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From the Chair 
Avril Loveless 

‘It has been a quiet week in Lake Wobegon...’ There are times when I sit 
down to write the Chair’s contribution for the Newsletter and wish that I 
could quote Garrison Killer. By no means does such an opening apply to a 
summary of ITTE activities and concerns in recent months. 

Initial Teacher Training 

The OFSTED IT Dissemination Conference in March highlighted issues 
arising from the inspection of the Initial Training of Secondary IT Teachers. The discussion included IT 
subject knowledge, the focus on pupils’ errors and misconceptions, the inter-relationship between teaching 
and assessment, models of partnerships and course designs which provide trainees with experiences of 
breadth and good, varied IT teaching. ITTE has been in discussions with OFSTED and the Teacher Training 
Agency about ways forward from this conference, supported by lively conversations on our own discussion 
list which recognise the interaction of many factors influencing students’ experiences in this subject area.  
Consequently the TTA will provide support for further discussion and sharing of practice through a range of 
activities: 
• An on-line discussion between ITT providers and the TTA, hosted by ITTE, during the first couple of 

weeks of July 
• A day conference in London in September, hosted by the TTA, for ITT providers and representatives 

from partnership schools 
• A follow-up discussion on-line towards the end of the year to evaluate developments in practice 
• Follow up at the ITTE conference in Swansea in July 2001 

IT Network Conference 

ITTE will have a presence at Educating for the 3rd Millennium on 13-16 July at Cheltenham & Gloucester. A 
good number of our members are making contributions of papers, demonstrations and workshops and we 
welcome the opportunity to share with other colleagues in ACITT, MAPE, CEG, BCS and NAACE. (There 
will, no doubt, be a prize for the person who belongs to all these associations at the same time!) There will 
also be a commercial exhibition organised by BESA and an action-packed social programme. If all this 
doesn’t tempt you to participate in the conference, don’t forget that the ITTE AGM will take place just 
before the conference dinner on Saturday 15th July! 

Research 

The research interests and agenda of ITTE members continue to develop and there is a full calendar of 
events in the next six months. These are interesting times in the profile of educational research to inform 
policy and practice and it is encouraging to see that many in the ITTE community have an active voice. 
• On September 9th there will be an ICT Symposium at the British Educational Research Association 

(BERA) Conference in Cardiff. 
• On 18th October, BECTa’s ICT Support Network Conference in Manchester will focus on Evidence 

Based Practice.   
• On 10/11th November the ITTE Research Conference will be held in Cambridge, focusing on the work of 

the ITTE Research Groups and Work in Progress 
• In January the second itte@bett conference will precede the BETT show 
• Look out for SITE 2001 (USA), CAL 2001 (Warwick) and WCCE 2001 (Denmark) – the calls for 

participation will be in the autumn 2000. 

Work of the Association 

In addition to the many and varied aspects of our day to day work, ITTE members have been working hard 
to co-ordinate Regional Groups to share practice and experience; design the update to the ITTE Web site; 
develop the publicity and promotion of ITTE; referee and publish the Journal; maintain the organisation of 
the membership and produce a lively Newsletter each term. I’d like to thank the Committee members for the 
energy and enthusiasm they have contributed to the work of the Association this year. 
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There have been times when my own energy levels have dipped and I’ve found myself fantasising about 
teaching a subject which was fixed and needed only one textbook as a teaching resource – as embodied in 
my own experiences of learning Latin, for example.  Imagine my wry smile during the BECTa ICTSN 
conference when I heard that ICT has invaded even my dusty dreams. Niel McLean described the evaluation 
of new interactive resources for three subjects which make particular demands of pedagogy in areas of 
teacher knowledge, teacher shortage or minority groups of learners - Mathematics, Japanese and ... Latin! 
Forsan et haec olim meminisse iuvabit 

Postscript 

This summer’s letter from the Chair is written under conditions which are very telling of the complexity of 
our work in supporting and developing IT capability in teacher education. I’m sitting in an ICT suite in a 
primary school, snatching a few moments between classroom observations for research in teacher 
perceptions and pedagogy. I’m joined by eight children in Year 6 who have just popped in to use the Web as 
part of their Millennium Project - the focus is mostly on Mountain Bikes and Pokémon and there is little 
collaboration as the locations of cool sites are kept secret by holding their arms over the URLs! Two girls are 
discussing the printer driver because of persistent printer problems and frustrations in recent weeks. A 
couple of boys have printed out their presentations on fishing, evaluating their own work as ‘Wicked!’. It 
took them ‘… about an hour per fact on the Internet, but Word Art helped to make it look good’. I’ve 
witnessed critical information handling with books and the web, search strategies, techniques for selection 
and integration of text and image, technical frustrations, models of access to ICT resources, group dynamics 
and presentation for a range of audiences… , and that was in the last 5 minutes before they all had to rush off 
for meningitis jabs, cycling proficiency and a drama rehearsal. The immediacy and pace of the interactions 
in this room reminded me again of the challenge to teachers to enable children to develop and apply IT 
capability in relevant contexts 

Editorial 
Libby Jared, Homerton College, Cambridge 

It must be a dead certainty that, now the last of the students has vanished and graduation day is over, all eyes 
are down to complete the Summer newsletter. Under starter’s orders we are off to do our best to get the 
envelope crossing the finishing line and hurtling down on your desks before Cheltenham. You can then 
arrive with your Committee nomination papers, ready for the next race. 

This newsletter sees a field mixed with old hands and newcomers. The track has veered momentarily 
towards the academic side – perhaps we are getting serious in our old age. However, whatever the article, 
each still provides us with plenty of ‘fodder’. It is a pleasure to publish a lengthy article by Elaine Bates, a 
primary PGCE student from St Martin’s College, writing on her cohort’s ICT use during their first 
placement. I have boxed this on the inside between Jane Sharp’s account of ‘persuading’ her students to do 
peer marking of ICT portfolios (it must be more time efficient than what I am currently doing) and Tim 
Denning’s report of a successful design for an ICT course. On the outside is Gordon Guest’s short but 
encouraging review on Images of ICT in the Primary School. This latter article, along with our Chair’s 
Postscript, should give us all a fillip at the end of a very long year (well it is long if, like me, you have to 
move stables four times before you arrive back in the original one). 

The runners have now settled and we will see three serious articles (not that the others weren’t serious!). 
Neil Stanley offers us four classifications of I(C)T learning environments, Malcolm Plant asks us to consider 
the possible impact of world broadcast images which are an everyday product of modern technology and 
Steve Kennewell keeps alive (and adds more to) the I(C)T debate, which resurfaced recently on the list. (You 
should have heard the discussion amongst all secondary subject tutors in my Institution when the Music tutor 
innocently said he was a little confused about the difference between IT and ICT). 

Into the closing stages now with two articles linked by their concerns with CPD. The first is based around 
MirandaNet and the second is well … different! Next, making a late showing, comes Michelle Selinger 
describing her involvement in the Imfundo Project. 

As we pass the finish, we have all our old favourites eventually crossing the line. We hope you will enjoy the 
running of this newsletter – from start to finish and with no fallers. Until Cheltenham then… 
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Managing the standards: Peer Assessment of ICT Portfolios 
Experimental assessment of a Year 1 ICT course 
Jane Sharp, King Alfred’s College of Higher Education 

At King Alfred’s we have a four-year undergraduate QTS programme with between 180 and 210 students in 
each cohort as well as a PGCE course of approximately 60 students. This means a lot of ICT portfolios.  We 
have an academic staff of two for ICT.  Looking for strategies to manage at least some of this mountain we 
consulted widely with colleagues, finally settling on peer review.  

In order to ensure that students begin to compile an ICT portfolio that will be both a resource and eventually 
provide evidence against the standards, we assess our first year undergraduate module by portfolio.  Students 
are given detailed instructions on the purpose and presentation of their portfolios. 

Rationale 

The rationale for the peer review process is made explicit in the module handbook and at the time of the peer 
review.  The process is designed to: 

• Facilitate the rapid return of work, ensuring relevance and continuity of access to this very important and 
on-going resource 

• Provide feedback on progress and allow time for further action, i.e., redemption if appropriate 
• Provide experience of marking work against given criteria, a vital professional skill 
• Provide insight into the work of at least two other students 
• Provide an awareness of the grade criteria from the outset, enabling the whole assessment process to be 

transparent. 

Students attend a peer review meeting, two groups (approx. 30 each) at a time.  Two nearby rooms are 
booked and on arrival notes on the procedure are distributed and discussed.  One tutor supervises and 
moderates in each room. 

Procedure (notes as distributed to students) 

Stage One 

• Hand in your portfolio on arrival    
• Collect a portfolio and two draft mark sheets 
• Carefully read the grade criteria 
• Explore the portfolio and complete a draft mark sheet, including constructive comments on features you 

particularly liked or felt could have been improved 
• Exchange portfolios with a colleague and repeat the process. 

Stage Two 

• When you have both, independently, completed your marking, compare your mark sheets and discuss 
any discrepancies, be prepared to justify your decisions with reference to the portfolio 

• When you have reached agreement transfer your marks and comments to the formal assignment 
feedback sheet for the first portfolio that you marked 

• The tutor must sign the assignment feedback sheet  
• Return the yellow student copy to the portfolio and white office copy to the tutor 
• If you are unable to reach agreement with your marking partner, or you have a portfolio which you think 

is weak or very strong, please refer to a tutor. 

Stage Three 

• When everyone has finished you may collect you own portfolio and feedback sheet 
• If you feel you have not been marked fairly for any reason please refer to a tutor 
• A random sample of portfolios will be retained by the tutor for moderation purposes, these will be 

available for collection from the school office. 
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Commentary on the procedure 
• Once collected, portfolios are exchanged with the other room 

to ensure a random distribution of portfolios to markers and to 
avoid any possible conflict and embarrassment caused by 
students witnessing their own work being discussed. 

• Grade criteria and a specially designed assignment feedback 
sheet are used.  Students grade portfolios on  
• organisation and presentation 
• developing knowledge, skills and understanding of ICT 
• developing knowledge, skills and understanding of how 

ICT may be employed in school to facilitate and enhance 
teaching and learning  

• evidence of current and monitored audit and action plan 
• evidence of reading, reflection and resource gathering. 

Additionally they are asked to note things that they particularly liked and areas for development. 
• To emphasise the levity of the review process and to ensure appropriate attention is paid to the portfolio 

contents Stage One takes place in a quiet atmosphere. 
• Although the overall mark for the course was pass/fail, the 

assignment cover sheet was specially designed to provide 
formative feedback in a range of areas and indicative 
classifications were given for each of these. 

Evaluation 

• Informal feedback from students was largely positive.  Many 
valuing the insight gained by reviewing other students’ 
portfolios and commenting that they would revise the 
organisation and/or content of their portfolio as a result.   

• There were surprisingly few challenges to the marking 
process.   

• The moderation process revealed that students tend, if 
anything, to mark on the harsh side and have little tolerance of 
what they consider to be inadequate work or poor presentation.   

• Some students have suggested that they would prefer their 
work to be assessed by tutors.  We point out that 15% is 
moderated across the board and that the level of feedback 
generated by the peer review process is generally more 
detailed than would be forthcoming from tutors.   

• Generally, students who were not confident about their 
knowledge, skills and understanding of ICT at the beginning of 
the module presented the best portfolios, as they were able to 
see the portfolio’s value as a resource. 

• Total time taken 4 x 1 hour 15 mins x 2 tutors, plus 
moderation. Eight groups of students (approx. 210) attended 
two groups at a time.  Duration of peer review meetings 
approx. 1 hour 15 minutes each.  Total time for detailed 
formative assessment of 210 portfolios - one very intense day 
for two tutors, plus a couple of hours moderation. 

Naturally, it didn’t all run smoothly.  The first and possibly biggest 
mistake was to follow college procedure and have all students 
hand in their portfolios to the school office.  Administrative staff 
were not impressed and a room had to be specially booked in 
which to store the 200+ lever arch files.  A not insignificant 
amount of porterage was required to move them across the campus 
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for the peer review meetings.  Ho hum! 

We also tried to preserve student anonymity in the review process and the files were identified only by 
student number.  Aside from the nature of the contents meaning that students names were in evidence 
throughout their portfolios, the matching of student numbers to student names to record marks was not 
assisted by some inaccurate noting of numbers by students. 

As I write this we are about to embark on a slightly revised process for our Year 3 students (180).  This will 
not be a formal assessment, but is intended to be formative in nature and to assist with action planning before 
their qualifying practice in September.  A revised and extended feedback sheet will be used.  We hope that 
the process will similarly benefit students as much as tutors.  We will use the feedback to design their Year 4 
ICT input (a small amount of direct teaching and a suite of optional workshops) and to identify students 
requiring particular support. 

During the year we have also formatively and summatively assessed PGCE portfolios (2 x 60) and 
summatively assessed Year 4 portfolios (180) by more traditional routes.  We probably should be doing 
some monitoring of Year 2 students too. We will be looking at least some of these assessments and 
considering the possibilities of the peer review process. 

Questions and comments are welcome. More details will willingly be provided on request to 
J.Sharp@wkac.ac.uk 

It’s teaching Jim but not as we know it … 
Tim Denning, Keele 

Imagine – if you can – lectures where you get 100% 
attendance, students who spend so many hours 
working on your assignments that you have to ask 
them to stop and undergraduate work that is so good 
you feel jealous that you cannot put your own name to 
it… 
This utopian vision can be yours – send five dollars to 
mailbox….   
No – wait – read on – what they say about IT and 
learning actually works!! 
Honest! 
For the past three years we have included in the 
undergraduate Education course at Keele two modules 
dealing with teaching, learning and IT.  The course 
design is unashamedly ‘constructivist’ and moves 
briskly from taught sessions to negotiated learning with 
students working in teams to create a multimedia 
resource.  Skill development workshops and 
consultation are provided on request but teams are 
expected to plan their own timelines and work 
schedules. 

The aim is to provide students with an opportunity to 
exemplify the principles elaborated during the early 
part of the module through the documented design and 
creation of an interactive multimedia (IMM) learning 
resource dealing with: 
• The nature of multimedia resources and the 

facilities provided by different authoring tools 
• The cognitive theories that underpin the design of 

distance learning materials and in particular those 
created in an IMM environment 

• Structures and processes that are used when 
designing and creating learning resources in a 
IMM environment 

• Methods for evaluating IMM learning resources 

The transition from taught material to more 
‘autonomous’ activity takes place in week 5 of the 
twelve week course and is usually characterised by 
PANIC, STRESS and urgent requests that we just tell 
them what to do and how to pass the module… 

Be strong – it will pass!   

The assessed outcomes include a team portfolio which 
includes a cumulative record of the meetings, design 
decisions, literature reviews and notes made by the 
team and concludes with a ‘storyboard’ for the 
intended resource and a reflective piece of writing 
dealing with their own learning experiences during the 
module.  The actual ‘resource’ does not have to be 
fully developed but should be sufficiently elaborated to 
show how their design decisions would be 
implemented, content presented and interactions 
supported.  We have used Hyperstudio, Netscape 
Composer, DreamWeaver and an obscure package 
called Dazzler at various times but as technologies 
converge web page authoring has become dominant. 

The level of commitment shown by the students 
(achieved more by peer pressure than my charisma) 
and the quality of work is outstanding and has yielded 
a department first – a mark of 98% for an 
undergraduate module recently endorsed by our 
external examiner…. 

And it's fun… 

If you would like to know more just drop me an email 
… t.j.denning@educ.keele.ac.uk 
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Survey of ICT Use during PGCE First Block Practice 
Elaine Bates, St Martin's College 

Introduction 

St. Martin’s College is the largest provider of Primary initial teacher training in the country. It has three campuses in the 
North of England – Lancaster, Ambleside and Carlisle. I am currently a student on the primary PGCE course in 
Lancaster, having previously had experience of supporting the teaching of IT in a primary school in Cumbria. 

The Primary PGCE students had their first block placement of 5 weeks during January/February. ICT has a high profile 
within the course, so that students have access to ICT training which exceeds that of many serving teachers who will 
not yet have undergone their NOF audit and training. As an ICT subject specialist, I was curious to discover what 
experience of ICT the students had during their placements. It was not my intention to evaluate either the college 
teaching or the actual levels of ICT usage in school, merely to obtain a fairly subjective impression of what happened in 
school at this stage of the course. I recognised that there were many pressures on the students and that for many, if not 
most, ICT would not have been the highest priority aspect of the placement. The college requirement was that each 
student should teach a series of ICT lessons, preferably on data handling, as well as include ICT in as many other 
subject areas as possible. 

My original intention was to ask a few colleagues to complete an informal questionnaire. However, thanks to the 
support of my tutor and the course leader, it was possible to issue the questionnaire to 52 out of 68 students (76%) on 
the Lancaster campus. 28 students worked in KS1, 24 in KS2. Subsequently, 34 students from the Carlisle campus also 
completed the questionnaire. 18 of these students worked in KS1, 16 in KS2. The informality of the questionnaire 
undoubtedly led to loss of rigour and the fact that it was anonymous meant that inconsistencies could not be followed 
up.  

The majority of the students on the Lancaster campus had placements in Lancashire schools whereas most of the 
Carlisle students were placed in Cumbrian schools. Cumbria was one of the pilot LEAs for the NGfL; the implication of 
this being that more of its schools might have access to networks, the Internet and more up to date software and 
hardware. It was possible that there might be a difference in the experience of PGCE students placed in the two 
authorities due both to equipment and to the effect on staff and pupils of having the equipment. All the students 
undertake the same course and I have no reason to suppose that the teaching of the course differs markedly between the 
two sites. 

Student Expectation of ICT Use 

The graph below shows that the majority of the Lancaster students used ICT less than they had anticipated. Obviously 
the question was subjective and students might have interpreted it in different ways. Also, the actual amounts of ICT 
used will have varied considerably; nonetheless this is quite a disappointing result. Many of the Carlisle students also 
used ICT less than they had expected, but the aggregation of the two Key Stages here masks the fact that 38% of the 
Carlisle students in KS2 did more ICT than they had expected, whereas only 11% of the KS1  (Carlisle) students did. 

Graph showing PGCE students' use of ICT during 
placement compared with expectation
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ICT Use by Subject 

The difficulties in asking subjective questions are highlighted by the following graph, which shows in which subjects 
ICT was used. Despite the perception of the Lancaster students that they had used ICT less than they expected, the 
graph points out that overall they had used it in more subjects than the Carlisle students had; although these students 
may have used ICT more extensively in the areas they covered. The main exception to this was ICT capability itself; 
though many students on both campuses appear to have been unable to fulfil the college directed tasks. 

Graph to show  PGCE students' use of ICT  by subject
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Constraints Experienced by Students 

In an attempt to analyse the reasons why use of ICT was limited the students were asked about the constraints that they 
experienced. They were given the opportunity to include other points if they wished. For this the two key stages were 
considered separately. 

Graph showing constraints experienced by Carlisle 
PGCE students
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Graph showing constraints experienced by 
Lancaster PGCE students.
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Lack of time was a major constraint for many students and this is not surprising; it is for many teachers and the 
pressures of this first placement will have added to the difficulty. It reflects well upon the teaching in college that few 
students felt that they lacked expertise and inspiration. Access to computers did cause problems, particularly for the 
Carlisle students. One possible reason for this is that clustering of computers may have been more prevalent in schools 
that had received their NGfL grants. A few students commented that they did not have access to the computer suite 
(particularly in KS1). Most students seemed happy with the support within school, which is encouraging. There was a 
strong perception that suitable software was not available, particularly at KS1.   

Software Used by Students 

The following graphs show the software that was actually used in school; it is quite surprising to see that Microsoft 
Word should have been so popular in KS2, although Textease was as commonly used as Word in KS1 (Carlisle), it 
would be interesting to know whether the use of Word was an active choice or a matter of convenience.  A variety of 
CD-ROMs, mentioned by name or unspecified was used, particularly for History. 

G raph show ing  Percentages o f Lancaster PG C E 
students using  nam ed  so ftw are
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Teaching Strategies used by Students  

A variety of strategies for delivering ICT were used from whole class teaching, to group work, “cascading”, using an 
adult helper or individual support. Some students reported using several of these approaches, something one might hope 
to see in a classroom where ICT was integrated across the whole curriculum.    
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Graph showing strategies for delivering ICT used by 
Lancaster PGCE students.

0
10
20
30
40
50
60
70

Whole
Class

Group Cascade Adult helper Other

Pe
rc

en
ta

ge
KS1
KS2

 
 

Graph showing strategies for delivering ICT used by Carlisle 
PGCE students.
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Internet Access 

An indication that the Cumbrian schools were further advanced in their NGfL funding was that the pupils of 75% of the 
Carlisle students in KS2 had access to the Internet, whereas the equivalent figure for Lancaster students was 42%. 
Where available, the facility was used, with 56% of Carlisle KS2 students and 38% of Lancaster KS2 students 
indicating that their pupils had accessed resources from the World Wide Web. Once again, this is an encouraging 
finding.   

Conclusion 

Perhaps though, the most positive finding of all is that, overall, 78% of all the PGCE students questioned felt that ICT 
enhanced the children’s learning. Many gave specific examples of the ways in which they had seen this happen during 
their placement. Despite any difficulties they had experienced and their disappointment in achieving less than they had 
hoped, there seemed to be a strong commitment to using ICT. This augurs well for the future as these new teachers 
begin their careers so enthusiastically. It is to be hoped that in 12 months time they will have been able to integrate ICT 
into their teaching, perhaps even to share some of their expertise with colleagues in exchange for all the support they 
will receive in every other aspect of teaching! 

The survey raises many questions, which, because of the informality with which it was designed, are not answered. No 
attempt was made to allow for the variation in provision between schools; which may well have affected the 
experiences of students on placement. Nor was there an attempt to quantify ICT usage in terms of numbers of lessons or 
hours access per pupil. It is hoped that these and other issues will be explored in a more rigorous way than this 
subjective preliminary survey permitted. This can only help to further the understanding of how best to develop the 
potential of ICT in education. 

I should like to express my gratitude to Ray Potter, Department of Education, Lancaster for all his advice, 
encouragement and support and to Mark Whitfield, Carlisle Leader Primary IT for his helpful comments. 
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Images of ICT in primary schools 
Gordon Guest, University of the West of England 

The images of ICT in primary schools I present 
are snapshots of the current state of computer 
development in primary schools. These snapshots 
are from a range of schools in the Southwest 
between Swindon and Exeter. What I see are 
teachers and young children coping extremely 
well with a wide variety of IT solutions. Given 
that IT is taking a back seat to numeracy hour and 
literacy hour these developments are all the more 
stimulating. 

In several small rural schools in Gloucestershire, 
Somerset and Devon I see Key stage 1 classes 
with the whole of KS1 in one class. The schools 
themselves are small with little spare space. 
Possibilities of a computer suite are not possible. 
So computers have to be in the classroom and 
used as an integral part of teaching. Some KS1 
classes have a mixture of machines new PC’s 
alongside older BBC or Acorn machines. 
Interestingly the young reception and Y1 children 
treat all the computers the same. The BBC has a 
wide range of practice and drill programs to 
support basic letter and number recognition, 
whilst the PC clearly has multimedia capability 
and a new generation of software. I am intrigued 
to see these very young children move from one 
machine to another with little concern.  

In these schools teaching flexibly comes from the 
smallness of the unit, the daily fact that there are 
several age groups in one class and that children 
remain with the same teacher for several years. 
The teachers depth of knowledge enables them to 
say use this program or that, can you do this. As 
the computers are always in the classroom 
children have constant and frequent access. In one 
small school the Y5 children showed me how they 
were using PowerPoint for project work. They 
had taken an application with which they were 
very familiar and were using it in a different and 
stimulating manner, one that I had not thought of. 
They were producing a multimedia presentation 
with flashing images increasing and decreasing in 
size linked with sound and brief text 
commentaries. 

This familiarity with both the systems and the 
software is clearly a strength enabling children to 
experiment with how they use an application or 
indeed when to use it. Using PowerPoint to 
produce the front cover complete with sound 

effects for a booklet of research on the Egyptians 
illustrated the creativity of children’s thinking. 

In other schools I see stand alone PC's appearing 
in the corner of the classroom. Some use the RM 
Window Box bundle of software others buy what 
they need. Again Children's capability when 
presented with good quality equipment can be 
surprising. In a reception class with two new PC's 
the children were tasked to learn to use the 
"Noddy" CD-ROM. The teacher was sceptical 
about their capability. The CD contains a little 
video sequence about "Noddy and the naughty 
hens". By the end of the term every reception 
child could open the CD place it in the drive load 
the CD and find the "Naughty Hens" sequence. 
The children became experts at using this as a 
strategy to avoid "real work"! 

Some of the larger primary schools I work with 
have adopted a computer suite approach. These 
suites tend to be networked with Internet access, 
but in some schools this is controlled by the 
manager. These computer suites allow whole 
class teaching and lots of children to gain hands 
on at any one time. The first impact these suites 
have is in motivation for the children, they look 
forward to their time to work on the computers. 
The large well thought out computer suites also 
carry hidden messages, “we are thinking about 
you as children and are providing quality 
resources for your use”. Watching whole classes 
of children working on the computers you see the 
focus the children have in either improving 
existing skills or learning new skills and software. 
Experienced children are able to support others, 
but above all the class teacher can focus on what 
they need to develop with the children. Is it 
learning the fundamentals of an art package or 
using specific tools within it? In one school in 
Weston the quality of the children's ICT work has 
improved dramatically since September. 

In some ways whole class ICT teaching is not 
whole class but a response to a series of 
individuals. Although the lessons begin with a 
clear focus children work at different rates and 
capabilities and the teacher is responding to these. 
What is remarkable is how adaptable the children 
and the teachers are in developing their own 
capability. The benefits of all the class doing ICT 
at once are evident when watching a lesson. The 
problem for many children is that the suite 
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becomes the only place where they can access 
computers and when they need to turn to a 
computer in the corner it is not there. However, in 
a large primary school with a range of 
organisational demands, computer suites are a 
cost effective and effective teaching strategy. 

A school in Swindon is aiming to do both. They 
have an extensive network suite, which is used for 
whole class teaching. There are some computers 
in the library to assist children with information 
searches and using the Internet. In some of the 
classes they also have some small cheap 
notebooks. These allow the children to word 
process and tabulate data, which can then be 
imported into the main system. This is a new 
venture for some staff and children and when the 

difficulties of file storage are resolved looks 
promising. Working directly into a computer on 
your table has many advantages for children. This 
will be an interesting development to monitor. 

These images of ICT will be familiar to many 
involved in primary education. They do not 
indicate a correct answer to enabling children to 
be ICT literate rather they illustrate a variety of 
strategies. Nor do these images assume that all 
schools are at the same stage of development. 
What works well in a small rural school may not 
work well in a large inner city urban primary 
school. Each responds in relation to their own 
needs. What is refreshing and exciting is to see 
how creative this response is both in school ICT 
strategies and children’s development.  

 

A Possible Classification of Learning Environments 
Neil Stanley, Liverpool John Moores University 

Context 

This would appear to be rather academic for the newsletter but is a set of ideas I wish to share with this community. 
These thoughts first crystallised around 15 years ago when I was delivering content for the RSA Teachers and Trainers 
awards and were useful in looking at how teachers might incorporate software into their teaching. At this time the 
literature was limited, but I've not seen these ideas in any form elsewhere. They were useful when first devised and I 
would appreciate feedback as to whether this classification might have a use now. 

The Classification 

It would appear that the learning environment created by teachers for their students might be classified into 4 
categories. 

 Tunnel 

Where the processes followed by the learner are constrained and 
essentially linear. Much computer based learning material will be in 
this format. 

Analogy: I arrive by train at a strange city and immediately join a 
walking tour of the major sights (as decided by the tour guide). 

 

 Opening Funnel 

Here an initial constrained linear activity is followed by a more open 
but structured processes. 

Analogy: I arrive at the station and follow the signposts to the tourist 
information centre where I pick up a map. I then use the map to find 
things of interest I noticed on the way to the information centre. 

 

 Closing Funnel 

After an initial free exploratory activity the learning environment 
focuses in on a particular process that is more constrained. 

Analogy: There being no signposts to the tourist information centre I 
wander in hope until I discover it. I then pick up a map with a 
suggested walking tour and follow it. 
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 Pond 

No tight parameters are set for the learning and the student can choose 
their own route through the material - a form of exploratory learning 
often undertaken when meeting a new software package. 

Analogy: I arrive at the station and wander at random, sometimes 
following others who seem to know where they are going, or down 
routes that look familiar for some reason. 

The two funnel categories might be considered to be combinations of Pond and Tunnel. 

Discussion 

When introducing a new computer system to a group of students the tutor may expect the learners to follow a particular 
defined sequence with little or no variation. Similarly progress through an integrated learning system may offer little or 
no learner choice. (Tunnel). 

In comparison, when teaching LOGO the teacher may introduce a limited set of instructions and allow the users to 'play' 
with these before requesting that a specified set of tasks be undertaken (Closing Funnel). As an alternative a fixed 
exercise might be used to introduce control (say, a traffic light sequence) after which the students are allowed to set and 
solve their own problems (Opening Funnel). 

Finally, when all else fails use the handbook - the learner investigates the tool or package without forced structure - this 
is the way many of us will learn how to use a new item of software (Pond). 

At this point I am not going to consider the values, strengths and weaknesses of each of these or how they might map 
onto learner preferences.  

Again feedback is welcomed to n.r.Stanley@livjm.ac.uk. 

Confusing Reality in the Information Age 
Malcolm Plant, Nottingham Trent University 

My concern in this article is that teachers should be mindful that the seductive images of the world broadcast by modern 
technology could make students become hard pressed to differentiate the real from the simulations of reality.  I refer to 
problems of computer use in environmental education but the substance of my argument has relevance for users of the 
new technologies in other curriculum areas.  I conclude, not with a harsh censure of computers in education, but with a 
plea that computer-aided learning should be used cautiously if students are to avoid transforming the real into a realm of 
hyper-reality with consequences that cannot be good for improving social and ecological systems. 

Technology has a knack of so arranging the world that we need not experience it. (Max Frisch) 

Introduction 

The range of data-based information accessible to anyone with a personal computer and a modem is immense and 
includes, for example, data on the Earth’s resources and climate supplied by Earth-orbiting satellites, CD-interactive 
systems, decision-making games, and the Internet which comprises a complex global network of computers accessed by 
multifarious individuals, institutions and user groups.  However, several writers (e.g. Bowers, 1993; Luke, 1986; 
Dreyfus & Dreyfus, 1986; Roszak, 1986; Webster, 1995) have commented that the use of computer-based and other 
electronic-based tools of the Information Age reinforce our separation from reality by representing the human view of 
the world as essentially an instrumental connection.  For example, electronic data gathering analysed by computer is said 
to confirm that global warming is happening but there is little consensus among scientists about whether global climate 
changes confirm the predictions.  Notwithstanding, some teachers persist in promoting activities that assume global 
warming is ‘real’ and involve their students in decision-making concerning its effects.  Baudrillard (1983a) called this 
“substituting of signs of the real for the real itself”, i.e. ‘simulacra’ which have no referent or ground in any ‘reality’ 
except their own.  The distinctions between object and representation, thing and idea are no longer valid.  This is the 
realm of the ‘hyperreal’.  

Computation 

Any teacher who sanctions students’ use of computer-based learning about social issues or to use commercial software 
packages should understand what is at issue here.   

First, If students are being asked to ‘critically engage with’, ‘challenge political and social structures’, ‘adopt an 
interdisciplinary approach’, ‘appreciate cultural contexts’,  ‘explore cultural and gender interpretations’, their education 
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needs to reinforce a recognition that they are members of a larger social group, indeed of a biotic community.  
Instruction or, at best, decision-making based on data presented on the screen cannot meet these criteria since it is based 
on the myth of the autonomous person who only needs objective information to be rational.  As Bowers (1993: 78) 
argues,  

A strong case can be made that most of our knowledge is tacit in nature, learned as analogs [sic] that serve 
as templates for future experiences, encoded in a metaphorical language that provides a shared schema for 
thinking, and representing a collective interpretation framed by the epic narratives that constitute the basis 
of the culture’s episteme. 

Second, it is unlikely that the educational use of computers can help students relate effectively to cultural dimensions of 
their world since the people who write the software are often embedded in the Cartesian/liberal mindset that many 
believe helped to create a form of technological empowerment contributing to the destruction of life on Earth.  
Consequently, the deeper levels of culture that need to be heeded in addressing real world issues are hidden by the use of 
simulation models and data representations that characterise typical software.  

Third, proponents of the use of computers for understanding and solving the ecological crisis put their faith in the 
computer imitating or improving on the information processing power of the human mind in order to help them gain 
insight into real world problems.  This impression that computers can offer an ‘artificial intelligence’ is largely based on 
the assumption that the human mind is essentially a living, logical data processing machine which can be imitated by the 
speedier logic capabilities of the computer.  Dreyfus and Dreyfus (1986: 204) comment: 

...if thinking is reckoning, then it is reasonable to expect, as futurists have been telling us for years, the 
computer as logic machine is the next stage of evolution, which will some day not only excel us but 
replace us. That is an appalling vision of the future. 

Yet all of us, teachers, students, parents find computers seductive.  The speed of their data processing power and 
decision-making, the allure of their graphics, the instant access to people and databases, and their apparent ability to 
illuminate a human problem, including the environmental crisis, are furnished as evidence that technology has the 
answers to global problems and will lead us to a better future.  This intoxication with the communications potential of 
computer power, what Baudrillard (1983b) called “the ecstasy of communication”, rather than helping us understand 
how we might solve our social and ecological problems, is cutting us off from our intuitive capacities to reciprocate 
directly with the world around us such as the consequences of an unremitting exploitation of the natural world in the 
interests of progress. 

Fourth, when students use computers or, for that matter, any other technological means of modelling ostensibly to help 
them understand and make decisions about real life issues, they are not being implicated first hand with these issues.  In 
fact, the tendency to undertake a resolution of social and environmental issues by representing reality through, 
essentially, visual images may side-track students from engaging with the issues ‘on the ground’ requiring human 
interaction, cultural and ecological sensitivity, a capacity to use all our senses, and a feel for time and place.  Images 
portrayed electronically, e.g. via the monitor or TV screen, mislead the viewer into thinking that an ‘issue’ is best 
represented by its ‘appearance’ whereas there are a plurality of ways of understanding the human-non-human 
relationship.   

For example, a 30 minute compression of images of animal life in a wildlife reserve can lull the viewer into thinking that 
nature is flourishing whereas the reserve may be under severe ecological stress and contain far less wildlife than the 
shortened sequence of images has suggested. So it may come about that the visitor to this wildlife reserve encounters 
less wildlife than expected  - and, in disappointment, buys the reserve’s video as a visual record of the visit that ‘might 
have been’!  My concern, then, is that teachers should be wary of the seductive images of the world disseminated by 
modern technology since, if students become hard pressed to differentiate the real from the simulations of reality, they 
are in the realm of false representation, of ‘hyperreality’ or ‘mediascapes’ (Dreyfus and Dreyfus, 1986).  Furthermore, 
Luke (1991) sees the electronic media as undermining traditional notions of causality, perspective and reasoning which 
efface the differences between cause and effect, ends and means, subject and object, active and passive.  And Baudrillard 
(1983b) highlights the risks of using computer-based representations to remove reality from a cultural context: 

When the real is no longer what it used to be, nostalgia assumes its full meaning. There is a 
proliferation of myths of origin and signs of reality; of second-truth, objectivity and authenticity. 

Summary 

The technical ‘correction’ of embodied selves, of places, spaces, time and nature (Payne, 1999) are ontological shifts in 
our ways of being in the world brought about by the use of new technologies.  They are powerful agencies in re-ordering 
human modes of engagement with the real world since they can transform time, reduce/expand place and space such that 
they mediate our conception of what is authentic and what is the ‘naturalness’ of human experience.  That is, if we 
continue to assume that modernisation of education is merely a matter of equipment and technique, we risk neglecting 
the formulation of an educational rationale that responds to the needs of different individuals and communities whose 
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‘being in the world’ is crucially dependent on differentiating the ‘real’ from the ‘hyperreal’.  Meanings found through 
direct experience of the world are what Bachelard (1983) called for when he said that children’s education should 
develop a ‘material’ imagination one that entails “images that stem directly from matter.  The eye assigns them names, 
but only the hand truly knows them”. 

However, my concern about the use of computers in education is not to deny their use unconditionally.  The tools of the 
Information Age are perhaps the most powerful and flexible artificial instruments of communication that have been 
created but we should not confuse the supposed dangers of using such instruments with the real danger of the 
technological mentality that persists in using technology to ‘authorise’ the re-construction of the world.  When used 
judiciously as part of gaining knowledge and understanding about such pressing concerns as socio-environmental issues, 
computers have their place.  For example, given that pollution is at large on the planet and much of it, e.g. radioactivity, 
is undetectable to our senses, computer-based systems can detect, analyse and communicate the dangers widely.  Thus, 
it’s not, as some back-to-nature romantics declare, that all computers should be eliminated but how to make the best of 
them while fully understanding their limitations in elucidating the how and why humanity is failing to find lasting 
solutions to its social, political and environmental problems. 
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ICT/IT/Computing as a subject  
(or maybe it isn’t one subject, or maybe it’s several!) 
Steve Kennewell, University of Swansea 

Towards the end of May, Avril posted on the ITTE list some suggestions concerning how to discuss issues concerning 
preparation of specialist IT teachers with TTA. I was trying to concentrate on other things and so quietly lurked during 
the flurry of conversation which developed.  I’ve now had chance to reflect and contemplate a more substantial 
response, and I want to start with Chris Cloke’s questions.  Briefly, they were: 

1. Do schools actually want teachers trained as IT specialists at secondary level?  Primary level? 
2. What is the difference, if any, between IT and Computing? 
3. What exactly is the content of IT subject knowledge? 
4. What constitutes good practice in IT teaching? 

They were very good questions, but the responses, although also excellent, focused on the more familiar territory of 
whether we see ICT as a tool for learning or something to be learned about. Clearly there is much to be said about the 
problems inherent in making this distinction, but I’d like to assume for now that ICT is both of these things, and that 
they can be considered separately, so that we can get back to the original issues concerning teaching about ICT. 

For the first question, there is a fundamental difference between in the nature of specialism between primary and 
secondary phases, reflecting the usual role of a primary subject co-ordinator in supporting rather than replacing the 
class teacher when the class are working on the subject concerned, and the usual role of secondary specialist subject 
teacher in directly teaching the subject to a range of classes.  I don’t know of any research on primary schools’ 
strategies and priorities for recruiting or appointing ICT subject co-ordinators.  Our research in Wales* into developing 
ICT capability indicates that the ICT subject co-ordinator is usually responsible for the management of ICT resources as 
well, and it is the latter role which is considered paramount by Heads and by other teachers.  In fact, Heads often do not 
distinguish the roles clearly at all.  As for secondary schools, my feeling from running an IT PGCE course is that the 
demand for IT specialists, particularly for A-level teaching, in increasing; though I do not have any figures. 

For the second question, it's useful to distinguish IT/Computing as a subject of study and research, from ICT capability 
as a core (or key) skill, just as we distinguish mathematics from numeracy and English from literacy.  They are closely 
inter-related, but as Dave Longman pointed out on the list: 

… there is something about some software, about IT, that transcends the particular uses which are 
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made of it in just the same way that there is something about mathematics that is more than the uses 
made of it. 

I don't propose to compare the content of the two fields here.  I think the distinction between them concerns the type of 
knowledge involved, and the ways in which it is appropriate to teach the different types of knowledge.  A subject needs 
curriculum time allocated specifically for teacher-learner interactions designed to bring about conceptual learning.  A 
core skill should be taught in a permeated fashion, provided that: 

• teachers are able to consciously shift their focus between subject objectives and core skill objectives during 
their teaching; 

• continuity and progression for learners can be maintained, both vertically from year-to-year and school-to-
school, and horizontally across the curriculum. 

Martin Owen points out on the list that the NC for ICT characterises the nature of information tools as: 
-  communication, effectiveness in communication and choice of and combination of media 
- the process and value of modelling and simulation 
- understanding the limits and possibilities of ITC in the world 
- selecting appropriate strategies for solving problems 

… and that these things should be taught in an explicit way.  Indeed, he suggests that actually teaching the NC would be 
a good start! 

The NC for IT (or ICT) does not draw the distinction between subject and core skill, however, which leaves us with a 
question concerning at what stage of schooling is it appropriate to introduce IT as a subject of study? Nursery, KS1, 
KS2, KS3, KS4 or even post-16 could all be justifiable answers. The NC gives schools a lot of scope for variation, yet 
they often find at inspection time that they have got it 'wrong'!  The expectation currently seems to be that the subject 
approach will be introduced earlier and earlier in the pursuit of some notional ‘standards’.  I think this is suggested 
mainly because the core skill approach is very difficult to implement, and not because OFSTED/ESTYN actually 
believe that young children should be studying specialist disciplines.  The core skill approach is difficult for two main 
reasons.  First, the shift-of-focus reason.  Secondary teachers are unused to the shifts of focus required for key skills 
teaching in their subject, and primary teachers have too many different things to shift focus between!  Second, the 
teacher knowledge reason.  The scaffolding in core skills development actually needs a deep knowledge of the skills 
concerned and how they develop. 

The ICT in Subject Teaching specifications of 4/98 and NOF appear to address the development of ICT capability 
across the curriculum, but I think more research is needed to gain understanding of the issues before we can be 
successful with further training initiatives. There is scope for ITTE to pursue a research agenda in this field, and the 
‘ICT and Knowledge’ group have already started to consider the third of Chris’s questions.  The fourth question has 
often been raised, too, but has not yet been explored in a systematic way.  There is a desperate need to carry out some 
formal investigation into the practice of teaching IT as a subject and the effectiveness of different approaches in relation 
to context.  Perhaps ITTE could initiate discussions with relevant bodies, including other subject associations, as to how 
this might be pursued. 

I started with some questions posed by Chris Cloke, and I shall end with a different version of the questions.  These are 
my suggestions for how the research issues should be considered from a perspective which integrates our knowledge of 
teacher education: 

1. What is the nature and content of knowledge about ICT which is appropriate for the core curriculum, taking 
into account the needs perceived by teachers, parents, employers and other groups outside education? 

2. What should be included in future UK national curricula, taking into account what is included at each phase of 
schooling at present in different school systems internationally? 

3. How should the subject be taught in schools so as best to achieve the aims identified, taking into account the 
increasing opportunities for informal learning? 

4. How might schools develop toward these goals for improving the teaching and learning of ICT, taking into 
account where they are now? 

And then, of course, we can ask how pupils’ ICT capability influences their learning of other subjects through the use 
of ICT! 

* Reports of our research can be found in the following: 
Kennewell, S., Parkinson, J., Tanner, H. & Smith, H. (2000) Whole school approaches to developing IT capability 
Cardiff: ACCAC (Acrobat version downloadable from http://www.accac.org.uk/publications/publications.html) 
Kennewell, S., Parkinson, J., Tanner, H. & Smith, H. (2000) Whole school approaches to developing IT capability: 
Executive summary Cardiff: ACCAC  
Kennewell, S., Parkinson, J., Tanner, H. (in press – due early October 2000) Developing the ICT capable school 
London: Routledge/Falmer 
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Thinking Space: An ICT Professional Development Programmes for the 
agents of change. 
Christina Preston, MirandaNet and London Institute of Education 

The Department for Education and Employment see the National Grid for Learning as a catalyst for the 
transformation of the teaching profession. (DfEE2000) One problem they must address is the group of 
teachers who are the change agents and the mentors of colleagues. 

MirandaNet is an international organisation for educators interested in the impact of ICT. Many of the 
Fellows are Agents of Change and Mentors. They come from school senior management teams and teacher 
educator roles as well as the ICT advisory and inspectorate community represented by NAACE. They are the 
key to encouraging more classroom teachers to experiment with ICT to raise standards. 

These educators who are already expert and enthusiastic in the use of electronic networks in staff rooms and 
classrooms, are not provided for in ICT NOF training. NoF funding at £400 a head makes short term training 
inevitable. In addition it is only for classroom teachers and mainly for the unconfident. Nor will the didactic 
TTA syllabus for teachers help them to take ownership. Each paragraph begins forbiddingly, Teacher must 
be taught...(TTA 1998) 

At a recent workshop they agreed that no longer is teaching merely the authoritarian transmission of 
knowledge. Their own teaching and learning on-line through MirandaNet involves refining traditional 
classroom roles as well as identifying new professional skills. The new teacher’s role was described as 
instructor, content-provider, learning manager, facilitator, cheer-leader, moderator, creator, inventor, learner, 
researcher, entertainment officer, verifier and validator. 

John Cuthell of Boston Spa School saw himself as a lion-tamer, pretending control in classrooms in the face 
of unpredictable computers. He had had to come to terms with constantly asking pupils for assistance with 
the 'lions'. John Meadows, a teacher educator at South Bank University, reported that MirandaNet Fellows 
wanted their own computers on line for use from home so that they could teach themselves the skills. They 
wanted guidance in a pedagogical overview of how ICT should change their role. They valued on-line peer 
tutoring, advice on classroom management and information on what outcomes are required. Significantly, 
they wanted to read about other teachers' experiences and debate strategies. These observations indicate the 
scale of change for the traditional teacher. 

In his study of projects to promote educational changes in America, Canada and the UK, Michael Fullan one 
of the best known writers on change management, suggests teachers are not rejecting change when they 
show hesitation in taking up ICT. Their uncertainty is often because they are expected to lead national 
developments, when they lack the necessary education in the management of change and are given 
insufficient long-term opportunities to make sense of the new technologies for themselves. 

Where do these educators turn for their professional development? ITTE is one very helpful route for 
absorbing the complexity of the issues and the exponential speed of technology change. A more formal route 
is Thinking Space, a new programme being developed by MirandaNet Fellows and funded by Oracle and 
Compaq. 

At the centre is Think, the Oracle web based learning environment, the crucible for research and 
development activities. Think is free to all schools and teachers although they must sign an agreement to 
register verified users. This software is being developed by a US Oracle team with design support from 
Professor Stephen Heppell at Ultralab. There are now 10,000 school users who are feeding into the 
development process. Amongst the users are Talking Heads, a web base for head teachers with laptops, 
funded by the DfEE, and the MirandaNet Fellowship who are also working on formative evaluation, 
curriculum booklets for teachers, a book on building communities online. Oracle have invested $10 million 
in the initial development and £1.6 million so far in the Early Adopters, Users and formative evaluation 
programmes. Action research projects in schools will form the basis of the professional development 
strategies and provide inspirational case studies on-line. Funding from Oracle has already resulted in studies 
into pupil¹s learning progress and techniques for building on-line learning communities. Compaq are also 
supporting the partnership in developing peer mentoring opportunities in Think. The Institute of Education, 
London University will join the partnership in order to concentrate on the agent of change issues and to 
support the assessment and accreditation requirements. 
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ITTE members who would like to know more about the Thinking Space programme or about piloting Think 
with teachers or student teachers will find details on the MirandaNet site : www.mirandanet.ac.uk, email: 
c.preston@ioe.ac.uk or enquiries@mirandanet.ac.uk 
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Correction 

There is also a correction to the title of the report. quoted in ITTE Newsletter 34: the last author had been omitted. It 
should have read: 

Teachers as Innovators: an evaluation of teachers' motivation in the use of ICT 
C. Preston, M. Cox and .K. Cox. 
A report funded by the Teacher Training Agency, Oracle and Compaq. 
Published MirandaNet, Institute of Education, University of London. £15

But ‘tis e-NOF, ‘twill serve! 
(Romeo and Juliet – well almost)  

Malcolm Hughes, Editor and Project Manager, ICT Learning Path, University of the West of England 

Our play begins at the Italian barbers on Whiteladies Road, where an exhausted and haunted-looking project 
manager is drooped in the chair. Carlo pauses from using the number 4 clippers (back and sides, scissored - 
top with final buff) and fixes his victim in the mirror with a sardonic leer… 
Carlo: … so what is keeping you so busy at the moment? 
PM: Oh I’m managing the NOF project up at the University. 
Carlo: What’s a NOF project? 
PM: It’s a national initiative using money from the New Opportunity Fund, to train all teachers about 

using computers in the classroom. 
Carlo: (with an ‘almost impressed’ shrug)  

You are training all the teachers? 
PM: No, just some of them. There’s lots of companies, organisations and teacher trainers like us who 

can provide the ICT training to a school or an individual teacher. 
Carlo: ICT? 
PM: Using computers. 
Carlo: Who decides which trainer to use? 
PM: (With a new spark of interest in the conversation)  

Good question Carlo! Really it’s down to the school and perhaps even the individual teacher. 
I’ve been told that some schools have had the wool pulled well over their eyes.  They think they 
can only choose from training providers the local authorities approve. Sometimes the local 
authority itself is a provider. I’ve been told that one authority made it clear to their advisory 
teachers that their own jobs depended on getting all the LEA schools to sign up with them. 
Might be true but I don’t believe it. 

Carlo: (losing interest) 
So anybody can be a provider? 

PM: More or less, yes! There’s lots of us out there, about 50 providers I think. 
Carlo: Why so many? 
PM: Well, Ouch! … careful what you are doing with that razor! Where was I … erm … razor – yes 

that’s right, it’s pretty cut throat out there. There’s lots of money sloshing about in the system. 
OK let’s say you become the trainer to a large secondary school. That could be twenty-five 
thousand quid or more! 

Carlo: So how much of this is profit? 
PM: Good question Carlo (he admires his new haircut in the reflection of the mirror Carlo is 
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holding)  
Very nice, that’s great. Is it still just a fiver for the trim? 

Carlo: (clearly deep in thought as he removes cloths from around the Project Manager and brushes the 
back of his neck, then stops)  
This NOF sounds to me like a licence to print money! 

PM: Not quite that simple Carlo, you’ve got to invest a hell of a lot of time and money and then you 
get the TTA breathing down your neck, checking up on you. 

Carlo: The TTA? 
PM: Never mind about them Carlo, I don’t think you’d believe it anyway. 
 ... to be continued 

The Imfundo Project 
Michelle Selinger, University of Warwick / Cisco Systems 

Currently there are 130 million children  across the world without access to any schooling and two thirds of these are 
girls.  The Imfundo Project is the Prime Minister's initiative to use information and communication technology to 
improve the quality of and widen access to education in developing countries, particularly Africa.  The initial project 
will last for six months, until the end of October, with the aim of reporting to the Commonwealth Education Ministers 
group in Halifax.  The project team of seven is based at the Department for International Development in London (a 
stone's throw from the TTA!) and is led by Owen Barder who was Tony Blair's private secretary for economic affairs.  I 
have been seconded from Warwick by Cisco to work on the team, together with a communication specialist seconded 
from Marconi.  A third industry secondee is about to be appointed.  The rest of the team is made up of DFID employees 

Objectives 
The objectives of the project are to co-ordinate the efforts of business, governments and NGOs, in donor and recipient 
countries; to learn from best practice and experience; to focus on initiatives that meet the education and development 
needs of the developing country; and to help business to translate its commitment into effective, sustainable and 
relevant contributions. 

To this end, the project will 
• work with developing countries and NGOs on the challenges for education and the opportunities provided by ICT; 

draw out and test against experience the ideas of the private sector, Governments and NGOs; and identify the most 
effective and sustainable approaches 

• make recommendations for how these approaches might be implemented in partnership with developing country 
governments and communities 

• identify champions in developing countries, and design pilot projects which can be implemented to demonstrate the 
power of ICT in education, and test the emerging conclusions 

• lay the foundations for a continuing, broad-based partnership between the Governments, business and NGOs in 
developing and industrialised countries which can work with developing countries to implement initiatives and to 
spread best practice. 

The project will produce three outputs: 
1. the Imfundo KnowledgeBank: this will be an accessible, wide-ranging analysis of the opportunities for the use of 

ICT in education in developing countries, to be drawn on by anyone involved in this work; this analysis will be 
published on the Imfundo Project web site, continuously improved and updated in the light of experience and 
comments, and summarised in a report to Ministers; 

2. a recommendation for the role, structure and resources of a successor body to take forward the work of the Imfundo 
Project 

3. pilot projects underway in 3-4 countries. 

We are currently looking at pilot projects in both Rwanda and the Gambia focused on teacher training, access to 
technology and provision of ICT facilities to marginalised urban communities as well as in rural areas.  I have just 
returned from the Gambia where we had a string of meetings with teacher training institutions, teachers, officials from 
the Department of State for Education, Internet service providers, the telecommunications company and a whole host of 
infrastructure officials.  We will return shortly to set up a strategic plan with all the key stakeholders that will help 
smooth the path the country is already taking.  Currently our plans including the potential to help with infrastructure, 
teacher training, informal learning centres (only 16% of children go to secondary school), and extending plans for 
computers in secondary schools with a primary cluster group project.  The development of public private partnerships 
with local as well as multinational companies will be vital for the sustainability of these projects.  The enthusiasm and 
excitement about the potential of ICT for increasing prospects of children was overwhelming and tangible.  

Please have a look at the web site http://www.imfundo.org and join the discussion group. 
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BECTa News 
Stephanie Harris 

ICT in Practice Awards 

BECTa would welcome nominations from ITTE 
members for the ICT in Practice Awards before the 
closing date of Friday 28th July.  The Awards are 
designed to promote and reward exemplary ICT 
practice amongst teachers, lecturers, trainers and 
advisers, and to discover practice that can be widely 
emulated. Each award winner will receive £2500 with 
an additional £2500 going to the school or 
organisation. The 5 categories are: 

- School Management (Primary and Secondary) 
- Special Educational Needs (Primary and Secondary) 
- Subject Teaching (Primary and Secondary) 
- Advice and Support 
- Widening Participation in Further Education 

Nomination Process 

From May 2000, only one nominator is now required 
for all 5 categories.   
• For the School Management Award, the nominator 

can be either 1) an external professional such as an 
LEA adviser or representative of professional 
association, or 2) a chair of governors. 

• For the Special Educational Needs and Subject 
Teaching Awards, the nominator can be either 1) 
the headteacher/representative of a governing body 
or 2) an external professional such as an LEA 
adviser or a representative of professional 
association. 

• For the Advice and Support Award, the nominator 
can be either 1) a headteacher or 2) an ICT co-
ordinators. - they should have received training or 
support from the nominee. 

• For the Widening Participation in Further 
Education Award, the nominator can be 1) a 
member of the governing body or 2) an 
appropriate member of the senior management 
team.  

To nominate and to find full details of the ICT in 
Practice Awards, please go the BECTa website at: 
http://www.becta.org.uk/practiceawards/  (there’s a 
direct link to this from the BECTa home page, and will 
be until the closing date).  All nominations need to be 
made via the Web site only.  Thanks for your support 
of the ICT in Practice Awards.  

ICT at Key Stage 3: a pilot strategy aimed at 
raising standards in ICT 
Most readers of this newsletter will be aware that the 
Secretary of State has identified concerns over pupils’ 
progress during. Key Stage 3.  In ICT there are 
particular issues: 
• In only one-third… of schools at key stage 3… do 

pupils make good progress in information 
technology. (HMCI) 

• Teacher assessment results in information 
technology were full level below other subjects. 
(QCA)The consequences of this poor performance 
go beyond the immediate. 

• Teachers are prevented from using ICT to teach 
the higher order thinking skills associated with the 
upper levels of attainment in other subjects (e.g. 
using ICT to support modelling and hypothesis 
testing in science); 

• Few pupils take qualifications in ICT at key stage 
4. This puts Government’s target that ‘by 2002 
most school leavers should have a good 
understanding of ICT, and there should be 
measures in place for assessing the level of school 
leavers’ competence in ICT’ at risk; 

• Those developing means of assessing ICT face 
issues of reliability, validity and standardisation 
which can only be addressed if assessment items 
are trialled against a background of consistent 
teaching; 

• ITT providers find it difficult to place ICT trainees 
in secondary schools with appropriate pedagogy 
and assessment practices. 

Over the past few months BECTa has been working 
with QCA and DfEE to develop a strategy for key 
stage 3 which is integrated with the DfEE’s wider 
strategy for literacy, numeracy and science being 
piloted in 17 LEAs.  The aim is to develop and trial a 
pedagogy for teaching ICT in 5 of those LEAs which 
will 
• Enable pupils to achieve increasingly higher levels 

of ICT capability; 
• Encourage pupils to continue into ICT courses 

leading to accreditation during key stage 4; 
• Raise standards through the application of ICT 

capability in all national curriculum subjects. 

The model being developed includes: 
• A curriculum dimension, aimed at developing an 

exemplar framework for teaching ICT, linked to 
its use to support teaching and learning in other 
subjects. The framework will build upon the 
recently-published schemes of work; 

• A support dimension, aimed at developing models 
of locally-provided school-based support; 

• An assessment dimension aimed at developing 
teachers’ formative assessment and providing a 
test-bed for key stage 3 assessment materials in 
ICT. 
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The project is a joint one between DfEE, QCA and 
BECTa, with BECTa providing the day-to-day 
management.   

Delivery of KS3 Courses through ICT 
(Japanese, Latin and Mathematics) 

The DfEE is in the process of selecting companies to 
produce material forming a year-long course suitable 
for students at KS3 in the subjects of mathematics, 
Japanese and Latin using information and 
communications technology (ICT).  

The courses are being developed against a background 
of: 
• The absence of suitable, high quality material, 

deliverable using ICT for Latin and Japanese, and 
whole courses with specific links to the new 
National Numeracy Strategy Framework; 

• teacher shortages in the subject areas; 
• a drive to attain higher educational standards; and 
• a limited choice of subjects that schools can offer 

their students. 

The DfEE is keen to stimulate the further development 
of innovative educational content using the full range 
of available technologies to support the raising of 
standards and extension of access to opportunities 
offered by information and communications 
technologies (ICT).  

The aim of this pilot is to trial innovative whole-course 
materials (with relevant support materials and services) 
in: - 
• maths at year 7; 
• Latin and Japanese at any one of years 7-9. 

The trials are to take place in schools, teacher-
mediated, and with individual learners, some of whom 
may be using the materials wholly unmediated. The 
projects will run for one school year from September 
2000. The materials are intended to be primarily 
delivered via the Internet, although some material may 
also be broadcast, and access technologies may not be 
solely limited to the PC. 

The subjects were chosen because: 
• all three are areas of teacher shortage; 
• maths forms part of the Government’s Standards 

agenda; 
• Latin and Japanese are specialist subjects. 

The project is designed to extend opportunities for 
learning, in particular testing whether such pilots can 
encourage take-up of learning by those who would 
otherwise not be involved. 

The Inclusion Site 

The Inclusion site on the National Grid for Learning is 
an exciting and innovative new web site providing a 
catalogue of on-line resources to support individual 
learning needs. The web site has been developed by the 
DfEE and BECTa to provide rapid, targeted access to a 

wide range of educational resources and materials. 

Visit the site on http://inclusion.ngfl.gov.uk/ 

Science on-line – BECTa publication 

The World Wide Web is not only the biggest library in 
the world, it's an interactive resource. There are a 
growing number of high-quality Web sites to support 
pupils' learning in science, but finding them takes time.   
Teachers’ time is extremely valuable and Science On-
line is designed to save this by providing “off the 
shelf” lessons. 

Science On-line is something that every science 
department should have.  There are 12 activities for 
pupils and 7 activities for teachers.  The pupil 
worksheets are photocopiable and the teacher activities 
provide technical guidance and advice 

Science On-line has not only found some of the best 
sites, it has built worthwhile science activities around 
them.   The activities for pupils at Key Stages 3 and 4 
cover biology, chemistry and physics. Starting with a 
purposeful scientific enquiry, pupils are directed to 
Web sites packed with information, articles and 
quizzes, in words and pictures, sound and even video - 
all designed to capture their imagination and bring 
science to life. The multimedia approach of the Web, 
helps them to grasp difficult concepts and extend their 
learning it is also a great motivator for pupils.  

Each activity is mapped against the new science 
curriculum and the schemes of work for Key Stage 3 
and is accompanied by teachers' notes describing how 
the Web can be used in lessons.  

Examples of the type of activities found in Science On-
line can be found on the NGfL Virtual Teachers Centre 
at 
http://vtc.ngfl.gov.uk/resource/cits/science/links/linkint
ro.html  

Science On-line can be ordered on line at  
http://www.becta.org.uk/books/secondary_frame.htm 
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Your Committee 
The committee meeting on 5th May was the first we could recall that had a complete attendance of members including 
the 'Celtic Fringe'. You are reminded that several places are up for re-election this summer at the AGM and a 
nomination form is enclosed with this newsletter. 

 

 
above: The Celtic Fringe 

left: the complete ITTE Committee  
Standing Colette, Peter, Steve, Mary, Neil, Avril, Sue,  
Helen (BECTa), Mike, Moira and Malcolm  
Seated Libby, Chris, Michelle and Tim. 

 

Sue Brindley 1997 - 2000* University of Cambridge 
Tim Denning  1998 - 2001 Vice Chair Keele University 
Mary Hayes 1997 - 2000* Web Site Nottingham Trent University 
Chris Higgins 1997 - 2000* Treasurer Westminster Institute of Education 
Malcolm Hughes 1998 – 2001 University of  the West of England 
Libby Jared  1999 - 2002 Newsletter/ Membership Homerton College 
Steve Kennewell Co-opted Conference 2001 University of Wales: Swansea, 
Avril Loveless 1995 on  Chair University of Brighton 
Moira Monteith Co-opted Secretary Sheffield Hallam University,  
Colette Murphy 1998 – 2001 Queen’s University Belfast 
Mike Quickfall Co-opted Scotland University of Edinburgh 
Michelle Selinger Co-opted retiring Chair University of Warwick 
Neil Stanley  1999 - 2002 Newsletter Liverpool John Moores University   
Peter Twining 1999 – 2002 The Open University 
Helen Walker Observer BECTa 

This is very much a working committee and the roles indicated above are so you can see how some of the higher profile 
roles are distributed. Those indicated * are at the end of their current term of office. 

Reports of Regional Groups 
SWITTE 
Malcolm Hughes, University of the West of England 

As I remember, evaluations of LEA in-service courses 
usually began by asserting the most useful aspects of 
the day had been to meet with colleagues from other 
schools, to compare experiences and celebrate having 
made it through another year as Head of Department, 
Deputy Head or whatever.  It felt good to talk to others 
facing similar problems, perhaps if a little isolated 
within our own schools (particularly, I recall as the 
only music teacher in a small secondary school).  The 
agenda of the day and the carefully (or not) 
presentations and materials seemed less important than 

the chance to get together, spark ideas and share 
concerns. 

The purpose and practice of the regional groups of 
ITTE appear to be much along the same lines.  Many 
conference reports in recent years have commented on 
the opportunity for ‘networking’ and feeling part of a 
large and influential professional community of people 
with much in common.  The regional groups appear to 
satisfy the need for members of the ICT in education 
community to meet more regularly than national events 
allow and to explore local issues in some depth. 
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With these possibilities in mind the south-west regional 
group met on the 2nd of May at Bath Spa University.  
On the agenda were items such as the NOF ICT 
training for teachers initiative, meeting the standards of 
Circular 4/98, preparing for inspections, and common 
research and publication interests.  In the event, we 
didn’t get round to the last item due to some lively and 
valuable discussion about regional centres for 
computer mediated assessment of our ITT students.  
An open agenda allows for important ‘late-comers’ 
such as the latter item. 

The next meeting is at the Education Faculty of the 
University of the West of England in Redland, Bristol 
on Thursday the 7th of September.  The meeting will be 
called to order (!) at 2.00 p.m. and light refreshments 
will be available from 1.30.  Two agenda items already 
suggested are the notion of what constitutes evidence 
of competence and knowledge at entry and exit 
including the opportunity to review the on-line audits 
used at UWE, and to explore some of the possibilities 
for common research and publication.  We would 
welcome all colleagues to this, the second meeting of 
SWITTE. 

 

Web Wanderings 
Neil Stanley 

If you are following the MP3 debate you may wish to 
demonstrate the ease at which these files can be located 
- try www.newmp3.com. 

Raging Search is Alta-Vista's response to Google 
(www.ragingsearch.com).  

For technical advice try www.techadvice.com. 

www.chalkface.com has some useful generic help 
sheets for Windows. 

Those of you who don't subscribe to Which! may not 
know about the reports and useful links at 
www.which.net/which.  

 

JITTE News 
Special issue for Volume 9 

JITTE is published three times a year, two editions are made up of papers from a wide range of sources on 
varying but relevant topics.  However the third edition has a particular theme and a guest editor usually 
commissions papers.  The theme for volume 9 will be ICT and pedagogy and is based on an ESRC seminar 
series led by Michelle Selinger, Chris Cloke and Tim Denning that is nearing completion.  A conference will 
be held in 2001 to disseminate and take forward some of the issues and themes that have emerged.   This 
special issue of JITTE will include some key papers from the series.  Three papers were commissioned prior 
to each of the five seminars and circulated in advance.  The format of each day was a brief overview of each 
paper from the author followed by a response from an invited respondent and then a group discussion with 
about 20 people.  Participants included experienced and new researchers from ICT education and other areas 
of education, government and industry, and.    The special issue will be edited by Tim and Chris following 
the normal refereeing procedures with each paper having been revised in light of the ensuing discussion in 
each seminar. 
 

Offer to ITTE Members 
A reduced price subscription offer for Computers and Education has recently been offered. ITTE members 
can receive a personal subscription for ₤80. A description of the journal can be found on the publisher’s web 
site at: http://www.elsevier.nl/inca/publications/store/3/4/7/index.htt. When applying you will need to give 
your ITTE membership number (institutional or personal). 
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Nominations for the ITTE Committee 
With this issue of the Newsletter there is a nomination form for the ITTE Committee. Anyone who teaches at 
an institution which is a member of ITTE can nominate anyone (preferably with their agreement). The 
completed nomination form should be sent to: 

Moira Monteith, School of Education, Sheffield Hallam University, Sheffield S10 2BP 

before the start of the annual conference (alternatively bring them to the conference). Voting will take place 
at the AGM which happens at the Conference. Only one vote per institution is allowed and no more than one 
person from any institution can be on the Committee. 

Endpiece 
Neil Stanley 

I recently enjoyed reading All Quiet on the Orient 
Express by Magnus Mills; I can recommend it for a 
quiet weekend. I've also just read Francis Mayes' Bella 
Tuscany - an enjoyable sequel. Also managed to get to 
see some films before Easter - enjoyed Magnolia 
(soundtrack is good too) more than Being John 
Malcovitch. 

In terms of e-commerce I've found that Jungle.Com is 
reliable (if awaiting stock they email you weekly with 
status reports - Pokémon Yellow if you must know!) and 

their prices seem good. They've learnt a lot since the 
early days. 

I've downloaded and printed the IEE report 'To school 
- or not to school: Primary and secondary education in 
2020 and ICT' but I've not yet had a chance to read it -
http://www.iee.org.uk/PAB/Iteduc. There are certainly 
typos and other errors in the pdf files as downloaded. 

Looking forward to seeing you all at Cheltenham - if 
you've not booked get on with it! 

 

The 5th ITTE Research Seminar 

will be held on 

Friday 10th November & Saturday 11th November 2000 

at 

(again, by popular request) 

The Møller Centre, Churchill College, Cambridge. 

 

 
Applications by July 31st 2000 

to: Libby Jared, Homerton College, Cambridge. CB2 2PH. 

e-mail: ecj20@cam.ac.uk 

 

 

 


