The cooperative context, in which the drama functions, creates an optimal learning
environment — for manifesting and forming the creative abilities together with

interpersonal and cooperative skills.

II. Dramain the courses of the teacher’sinitial education and in-servicetraining

We consider courses focused on the personality and social development of the teacher
to be an important part of the curriculum of teacher preparation. From the 1990’s, this
has been incorporated both in the initial teacher training as well as the in-service
training of the teachers. From this same time, we have registered in our school
conditions a relatively strong influence of drama education. Even if this does not have
in the curriculum of elementary and secondary schools the same position as other types
of art education (music education, fine arts), it was considered to be — thanks to the
stress on holistic learning — as a stimulus which has changed significantly the form of
teaching. The interest in drama education can be seen even among teachers who do not
teach this subject and do not want to teach it. Very often they state the reasons for their
interest in the fact that they want to enrich the repertoire of their teaching methods, or

simply want “to do something for themselves’. The courses of personality and social
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development both at the faculties preparing teachers as well as centers for further
education are taught by teachers of drama — and therefore it is natural that drama is
incorporated into these classes. The teachers then learn through exercises and drama
games, sometimes also through drama structures. These are dramas focusing, for

example, on the theme of bullying in schools, social exclusion, etc.

Initial teacher education

The courses of pedagogical preparation at the faculty where we educate teachers for
secondary schools are organized in problem areas. The core of these areas concerns the
teaching competencies for planning, implementing and evaluating teaching. One large
area deals with the teacher’s professionalism and changes in the conception of the
profession. The teachers are distinctly mentioned as colleagues and co-workers with one
another in the school environment. Thisis primarily due to the fact that for several years
we have atwo-level curriculum — a national and a school curriculum. The formation of
the schools educational programs were completely in the competency of the schools,
however it counted on the joint work of the teachers on these school documents. It is
not, obviously, just for the formation of the documents where the teachers should
connect their joint activities: it is generaly even in the conception of the teacher as a
“complex teacher”, given the requirements of society, the changes in the student
population and the family background of the children (Fullan, 2007). This all leads to
the need to change the conception of the entire school to alearning organization (Senge,
1990) and teachers as learners in the environment of the professional community. How
then should teacher students prepare for this aspect of their profession?

We consider it to be important to develop such a form of teacher preparation in which
the sharp boundary between academic learning and professional activities is broken
down. One of the means of the efforts is the incorporation of the so-called quasi-
professiona activities, that is, smulations, which model that which the students will
most likely face in practice at work. In course we use short, simple simulation games or
— for reasons which were described in the theoretica starting-point, the drama
structures.

One of the powerful impulses for their stronger position in courses was the reaction of

students to the drama, which we “borrowed” from Heathcote. This concerns adramain
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which, through the story of a newly discovered primitive tribe on the territory of Her
Majesty the Queen, tries to show the teachers of the schools how strong is the curricular
position of transmission in them, despite the fact that in the discussions they pleaded for
aposition of inquiry even transformation. We used this drama in the course even before
we began to explain the constructivist position, the characteristics of social
constructivism, or before we assigned further texts for understanding this educational
paradigm. During the final exams and evaluations of the course it was seen that the
theme of constructivism was not only understood by the students, but was at the same
time the part of the course in which they expressed as the most convincing and
motivating for further education.
In the pedagogical courses in the teacher preparation there is aways some time
constraint (and the Philosophical Faculty of Charles University there are three semester
courses) and drama is —despite all its useful effects — also time consuming. Ultimately,
it would not be possible to prepare a drama for every thematic area. The example of the
drama of the primitive tribe clearly showed that drama works best among teachers in
situations where it opens new and sometimes surprising perspectives for them. We
offered another drama of the problems of life in the school community where the core
was formed not by the relationships between teachers and students, but rather among
the teachers themselves. We decided on this for three basic reasons:
The results of studies into the praxis of current schools concerning the cooperation of
teachers show that the need for collegial existence and cooperation is expressed quite
clearly. At the same time it is evident that teachers require support in this area — the
formation of conditions for cooperation, training social skills for cooperation with
colleagues etc. (Kasikova, 2003).
A majority of students do not connect their perception of the profession too much with
this part of their profession. As a part of finding out their perceptions of their future
profession (a part of which was drawings, creative writing, the analysis of literary texts
of the profession and other techniques) was also a short questionnaire with the question:
What will 1 do as a teacher? We tried two variations of this question — with the
formation of answers and the choice of response. The response of the type: | will plan
the teaching jointly with other teachers, evaluateit, | will together with themtry to solve
disciplinary problems etc. were very rare.

e The perception of collegiality of future teachers cannot rely on their own

experience. Whereas the perception of the part of the profession which is
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associated with teaching is to a large extent formed by their viewpoint from the
position of a former student, the world of relationships between teachers has for
the most part remained hidden, behind the scenes. This minimal previous
experience is however also an advantage: during teaching at the universities we
do not have to face stereotypes about “what is correct”, which is often the case
in perceptions about teaching.

In the next part of the text we will describe the entire drama structure designed
to study life in the school community “behind the scenes’ of teaching, the
collegial and non-collegial relationships of the teachers. Before this, we consider
it to be important to state beforehand several pieces of information which
explain more the focus and form of this story.

The story concerns the issue of prestige of the teaching profession. Even if
teachers place relative high on the ladder of prestige of professions (in the most
recent years around 7-8" place), their own perception of this prestige does not
match this, they see their profession as undervalued in society. As a framework
for this story we have chosen the competition the “Zlaty Amos” (the Golden
Amos — named after Komensky), a competition of the favorite teacher, which
has become a tradition in the Czech Republic for a number of years (in this
school year it will be the 16™ year). It is organized to support the positive picture
of teachers (currently teachers, especialy in the media, do not enjoy an overly
positive picture), to support the popularization of the teaching profession. It is
organized by the non-government organization Domino, but the competition is
held under the auspices of the Ministry of Education and other representatives of
the country. It is structured in a poll among children from aregional round to the
semifinals, where at most six finalists advance. The final is public.

We have chosen the framework of this competition because in our opinion it
allows to not only ask Who will be chosen as the favorite teacher? but — for our
purposes — especially asking what is the position of these teachers in the
teaching community.

The drama is structure in a common manner— that is, the situation is divided into
phases: starting point (lure) — building belief — into action — development -
reflection (Neelands, Goode, 1990) with using drama conventions (in the text
marked with italics)
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An outline of the drama Zlaty Amos

Theme: Relations of collegiality and non-collegiality in the teaching staff
Position of an excellent and innovative teacher in the teaching staff
Prestige of the teaching profession

1. Pedagogical meeting. Meeting and teacher in role — the director to the school
announces at the end of the meeting that the school will divide extra finances among the
teachers. The director asks the teachers to prepare a plan for their financial needs. The
director at the end of the meeting mentions that Eva, a teacher at the school, has been
selected by the 7™ grade student for the Zlaty Amos (the teacher is at the time of the
meeting on a school week abroad). The students in the 7" grade collected enough
signatures necessary for the application to the Zlaty Amos competition. The director is
surprised that the proposal came from the students in the 7" grade. (The 7" grade is a
classin which “there is aways something”; some problems must always be dealt with.)
The director finishes the meeting.
2. Picture of the 7" grade in the mind of the director : circular teacher inrole

(What is always going on in the 7" grade that the teachers discuss it and deal with
problems associated with it?) Scenes are formed into the common shape: circular
teacher in role (director) joins the scenes and improvises with each group before moving
on. The director “swords at the end about Eva as right person for the Zlaty Amos, if she
was able to manage teaching this class’.
3. 7" grade and their evaluation of the teachers
Painting teachers caricatures and presentation in roles of studentsin the 7" grade
4. Building character. What is E. Miller like as a teacher?
5. In the teacher’s staff room the day after the meeting. The actors in the role of the
teachers. Collective improvisation. The director announces that a majority of the
finances which were mentioned at yesterdays meeting will be provided to Eva, because
she deserves this money and definitely will use if for the benefit of the children in the
school.
6. In the teacher’s study (for example the gym, or physics study etc.) after Eva returns
from abroad

Circulating teacher inrole (Eva).
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7. Hot seating for Eva. She is questioned especialy about her position in the staff.
Information important for the game: Eva gets along well with the children, but has
problematic relationships with a mgjority of the teachers at the school.
8. The committee preparing the competition of the Zlaty Amos. The members of the
committee decide to collect information from the children about how the final should
look, which is entertaining but is also truly about good teachers
Interviews in pairs (staff members, pupils).
A meeting of the members of the staff.
9. At the school where E. Miller teaches, there occurred something even before the
finals of the Zlaty Amos competition which aroused a negative attitude of ailmost all the
teachers against her.
Scenes “what occurred” , in the overall group select the most likely reasons why the
negative attitudes emerged
10. The staff of the competition received two anonymous letters which stated that Eva
definitely did not deserve the title of the Zlaty Amos.
Quickly prepare these short anonymous letters, reading in expressive form
11.Live radio broadcast of the Zlaty Amos. Roles: moderator, students, members of the
staff, the director, teachers, Eva (a teacher in therole).
12. Scale of attitudes YES—NO

Should E. Miller step aside from the competition?

Would you want to compete for the Zlaty Amos?
The dramatic structure of the Zlaty Amos is included in the thematic area of the
Teaching profession and teaching staff, teachers as co-workers. This is a theme that is
included in half of the pedagogical courses for teacher preparation. There is aways time
to connect with themes that the participants of the drama (in reflection of the games or
in their behavior during the games) consider as essential, or which is considered as
important by the teacher of the course (for example if Jan Amos (Komensky) would at

the current time still be a“Golden” teacher.)

In- service teacher training

| have already mentioned the in-service training of the teacher, which is designed for

teachers who want to use drama methods in teaching, whether it is a special subject of
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drama or in the framework of the teaching of literature of foreign languages. Our text is
however designed in general at incorporating drama in in-service courses, focused more
generally on reflection of one's own profession or in courses oriented on the theme of
collegial relations and cooperation, team work in schools. A disadvantage of these
courses is that most of them are short. The use of drama is however possible, but is
limited by time which can be devoted more thoroughly to the elaboration of some
problems which arises as a part of the entire process. What is optimal — with regard to
the fact that the theme of changes in the profession, professionalism and collegial
relations are complex —is to organized an educational cycle, or incorporate a theme into

blocks for training teachers (for example in summer schools).

Comparison of the use of drama in initial education and in courses of staff

development

| described the drama of the Zlaty Amos only in an outline, which changes according to

the participants of the game. | will try now to sketch a certain comparison which is
founded on the experience with this dramatic structure in both educationa environments
— in initia teacher education (6 groups) and during in-service teacher education (6
groups)

e Thefirst note concerns the willingness of the participants to enter into the role of
the drama. The given structure is based on roles which are close to the
experiences of the participants — students, teachers, directors, moderators etc. It
is therefore relatively easy building belief in both groups, even if the students of
teaching do not yet thoroughly know the reality of life in the teaching staff.

e When evaluating the courses in further education we realized that groups that are
formed by teachers of various teaching staffs behave more freely in the roles
during the drama. This relates to our findings from the research of social skills
of teachers, where the teachers express interest in the training of social skills but
outside of the teaching staff (Kasikova, Dubec, 2009).

e That, which we expected while incorporating drama into the various groups, for
the most part was fulfilled. In situation from the school life of the teacher in
practice, they chose more probable (redlistic) variations, the students of teaching
also chose realistic ones, yet less probable (especiadly in the culmination of
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situations where the entire teaching staff turned against the main character in the
story). Information, relating to the profession was however used by both groups
relatively equally (for example in work in the schools education programs,
inspection etc.)

In the reflection of themes at the end of the drama, which led to the personal
attitude of “to be excellent among those who were not labeled as excellent”,
teachers from both groups differed. More students of teaching rather than
teachers in practice were closer to YES in answering the question “Would you
like to compete for the Zlaty Amos?” The argumentation of the teachers in
practice was interesting: it is worth being excellent, but the making public of this
excellence is on one hand an obligation of a certain type and on the other hand
they admit that it is redlistic that it could lead to a worsening of staff
relationships.

The teachers in practice positively appreciated not only the possibility to act out
situations from their professional life, but also the phase in which the game was
prepared. They considered the phase of reflection as important, and the
possibility to debate with colleagues in general about problems relating to the
theme (which isin the general operation of the school rare).

Both groups positively evaluated the activity form of education, the possibility
to test out their imagination, the possibility to improvise: the teachers in practice
also stressed more the possibility, which expertsin drama (B.Way, G.Bolton and
others) bring up as one of the important functions of drama — “acting out”. In
this drama it was primarily in situations where the teachers were able to torment
and caricature the educators in the role of students.

Students of teaching held a longer reflection on the theme of the hidden aspects
of the teaching profession, the problems of collegia relations. Both groups
expressed the need to further train in the problem of solving interpersonal
conflicts. That means drama functions as a space for opening further, more

specific themes associated with the profession.
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Conclusion

Drama — despite the fact that it still does not have a sure position in the curriculum of
elementary and secondary schools, and in teacher preparation — has a strong educational
potential. The participants in the drama not only learn to act and take into account the
results of their behavior in the same environment of fiction, but receive through drama a
key mission: of the power of a curriculum which is based on inquiry and transformation,
which is knowledge centered and student centered. They discover the possibilities of the
cooperative context in which one can optimally solve even the most acute conflicts,
without which the school environment often does not exist. The drama provides the
actors with a specific outline: they creatively reform it on the basis of their own
experiences, imagination, and fantasy together with the others. This experience is a
support for their creative abilities which they can profit from in their practice with
students as well as outside their professional life.

Teachers and future teachers, who during our courses reflected on their own learning
through drama, understood the mission of the drama. They created drama about their
(future) profession, they created aworld of fictive relations, but at the sametime in their
actions and reflections showed that “they could” to form collegial relations in the real
world as well. If one evaluates dramain general, it isevaluated through the question of
“How it contributed to understanding what it means to be a human?’ We dare to clam
that drama oriented to the teaching profession leads to understanding the

interconnectedness of the professional side of our and the side that is generaly

human.
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CHALLENGE IN LEARNING: SUCCESS AND TRANSFERABILITY OF A
WIDENING ACCESS MODEL

AMANDA J. MCLEOD
University of Srathclyde

ABSTRACT

Creativity, empowerment and active learning are the essential bedrock of an education system that
supports the aims of the Lisbon Agenda in raising aspiration and attainment and making lifelong
learning attractive to all. Founded on the idea that the school curriculum can be delivered via
practical co-operative activities that allow young people freedom to manage their own learning,
this paper will address the way in which the ‘Challenge in Learning’ model, developed by the
University of Strathclyde, can provide an adaptable ‘toolkit’ for educators across Europe to
support these aims.

Keywords: Lisbon, Europe, Lifelong Learning, aspiration, co-operative

‘Challenge in Learning’ is the name given to the educational ethos that lies behind a
range of intervention programmes developed and delivered by the Innovative Routes to
Learning (IRL) team at the University of Strathclyde in Glasgow.

The ethos is built on the idea that the curriculum can be delivered through a series of
‘Challenges’; group-based educational activities focused on a curricular area or topic,
which provide relevant contexts to young people and involve a large degree of active
and cooperative learning.

Programmes have been designed to tackle a variety of issues faced by education and
have been delivered to a total of more than 20,000 pupils in Scotland between the ages
of 3 and 18, since 1999. Their aim is not radical: to engage young people with education
and achieve beyond expectation. However, their readlization is often problematic,
particularly with respect to the specific target group who comprise the majority of
participants.

The concept of ‘Challenge in Learning’ originated in 1998. In the West of Scotland as
in many parts of the UK and Europe, it was recognized that there were significant
numbers of pupils in the early stages of their secondary school education, particularly
those attending schools where the catchment area was typified by serious socio-
economic problems, who lacked motivation, were failing to apply themselves
industriously in school and who consequently under-achieved in national examinations.
Such failure to secure high level passes in examinations at the end of the fourth year of
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secondary education meant that these young people were unlikely to remain in school
past the minimum age of requirement or to gain the higher level qualifications that
would alow them to access Further or Higher Education. In many cases the problem
was not only one of academic performance. Pupils also lacked an awareness of the
educational opportunities available to them post-school, assuming that their socio-
economic circumstances automatically made FE or HE an impossible target.

Ironically this perception was widespread at a time when the Scottish Further and
Higher Education sectors were expanding and were dedicated to implementing a more
focused widening access strategy. Indeed, widening access was integral to the
University of Strathclyde's Strategic Plan and as a direct consequence the original IRL
programme, The Summer Academy@Strathclyde (S@S), was borne in 1999, designed
as a response to the Scottish Widening Access Agenda. It was recognized by the
university that, despite the success of one or two limited schemes, there had been no
major H.E. initiative in Scotland in the area of summer programmes for lower
secondary pupils and the university wanted to contribute to resolving the issue of equity
of access by bringing pupils who required additional support and motivation onto the
university campus, to engage with a sequence of activities that would develop their
ability to learn and their prospects of accessing further and higher education as well as
developing their knowledge of specific subject areas. The result was a two week
‘Challenge Curriculum’.

The programme primarily sought to address the issue of student motivation to learn. To
this end, the original Challenge Curriculum was and still is based on academic subjects
but provides contexts that are more relevant to young people and involve more active
and cooperative learning. Closely linked to the Challenge ethos is the idea of ‘stealth
learning’. Young people often work on the relevant skill set that underpins the
Challenge design without overtly realising it. Knowledge of a curricular areais used as
the means for young people to achieve their goal, rather than being the goal itself.

Since the S@S began 10 years ago, IRL have subsequently developed over 50
educational challenges, some of them cross-curricular, some aimed more specifically at
one school subject. Challenges range in length from 1Y% hours to 2% days and are based
on a variety of engaging themes including health, law, business, fashion, the
environment, fair-trade, events management, engineering, media and modern languages.
All challenges feature common elements of team-work, confidence-building, critical

thinking, innovation and both group and individual responsibility.
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Challenges give young people a chance to participate actively in the learning process.
As part of a team, individuals can contribute their own strengths within a cross-
curricular context. For example, to achieve the learning outcomes of a modern language
challenge, individuals within the team are required to contribute not only language skills
but also their abilities in art, presentation, drama and even media. The purpose is to
engage young people sufficiently so that they are being given the tools to learn, rather
than being taught. Challenge learning is not traditionally academic, therefore young
people do not become de-motivated by association with previous failure' in a subject
area. Through contribution to a learning outcome that requires non-subject specific
skills, confidence can be raised in an area of perceived weakness.

An analysis of Challenge in Learning demonstrates its relevance to the ‘four capacities
of Scotland’s Curriculum for Excellence (CforE): individual and group responsibility;
challenging but achievable activities; providing the right context for development;
active and co-operative learning; confidence and resilience in facing new and
challenging situations to name a few. The CforE’s ‘four capacities ask that we create
citizens of the future who are equipped and also, essentially, empowered. We have to
find away to ensure that young people are motivated to learn both within the secondary
school and beyond and one of the most fundamental contributers to the Challenge
model’ s ability to provide this motivation is in the method of delivery. All programmes
are delivered by a team of carefully trained student mentors, chosen from a variety of
subject areas of study to offer a width of knowledge and experience regarding study and
student life.

On a persona level, mentors are selected because they are highly motivated, confident
and empathetic individuals with areal interest in motivating young people and a belief
in the chalenge ethos. Like the participants, they come from a wide range of
backgrounds and socio-economic circumstances. Evaluative feedback from pupils,
parents and teachers repeatedly indicates that these role models provide a unique
opportunity for young people to connect with learning and with the university. Often,
mentors have taken indirect routes into tertiary education and provide critical contact
points between young people and the worlds of FE and HE. As the magjority are
undergraduates, the mentoring team do not tend to vary hugely in age and although
youth is not a pre-requisite for the position of mentor, the advantage in having role

models not too distant in age from participants is vital in encouraging young people to
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identify with them as recognizable as similar types of people to themselves. ‘red’
people who are succeeding at the next educational level and who are, too, still able to
empathise with the pressures of academic attainment. Thisis an extremely powerful tool
in widening access and increasing the desire among young people to become lifelong
learners. It is simple and yet its power cannot be overstated.

For the student mentors themselves, the experience is a value-add to their experience of
the undergraduate process and frequently influences career routes. A number of students
each year make the decision to continue into teaching within the Faculty of Education as
aresult of their mentoring experience and many more find that the experience offers an
opportunity to develop their autonomy as individuas who are about to enter the
workforce. As with the participants, confidence levels often improve, along with the
ability to manage time and situations more strategically.

Since 1999, quantitative data has been collected that provides evidence to support the
clam that the ‘Chalenge in Learning model achieves its ams. The measurable
outcomes of using the chalenge framework have been consistent year on year in
attesting increased motivation and better than expected Standard Grade results in the
fourth year for participants in the S@S intervention.

Initial figures that record retention demonstrate pupil engagement with the programme
from the outset. Bearing in mind that pupils attend voluntarily and that three out of the
four two week cohorts that run each summer do so during vacation time, the fact that
young people come back everyday shows that the programme has been successfully

pitched, from their perspective.

Y ear Enrolled Graduated %
1999 629 582 93
2004 811 781 96.3
2005 957 943 98.5
2006 966 951 98.4
2007 1004 975 97.1

Evaluation of the impact of S@S on results is made via feedback forms which are sent
to participants following the completion of their standard grades in $4, and their Higher
gradesin S5 and again in S6. Success is measured on the basis that participants achieve
consistently better than expected Standard Grades in S4. To date we have statistics to
2007, all of which compare favourably with the national average and more particularly

with the average for Glasgow schools:
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Cohort/Y ear 0O 01 02 03 04 05 06 O7

SG Performance 58 73 67/ 71 71 75 70 73
SG better than expected 5 59 69 70 77 74 65 68
S@S improved SG result 50 499 61 56 61 66 68 67

S@S improved attitudetoschool 72 74 78 77 77 79 79 78
S@Sinfluenced stay onat school 52 52 61 50 52 57 58 58
S@Sraised aspirationtoFE/HE 66 73 70 66 71 68 73 75

The National Average for Standard Grade performance remains at around 33%, well
below S@S results, whilst the particularly relevant statistics for Glasgow schools shows
an average of only 10% in contrast with our average of around 70%.

The success of the Summer Academy@Strathclyde (S@S) has been commended by the
Scottish Parliament three times (2005, 2007 & 2008), proving its value as a transferable
model and Bill Butler MSP has offered to host a reception at the Scottish Parliament in
late 2009 to allow M SPs and educationalists from across Europe a chance to learn more
about the S@S model. The issues it seeks to address in the West of Scotland, of
deprivation, social exclusion and lack of support for entry into higher education, are
prevalent across Europe. To improve human capital and compete in a global
marketplace, these issues must be addressed by the education systemsin all countries. A
greater articulation between secondary and tertiary education is essential along with
promotion of social inclusion, self-efficacy and creativity.

Exerpt from the Official Report, 26th October 2005:

the Parliament congratulates Strathclyde University on its innovative Summer Academy,
now in its seventh year; recognises the role which it plays in the promotion of the benefits
available to young people who wish to continue their studies into further and higher
education; notes that the academy now attracts up to 900 school students annually from
upwards of 130 secondary schools in west central Scotland, as well as welcoming students
from Spain and Sweden; celebrates the scheme as a significant way both to widen access to
further and higher education and to promote social inclusion; hopes that it may provide a
model for other academic ingtitutions both in Scotland and Europe, and commends the
university staff and student mentors for the part they have played in the creation of a
Scottish success story as over 6,000 young people have to date graduated from the Summer
Academy @ Strathclyde.

Our high profile success on an annual basis has contributed to the image of the
University Of Strathclyde as a purveyor of excellence in innovative models of
education.

Testing of the transferability of the ‘ Challenge in Learning’ model began only two years
after S@S was delivered for the first time, when teachers, recognising the positive
impact of the S@S on pupils, began to request that IRL tackle additional educational
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issues faced by young people. Consequently, the model has been transferred in the UK
to improve confidence and motivation during stages of transition, for Children At Risk
and to engage groups in particular subject areas or curricular support areas such as study
skills.

The Summer Academy model has also been transferred more widely, having been
replicated and adapted in a number of European Institutions in various contexts, most
faithfully at * Campus Itaca’, run by The University of Autonoma de Barcelona (UAB).
Recently securing sponsorship for a further 4 years from the Banco de Santander,
Campus Itaca has entered its 5th year. The programme runs for 8 weeks each summer,
and uses the Strathclyde model to deliver a variety of challenges to students from the
Barcelona area. Links are maintained with the Summer Academy via an exchange
programme of 8 visiting 16 year old pupils from each university during July.

In Aveiro in Portugal, the model has been adapted to attract science students to the
university since 2005 with a focus on 11-14 year olds. At the University of Dortmund,
an engineering-focused version of the S@S has been developed and at the University of
Twente an existing intervention has been modified in response to the Summer
Academy, to increase participation of ethnic minority groupsin HE.

All of these HEIs made contact through membership of the ECIU (European
Consortium of Innovative Universities) and recognized a shared desire to make a redl
difference to widening access to Lifelong Learning at their own institutions. In
exchanging ideas, and in the case of UAB and Strathclyde, exchanging pupils, the
foundations for a wider partnership were laid. That partnership has become ENTICE
(European Network Transforming Intra-University Collaboration for Equity of Access).
The consortium now comprises a network of 14 partners from 10 EU countries who
intend to work together to adapt the ‘Challenge Curriculum’ model in support of the
Lisbon Strategy, which aims to increase the attractiveness and equity of access to
Higher Education. In addition to the 5 ECIU partners, ENTICE includes The
Universities of Porto, Liverpool, Pirkanmaa, Hogeschool-Universiteit Brussel, The
Lodz Academies of Management and of Humanities, The Technological Educational
Institute of Crete, the European University of Cyprus and the Universite de Politecnica
de Barcelona.

Each partner is involved because they believe in the model and wish to test and benefit
from its delivery at their institution and from the research that will be carried out into

widening participation interventions across all ten countries. Each has something to
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contribute and something to gain from the sharing of best practice. University of
Liverpool, for example, has a wealth of experience in developing and implementing
extremely successful widening access programmes out of the Centre for Lifelong
Learning, which have been formally recognized. However, as practitioners, they have
had little opportunity to produce the research which would enable them to share this
good practice. Other partner institutions, on the other hand, such as the Academy of
Humanities in Lodz, Poland and Hogeschool-Universiteit Brussel are in the early stages
of developing widening access strategies and require the support of those more
experienced, whilst the European University of Cyprus brings a rich existing research
network which can be exploted to disseminate the ENTICE findings as the model is
adapted, delivered and evaluated in each ingtitution over the next three years. The
Finnish HEI, the Pirkanmaa University of Applied Sciences, brings the expertise
exploited by Finland to actually achieve the European target in reducing the number of
early school leavers.

One of the most exciting aspects of the ENTICE consortium is the variety of test
groups. Each institution is facing a specific issue — often shared by several partners —
such as poor uptake of HE amongst young people from ethnic minority backgrounds, or
more subject specific deficits such as poor uptake of maths and sciences or modern
languages amongst student groups. The Challenge in Learning model will be developed
with senditivity to the specific requirements of each group and the aims of each
ingtitution so that a range of pupils requiring additional support will form a
representative test group that will offer relevant results to other HEIs across Europe,
facing similar issues.

Challenges will be adapted and developed based on the 8 Key Competences highlighted
by the European Commission’s Lifelong Learning Programme as integral to the
successful education of young people across Europe. The value of the materias
produced will be ensured by the cooperation and knowledge transfer shared across a
consortium comprising HEIs with a range of specialisms in ICT, business and
entrepreneurship, science and multimedia. Challenges dealing directly with language
learning and cultural diversity will also be developed and tested. As part of the
sustainability plan, the pupil exchange programme already existing between Glasgow
and Barcelona will be formalised and extended throughout the consortium to include
exchanges between 6 additional pairings will offer groups of young people across

Europe opportunities to experience new cultures and improve language skills, fostering
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active citizenship. Specific test groups, for example, young people from immigrant
communities in Twente, Tampere, Lodz and Brussels will make contact with other
groups during exchanges, supporting increased inter-racial understanding.

The ENTICE model has the potential to provide a teaching and learning model with
proven transferability, for use by every further and higher education institution in
Europe, and the hope is that it will be used to significantly impact on teaching and
learning and the potential target markets of HEIs. The strategy can be adapted for usein
al countries, with due regard for cultural diversity, varying socio-economic contexts
and age/stage of students. There will be persuasive evidence that subjects are amenable
to successful modification and adaptation for specific user groups, and proof that the
experience of tackling a challenge-based curriculum can impact positively on
motivation, self-confidence, self-esteem, attitudes to schooling, success in examinations
and aspirations to enter and succeed in higher education. The European focus on
creating jobs, boosting growth and increasing prosperity must be supported by the
creation of empowered, effective contributers to society; young, motivated and skilled
people who believe in themselves through participation in an education system that
offers relevant and purposeful outcomes.

For Europe “to be the world leader in terms of the quality of its education and training
systems, the Lisbon Strategy really asks that we create an education system that
supports economic growth. The recent Lisbon benchmark report demonstrated that
although some targets in improving science and mathematics education are being met,
we are falling short of the target reduction in numbers of teenagers leaving school
without higher qualifications, and the Strategy’s broad aim, to “make Europe, by 2010,
the most competitive and the most dynamic knowledge-based economy in the world”
will only be achievable if we move toward a system in which young people see
education as relevant and engaging. They have to want to learn and feel empowered by
education rather than de-motivated. They have to see education post-16 as relevant
because it offers transferable skills and knowledge to those who want to become
scientists and lawyers and aso mechanics and electrical engineers. ‘Challenge in
Learning’ has the potential to support this strategic aim by raising aspirations and
improving confidence through teamwork and collaboration, increasing productivity and
motivation to learn and succeed, thereby contributing to Lisbon benchmarks.

Higher education will not accept change without detailed evidence of its effect. The test
group for ENTICE will number in excess of 30,700 young people, providing
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quantitative evidence of conclusive quality. We aim to capitalise on this impetus so that
other institutes across Europe will embrace the strategy and derive educational benefits.
The project will aso offer a model for academic staff development which stimulates
collaborative action, promotes interaction and transfer of staff and will be truly
sustainable in nature. For the student mentors who will be trained to deliver challenges
in all institutions, the model will illustrate the benefits to be gained from collaborative
action.

Success of the ENTICE partnership and testing of the Challenge in Learning model will
be evaluated referring to similar Key Performance Indicators used to evaluate the S@S:
increased motivation, increased aspiration to enter FE and HE and improved attitude to
school and the results that we expect to see in the evaluation of a challenge delivery
schedule running during the summer months of 2010 and 2011 should reflect the 70%
average reported year on year for S@S. In addition, specific KPI will assess the impact
ingtitution to institution depending on the purpose of implementing the challenges, e.g.
increased uptake of languages or science subjects.

The ENTICE model will facilitate the development of innovative practices in higher
education and their transfer between regions and countries, fostering interchange,
cooperation and mobility of ideas and people between the partner institutions and more
widely to other institutions and stakeholders. The innovative aspects of ENTICE
include a radical approach to bridging the gap between different levels of education; the
application of an established model in different cultural environments; the offer of trans-
cultural research and the sharing of research data and strategy, the facilitation of
knowledge transfer and sharing of good practice between partners, and the fostering of
peer learning through partnership.

The aim of ENTICE is to reinforce the role of universities in making “higher education
available to all” by promoting greater equity in education systems through high quality
provision for the disadvantaged, supporting social cohesion and contributing to the
debate on equity of access, shaping future education policies at a European level. Asthe
S@S has the strong support of the Scottish Parliament, the ENTICE model will benefit
from direct access to European contacts at policy-maker level and aims to make a
positive contribution to the achievement of European policy objectives, improving the
attractiveness of higher education through delivery of an engaging and motivational
programme across Europe. By improving equity of access to higher education, ENTICE

will encourage socially cohesive communities in Europe, (Lisbon Agenda/Bologna
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Process/Bergen Communiqué) and by making learning attractive, fostering a culture of
learning for all and raising awareness of the benefits of learning, the project will
actively promote the attractiveness of lifelong learning and increase participation.
Young people will have an opportunity to apply learning in new and innovative
contexts, contributing in practical, creative and non-traditionally academic ways to
learning outcomes. Research will identify critical success factor and lessons learned
from delivery at each institution and from other examples of intervention across Europe.
Findings will be widely disseminated as examples of existing European best practice,
informing the development of transferable materials which will be available for use in
universities wishing to establish their own intervention programmes, contributing to the
European Commission’s Lifelong Learning Programme.

For Strathclyde, the focus continues to be the development and delivery of challenge
programmes for young people, however, our ultimate long term aim is to work more
closely with trainee teachers, teachers and school managers to support the incorporation
of challenges into the existing curriculum. This presents a challenge for teachers, who
are under pressure to deliver a tightly structured curriculum within a results-focused
system. Many are struggling with the logistics and practicality of bringing a more
flexible form of learning into the classroom within an already packed curriculum and
are understandably concerned that ‘deviating’ will affect learning outcomes and
consequently results.

Our am is to show teachers how the incorporation of challenges can support the
curriculum. By delivering ‘Challenge in Learning’ CPD programmes, which we have
done in the West of Scotland, in London and here at Queens College in Pama, we are
able to demonstrate the real value in transforming a lesson into a challenge and that the
creativity inspired by challenge learning often surpasses the prescribed learning
outcomes for some individuals who may find another way into a topic that must be
covered.

The CPD programme is not prescriptive. It takes a challenge, asks teachers to
participate, and then analyses the structure and content of what they have just done.
From this basis, teachers proceed in groups to develop their own challenge so that at the
end of the event they leave with real learning materials. Similarly, IRL deliver amodule
to B.Ed. Primary students, which provides them with the structures for creating
challenges for use in their own teaching, the intention being that as they progress, the

principles will be incorporated naturaly into the curriculum within the classes they
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teach. In such away, challenges can become a part of the curriculum quite naturally and
the value of adapting courses is evident immediately as young people are switched on to
learning.

Finally, the value of a campus-based ‘ Challenge in Learning’ programme as a vehicle
for attracting young people to the host university cannot be underestimated and our own
statistical analysis of the Strathclyde model has been taken further to represent the
impact the experience has on the aspirations of young people to attend the University Of
Strathclyde. Traceable through UCAS data, figures available to date show that the direct
psychological experience of Strathclyde makes it the obvious choice for participants

when they reach the stage of applying to university:

Y ear No of Apps No who became students
To Strathclyde @ Strathclyde

2002 190 64

2003 264 90

2004 243 87

Retention, particularly amongst disadvantaged groups, must be handled in a way which
is relevant to target students, and the confidence building and motivation provided by
the Summer Academy allows students to take some ownership of the University which
in turn lowers the barriers. In the future we aim to work more specifically with pupilsin
the senior secondary to combat the shock and disaffection which can often result in
being unprepared for the challenges of student life. A community of learners from a
variety of backgrounds would be set up to provide ongoing support during a difficult
transition, and consequently it is anticipated that this additional support would boost
retention and completion rates within university courses. In the meantime, although
confidence and retention are less measurable in the UK than UCAS statistics, countless
success stories support the claim that the improvement in self esteem experienced by the
majority of our ‘graduates’ leads to improved performance in school. Recent parents
evaluations have gone so far asto state that the experience has actually improved family
life as a result of an improved attitude. These are weighty claims, however they are
sustained and relevant. Quite simply the model works, particularly for the students who
do not come from a culture of HE and founded on this success story, the ENTICE
partners look forward to our own challenge: the process of development, delivery and

evaluation of an educational model that offers tangible results.
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| DON'T KNOW IF | BELIEVE | HAVE THE EXPERIENCE TO BE AT THAT
MASTERSLEVEL YET' —HOW CAN WE DEVELOP PRACTICE BY
MAKING TEACHING A MASTER’SLEVEL PROFESSION?

MYRA PEARSON, DAVID MCMURTRY
University of Aberdeen, Scotland, UK

About the Research

The School of Education at the University of Aberdeen, Scotland, UK is engaged in a
national research and development initiative, Scottish Teachers for a New Era (STNE),
jointly funded by the Scottish Government, the Hunter Foundation and the University of
Aberdeen. This  initiative, ‘investigating and  developing a new model
for teacher education’ (http://www.abdn.ac.uk/stne/) incorporating the four years of the
undergraduate BEd (Hons) degree plus the first two years of the teacher’'s career, is
linked to the ‘ Teachers for a New Era (TNE) initiative in the United States, funded by
the Carnegie Corporation.

Part of the STNE research strategy has been to consider aspects of teacher professional
learning and development and how, as part of this professional learning, we might best
engage teachers in Action Research or systematic critical enquiry at different stages of
their careers. This paper discusses the development of a Framework For Enhanced
Professional Practice as well as presenting findings from two pilot projects in which
teachers engaged in Action Research into selected aspects of their practice.

The first group of teachers, comprised twelve primary school teachers, all of whom
were in their second year of teaching. They were voluntarily participating in a pilot
project as part of the STNE initiative, which trialed the use of Action Research as a
form of professional learning with early-career teachers. For teachers who wished to do
so, the inquiry could be undertaken as a University module on a fee-free basis and
teachers, who successfully completed this module, would gain 30 Scottish Masters
credit points. The second group of eight teachers were undertaking a ‘ STNE Teacher
Action Scholarship’, which was also a credit bearing, University module. The views of
both groups are presented and discussed below.
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To collect data, survey research was undertaken involving semi-structured interviews.
Interviewees were asked to discuss their views on, amongst other things, teachers
engaging in professional learning involving formal, award bearing study. The first
group of teachers were interviewed twice, once near the start of the school year (2008-
2009), and again in the final month. All twelve of these teachers were interviewed in
December 2008 and nine were interviewed again in June 2009. Each of the second
group, who undertook a ‘ STNE Action Research Scholarship’, were interviewed once,
in June 2009. All the interviews were recorded and transcribed. This data was classified

using qualitative data analysis software (Nvivo 8) and then analysed.

The Scottish Context

The publication of ’ A Teaching Profession for the 21% Century (known as the McCrone
Report, Scottish Executive, 2001) has been seen as a key point in the evolution of
Scottish education. This report recognised the importance of continuing professional
development (CPD), both as a professiona entitlement and responsibility, and
accelerated progress towards the development of a nationa CPD framework, to
underpin and support practice-based lifelong learning. An integral part of this CPD
framework was the introduction of a Masters level qualification to enable teachers to
meet the requirements for the Standard for Chartered Teachers.

An emphasis upon practice-based teacher professional learning is also evident in the
recently developed ‘ Curriculum for Excellence (CfE) in Scotland, which will begin to
be implemented in all schools throughout school year 2009-2010, with new National
Qualifications being implemented in secondary schools from 2014. Priorities include an
increased emphasis upon teacher autonomy and responsibility for determining
pedagogical approaches, local decision making and promoting an evidence based
approach to teaching and learning (http://www.scotland.gov.uk/Publications/2004
/11/20178/45862). All of these will have an impact on the models of professional
learning and development introduced to support the implementation of CfE. Funding to
support professional learning and development for teachers is devolved to local

government under the Government’ s concordat arrangements.



The Context in England and Wales

On 07 March 2008, the Secretary of State for Children, Schools and Families gave
details of a new, national Masters in Teaching and Learning Degree and announced the
intention of the UK government to develop teaching as a Masters level qualified
profession in England and Wales. The (normally) three year, part time Masters in
Teaching and Learning, which will begin in January 2010, will be government funded
and all newly qualified teachers in England and Wales will be €eligible to register on the
Programme. Funding will cover not only fees but also the cost of teachers spending time
out of the classroom. Participants will be supported by a trained, in-school coach who
will be an experienced teacher. Of significance is not only the level of study but also
that the new degree is practice-based and is focused upon the development of teaching
skills.

From the information that is currently available, it appears that study on the Masters
degree will be flexible and adaptable, taking account of both the needs and interests of
the individual teacher and the School’s priorities. There will be three phases to the
degree Programme. In phase one, participating teachers will develop enquiry skills.
Phase two encompasses the devel opment of subject content and pedagogical knowledge
and working with others in and beyond the classroom. Phase three focuses upon
deepening knowledge in a specialist area. There is no indication that teachers will
engage in Action Research or enquiry into a selected aspect of practice, although this
may be part of phase 1.

Such policies and initiatives reflect debates in literature and research not only about the
suitability and value of pre-service Masters lev