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Abstract

At the beating heart of recent developments in initial teacher education (ITE) are efforts
to establish a cultural shift within the teaching profession, to a point where professional
learning communities may flourish. Successive reports on teacher education have
highlighted the importance of establishing communities of practice during both preservice
and inservice career stages. However, historically teachers have operated as individuals;
as conduits for student engagement with the education system (Darling-Hammond 2006;
Conway, Murphy, Rath & Hall 2009; Caena 2014)). Isolated and observed as individuals
by students (Lortie 1975), this persona perpetuates such an approach to teaching through
what Lortie (1975) describes as the ‘Apprenticeship of Observation’ experienced by
prospective teachers as they move through formal compulsory education. Therefore, new
entrants to ITE are both emergent members of the teaching profession and recent
observants of same. Their embryonic status locates them at the nexus of the student-
teacher relationship and consequently as potential agents of change. This juxtaposition is
particularly acute at the point of entry to undergraduate ITE (Lortie 2002), accentuated by
values established through prior experiences (Ficsher, Rhode & Wulf 2007). It precedes,
therefore, that such communities may be established during initial teacher education
(ITE). Pre-service teachers (PSTs) retain tacit experiences of the teaching profession
which have shaped their perception of what it means to be a teacher (Lortie 1975). The
History of Education as a non-elective module in ITE and a requirement for professional
registration represents an opportunity to explore such tacit biographical experiences,
exploring multiple possibilities and viewpoints (Alheit 2009). However, the current of
such foundational studies in ITE, from the perspective of PSTs, has been in decline for
the last half century where student teachers have become overwhelmed by concerns
regarding subject expertise, classroom management and 21st Century skills as soon as
they enter into the practice of teaching. The corollary of this dynamic is that the history of
education has become a peripherality in ITE and is struggling to communicate its

importance.
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Reported here is a design-based research (DBR) (Brown 1992; Barab & Squire 2004)
study, exploring how a collaborative exploration of the history of education, in a
technology enhanced learning environment (TELE), can act as a catalyst for the
development of an emergent community of practice in a pre-professional teaching
programme. Inspired by social constructivist thinking (Bruner 1996; Lave & Wenger
1991; Vygotsky 1986) this DBR intervention invited participants to collaboratively
explore their biographical histories of education and situate those negotiated biographical
experiences (Alheit 1994, 2009) in their contemporary, naturalistic context (Barab 2006)
with the aim of establishing: how a collaborative engagement the history of education can
aid community of practice formation for ITE participants as they move towards

professional practice?
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Chapter 1 - Introduction

1.1 Chapter Introduction

This, the opening chapter of this thesis establishes both the rationale for undertaking this
research project and the context of the research project. Collaboration, not only in Initial
Teacher Education (ITE) but also in continuing teacher education has been long lamented
as an under developed aspect of the teaching community. This chapter outlines the
importance of collaboration in the teaching community, the challenges that the
establishment of collaborative communities face and the impact that technology is having

on attempts to establish collaborative relationships.

An innovative approach to the development of collaborative practice is introduced where
the concept of community of practice formation within ITE is founded upon an exchange
of a common history of education, which facilitates the establishment of collaborative

communities of practice within ITE.

The conclusion of this chapter provides a synopsis of the structure of this thesis and
elucidates how the narrative style of this thesis enhances the response to the underpinning
research question - How can a collaborative engagement with the history of education
help to establish an emergent community of practice in undergraduate initial teacher

education?

1.2 Collaboration in Teacher Education

1.2.1 Collaboration for professional teaching practice

Dan Lortie’s 1978 identification of the solitary nature of the teaching profession at second
level education took time to resonate (Lortie, 1975). His coining of the term ‘The
Apprenticeship of Observation’ eventually gained traction within the teacher education

community in the mid 1990’s and early 2000’s with Darling-Hammond (2000, 2006) and
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Conway et al (2009) publishing position papers that place the culture or hidden
curriculum of the teaching profession under scrutiny; placing the solitary existence of
teachers within networks of caves of classrooms at the core of contentious issues in the
teacher education dynamic. In particular, Conway et a/ highlight the importance of
rupturing the hold this culture has on the prevalence of individualism in the teaching
profession, across a career that typically spans over 25 years. Anecdotally at least, a
practicing teacher after completing teaching practice under supervision can continue over
the lifespan of this career working in isolation without any input into their practice of
teaching and without the need or desire to look for help. While collaborative practice is
often viewed as staffroom collegiality, it is evident in the literature that such practice is
not truly collaborative rather it is social and not professionally collegiate leaving the

relatively static environment of employment for educators as stale and musty.

It is widely acknowledged that collaboration is a most desirable characteristic in Newly
Qualified Teachers (NQTs) and in-service practitioners (Darling-Hammond, 2000, 2006;
Conway et al, 2009; Ceana, 2014). The European Commission and the OECD have
published numerous reports explicitly stating that collaboration as a characteristic is a

prerequisite for collegiality, teaching and learning (Rizza, 2011; Ceana, 2014).

Environments that are conducive to, or facilitative of, collaboration are also subject to the
developing impact of technology, mobile or otherwise, is having on education. Computer
Supported Collaborative Learning (CSCL) environments as well as Technology Enhanced
Learning Environments (TELEs) are emergent and forging a path into education under
rigorous design research models (Stahl, 2002, Wang & Hannafin, 2005). The field of the
Learning Sciences is growing and our understanding of social learning theory is being
stretched as educationalists develop adaptable and adoptable design research models. This
social learning movement is characteristically collaborative and is permeating the

traditional strata of the teaching and learning continuum. However, an understanding of
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what collaboration entails is only partially evident in second level teaching communities

and is viewed with a high degree of scepticism, suspicion and reluctance to change.

However, what is becoming evident is that the perforation of the traditional school -
community boundaries by mobile technology in particular, is forcing educators to think
again about the role of collaboration in their daily work as well as in their own lives. The
prevalence of teaching communities on social networking platforms indicates a
willingness to participate however this is not reflective of the wider community. Conway
et al (2009) identify the importance of ICT in the formation of learning environments not
only for teachers but the students that they engage with. They call in this report for
teachers to lead by example and to establish the very communities that they themselves
would like to see their students reflect. This suggests that there is not a clear vision of
what collaboration might mean to educational professionals, what collaboration might
look like in professional educational settings or indeed how collaborative learning
environments can be established in the gestative period of initial teacher education (ITE)

where emergent teaching professional identities are formed.

1.2.2 The role of collaboration

Examined in more detail in Chapter 2, the concept of collaboration for transition into ITE
reflects Hargreaves’ suggestion that collaboration within the teaching profession is an
aspect of teaching culture that is primarily framed by professional interests and that are
both spontaneous and structured where location and time remain as flexible aspects of
interaction (Hargreaves, 1994). Teaching practice is, by its physical nature, a solitary
practice however the concepts of collegiality, community and culture are prevalent in the
literature about teacher professional development and interaction. Common to all is the
practitioners relationship to what Mcloughlin & Talbert (2001) refers to as a
psychological setting where this setting may include but not be limited to the the physical
space and increasingly the digital space within which teachers interact to establish

professional communities (McLoughlin & Talbert, 2001).
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This apparent juxtaposition is important in the context of this thesis as it represents a
point of transition that is mirrored by two competing philosophical positions. One of
individualism as experienced by the daily practice of teaching mirrored by the practice of
student learning in Irish schools. Second, the collaborative aspects of teaching
communities where the needs of the individual practice are established before a culture of
collaboration can take hold. This juxtaposition returns, therefore, to the central research
question of this thesis where new entrants to undergraduate ITE are transitioning from
second level education, an individual learning experience, into an expectant collaborate
environment and returning again to an individual teaching experience where no formal or

structured collaborative communities are formed for long term participation.

Hargreaves addresses this conflict of individualism and collaborative behaviour by
suggesting that any form of individualism within this domain is one of a calculated
decision to engage in individualism in an effort to focus individual energies on selected
individual tasks (Hargreaves, 1994). Nias et al in a study of primary teachers go further
and suggests that such self-selective individualisation can also be affected by the physical
teaching environment where practitioners can be forgotten about through prolonged
individual practices of teaching and eventually feeling isolated and forgotten (Nias,

Southworth & Yeomans, 1989).

This returns the researcher to the concept of establishing a culture of collaboration
manifest as an emergent community of practice at the point of entry to undergraduate
ITE, where there exists both time and space for collaborative practice to take hold. The
individual practice of teaching remains however the space that ITE programs provide in
terms of time that can facilitate the development of a community of practice (Lave &
Wenger, 1991). It is within this space that the creation of a contrived collaborative
community of practice may, despite the limitations that Hargreaves identifies in such
actions (Hargreaves, 2000) ‘act as a “bridging” process towards more collaborative

cultures in providing opportunities for development’ (Day, 1999, p.81).
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1.2.3 Individual v Collaborative Teaching Practice

The practice of teaching is a dynamic and very challenging profession where decisions
are made moment-by-moment based on experience, beliefs about content and
methodology as well as the individual demands of the students (Brophy, 2008).
Developments in teacher education have asked practicing teachers to reflect on their
established practice with a view to improving that practice for the benefit of both teacher
and students; most evident in the emergence of reflective practice in ITE (Ghaye &

Ghaye, 1998; Schon, 1983, 1987; Kinsella, 2009).

Hiebert, Gallimore & Stigler (2002) suggest that it is only through collaboration that
improvements in practitioner and professional knowledge can be established and outline
that the concept of individualism in the classroom may only lead to a self reinforcing

cycle of insularity (Hiebert, Gallimore & Stigler, 2002).

Conway, Murphy, Rath & Hall (2009) set out that the concepts of collegiality, culture and
collaboration must become more central to ITE rather than the peripherality that such
concepts experience at present (Conway et al, 2009). This is most evident in the literature
surrounding the individual persona of in-service teachers where the ‘Apprenticeship of
Obersvation’ (Lortie, 1975) has been identified as perpetuating the individualisation of
teachers within the profession (Darling-Hammond, 2000, 2006; Conway et al, 1999;
Ceana, 2014). Calls for the development of collaborative practice among teachers, pre-
service and inservice, suggest that in order to enhance the development of professional
practice and ameliorate the perpetuated individualism of the practice of teaching

(European Commission, 2012) a change in teacher training programmes may be required.

1.2.4 Developing collaborative skills in pre-service teachers

At the heart of any development towards establishing collaborative communities of

practice in the pursuit of collaborate knowledge building within the continuum of
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teaching practice must be an environment that can facilitate such practice (Gilbert &
Driscoll, 2002). Detailed further in Chapter 2, undergraduate ITE participants are ideally
placed in the continuum of teacher education to introduce important skills as part of the
development of a contrived collaborative community of practice (Lave & Wenger, 1999;
Day, 1999) with a view to fostering more spontaneous and unpredictable interactions

(Hargreaves, 1994) that are not within the domain of such contrived environments.

The individual nature of the second level education system from which new entrants to
undergraduate ITE emerge is reflective of the individual nature of teaching (Lortie, 1975;
Darling-Hammond, 2000). It is therefore the most obvious place to begin to establish the
skills of collaboration as these students embark upon their undergraduate training
programmes. By contriving or designing an environment within which collaborative
activity can be fostered then these student teachers may begin to establish a collaborative
community of practice that fosters both scheduled and spontaneous professional
interactions that are indicative of collaborative communities in the profession of teaching
(Day, 1999; Hargreaves; 1999; Darling-Hammond, 2000, 2006; Conway et al, 2009;

European Commission, 2012).

1.2.5 Challenges to collaborative practice in ITE

There are significant challenges to the development of collaborative communities of
practice within the teaching continuum and these are also relevant to the participants of
ITE programs. Such challenges include: a clear understanding of collaboration in
education and the profession of teaching (Fielding, 1999); the established practice of
deference to established practice by Newly Qualified Teachers (NQTs) within the in-
service community as observed by student teachers on teaching practice school placement
(Clarke, Lodge & Shevlin, 2012; Lortie, 1975); pressures on students teachers to cope
with the socio-economic demands as prospective practitioners and NQTs (McCulloch,
2011); the significant effect of the ‘Apprenticeship of Observation’ (Lortie, 1975) on

students perceptions of the teaching profession prior to entry to undergraduate ITE.
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1.2.5.1 Understanding Collaboration Teacher Education

Understanding the term collaboration requires an understanding of what collaboration is,
rather than what it might mean. To tease this out further perhaps it is useful at this point to
establish that collaboration in an educational setting, for the purpose of this thesis, is
characterised as the participation of groups of student teachers in a shift in focus on
individual knowledge to a focus on jointly constructing interpretations of experience
subsequently negotiated, developed and presented in a public space (Gilbert & Driscoll,

2002).

This act of constructing knowledge represents, therefore, in this context a shift from the
individual interpretation of knowledge to a collaborative interpretation of knowledge
manifested in the development of an co-owned artefact in a public space for the common

good of all or; to a constructivist learning perspective (Brown, 1994; Brown & Campione,

1990; Bereiter & Scardamalia, 1992; Wenger, 1998).

1.2.5.2 Deference to Established Practice

ITE participants go through a series of on-site training weeks or teaching practice blocks
as part of teacher training programs. During this period they are expected to develop
specific skills and are very often overwhelmed by the demands of realtime teaching and
the preparation required (Darling-Hammond, 2000, 2006). For many student teachers
they are also only beginning to cope with the demands of third level education and living
away from home (Smyth, Banks & Calvert, 2015). In short, this is a dynamic and
complex period for these ITE participants as they begin to form their identities as

educators.

Under such pressures, it is no wonder that student teachers turn to those whom they view

as most experienced in teaching and who are embedded into the education system that
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they wish to be part of. Indeed, most student teachers consider in-service teachers to be

the first person to turn to for help (Clarke, Lodge & Shevlin, 2012).

By moving away from this reliance on the experience of the individual and realigning it
to take a more supporting role rather than a dominant role in supporting trainee teachers
this thesis moves towards student teachers being reliant on a network or community of
practice where multiple supports are available, where new paradigms can be discussed
and problems ameliorated through a collective experience. Such a network might include:
co-operating teachers, in-service teachers, fellow students, course lecturers, tutors

(Clarke, Lodge & Shevlin, 2012) and increasingly, external digital communities.

1.2.5.3 Socio-economic demands of ITE

Most new entrants to ITE take the predominant postgraduate route to becoming a second
level teacher and are already established as third level students having completed an
undergraduate degree program. However it is quite different for new entrants to
undergraduate ITE programs as they, in most cases, have only exited compulsory
education a little over three months prior to third level registration. These students are
expected to cope with the professional demands of a teacher education program and at the
same time develop the nuances of survival at third level education, very often feeling
alone and overwhelmed. A similar experience is documented as NQTs enter the education
system for the first time as mainstream teachers as they struggle to establish themselves
and cope with the socio-economic demands of life after university (McCulloch, 2011). In
all instances the focus is once again on the individual and the individual is fundamentally

concerned with survival (Hyland, 2011; Smyth, Banks & Calvert, 2015).

1.2.5.4 Deference to past experience and observation

Explored in further detail in Chapter 2, the impact of the ‘ Apprenticeship of

Observation’ (Lortie, 1975) plays a significant role in the development of attitudes and
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perceptions of the teaching profession prior to entry to undergraduate ITE programmes
(Conway et al, 2009; European Commission, 2012). Student teachers have deeply rooted
perceptions of teachers’ behaviour both inside and outside of the classroom setting. Inside
the classroom the teaching style or methodology employed by in-service teachers can in
some instances define the teaching style of the student teacher as they revert to what they
believe to ‘work’ when under pressure to perform on a scheduled block of teaching

practice.

1.3.1 Learning communities and collaboration

This thesis seeks to establish a number of learning communities (Lenning & Ebbers,
1999) that are representative of the formation of a fluid and dynamic community of
practice (Lave & Wenger, 1999) predicated upon the fundamental underpinning of a
constructivist learning methodology (Wenger, 1999; Brown, 1994). At the core of this
aspiration is, therefore, a thread that is required for interaction - collaborative knowledge
building for transition. Learning communities (Lenning & Ebbers, 1999), further
elaborated upon in Chapter 3, have the potential to help undergraduate student teachers
transition into third level education and in particular professional programmes such as
ITE not as individuals but as a group of interdependent individuals or a community of

practice (Lave & Wenger, 1999).

1.3.2 Communities of Practice - A new beginning?

A core aspiration of initial and continuing teacher education providers going forward is
the question of how to establish a culture or environment that is conducive to
collaborative activities. This concern is to the fore of international research in teacher
education and educational technology is considered critical to any developments in this
area. Currently the development of collaborative skills are often rooted in the
development of a collaborative document for academic submission and such interactions

rarely require the establishment of any enduring relationships between participants or
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indeed with the concept of continuing self development or professional interaction post

ITE graduation.

Lave & Wenger (1999) outline, as will be explored in Chapter 3, the underpinning
principles of what constitutes a community of practice. However in short, the
relationships required to establish a constructivist learning environment are somewhat
stifled by the physical restraints of school buildings. Technology has a role to play here
where the gradual development of subject specific learning communities to a point where
learning communities overlap to form a holistic entity or community of practice may be
possible. Crucially the environment into which PSTs enter does not facilitate or
encourage interaction particularly within the second level education system in the
Republic of Ireland. A disruptive action is therefore required in order to stimulate such
action, interaction and to develop such a cultural shift. It is the contention of this thesis
that a community of practice that transcends the boundaries of classroom ‘caves’
facilitated by technology and developed by practitioners with a shared vision - may

establish a community of practice in action.

1.3.3 Building a community of practice on a shared History of Education

Developing a shared vision of educational practices will require a significant buy-in from
participants. They will need to feel that their is a significant relevance not only to their
professional development, but also to their personal aspirations and desires to become
part of something important not only to them but to education in general. Building
relationships professional or otherwise requires a common purpose and in the case of
initial teacher education this is a common aspiration to teach second level students. This
valuable and important role in society is also a profession that is constantly evolving and
changing to the needs of society. With this in mind it is important to consider the
evolution of the education system a student teacher is fundamentally part of - at the
centre of. PSTs are primary school veterans, secondary school graduates and new entrants

to third level education. They will, as part of their professional career, be engaged with
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education at all levels. Primary school students will become their first year students an
they will help senior secondary school students graduate to third level education whilst at
the same time engage in ongoing training and development throughout their career. They
will be in constant contact with all levels of education and therefore it is imperative that
they understand the evolution of those sectors. This is a core reason for the mandatory
completion of the History and Structure of the Irish Education System module by PSTs as

directed by the Teaching Council of Ireland for professional registration with same.

Given the importance of this appreciation, it therefore resonates with the researcher and
this thesis that any shared vision of the future may be built on the commonalities of the
past where participation within similar systems of education provides opportunities to
explore differences and similarities of personal experiences in those systems and as a
consequence drawing student teachers together as a community. Such a collaborative
exploration of the History of Education can set in place a strong foundation upon which
any future engagement with education may be collaboratively explored and negotiated as

an emergent community of practice (Lave & Wenger, 1999).

1.4 Biographical Motivation

Having completed second level education I progressed to third level education to study
engineering and subsequently work in the construction industry for a little under ten
years. I chose engineering because it was easier than developing even more coping skills
for dyslexia than I had struggled to establish during my time in secondary school. In later
years I would regret not pursuing my passion for history and a difficult pursuit of
understanding the world around me. To this end, on the back of the mid 2000°s recession
which crippled the construction industry in Ireland, I returned to third level education to
study english and history with a view to teaching second level students how to interpret
the world around them. An idealistic goal perhaps, but a worthy goal nonetheless. 1
believe that studying history allows us to make sense of the world that envelopes us. It

had been my long held belief that our past is not just ours alone for we develop with other

11
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people, around other people and because of other people. During my initial teacher
training | had the opportunity to explore social learning theory and develop a distant
appreciation of the role such theory plays in the development of learning communities
and communities of practice. It struck me that this lay in stark contrast to my experience
of teaching in classrooms where | was isolated and in many ways disengaged from any
true collegiate activity. The teaching profession struck me as one of isolation and
individualism. This vision of the career I wanted to engage in left me perturbed and
questioning the contribution I could make to such an environment as a person who
believes wholeheartedly in being part of a community, a part of a whole. So how can one
effort change in the dynamic observed above? As history is interpretive it does perhaps
allow for a certain negotiation between an individuals pursuit of a common vision or goal.
I have also, always had a passion for technology and the more I engage with pedagogy
the firmer my conviction becomes that educational technology must play a central role in
the development of all pedagogical dynamics. I believe that technology has the potential
to draw all of these components together at the nexus of teaching and learning framed by

a collaborative exploration of the history of education.

1.5 Research Questions

This research study is framed by one principal research question: How can a collaborative
engagement with the history of education help to establish an emergent community of

practice in undergraduate initial teacher education?
This overall goal is supplemented by two supporting questions and one objective.

1. Does a collaborative engagement with the history of education enhance
collaborative practice and the development of 21st century skills within

a designed learning environment?

2. 1If so, what kind of learning communities are formed within this

dynamic?

12
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3. Finally, this thesis seeks to establish a set of design sensitivities that can
act as resources for others with similar aims and objectives to adapt and

adopt in cognate settings.

1.6 Research Study Structure

This thesis is structured as a narrative of the evolution of this research study. This
narrative format delineates the evolution of its design outputs and a reciprocal
relationship with theories of education. Chapter 1 details the rationale for this research
study and includes the journey to formulating the research questions that drive the
research. A key component of this, is the biographical motivation of the researcher to

simply try and make things a little better - to make a positive contribution.

Chapter 2 shines a spotlight on the Irish education system as a continuum and situates the
teacher education process within that continuum. The overarching focus of this research
study is that of transition from second level to third level education and into an emergent
community of practice. Consequently, also detailed are the difficulties that students and
institutions face in dealing with this identified issue in Irish education. Also identified is
the potential for a designed transitive environment at the point of entry to undergraduate
initial teacher education to help participants develop the very skills, 21st century skills,
that they require to make this difficult transition. Identified within published reports is the
subject area of history as being a fertile ground within which such an environment may
flourish. Finally, a set of characteristics typical of an environment conducive to
developing the skill sets that would enable a smooth transition into a third level education

and pre-professional community of practice, are outlined for investigation.

Chapter 3, a literature review, is an investigation into relevant literature in this area based
upon the emergent considerations of Chapter 2 and was thematically framed by the
aforementioned characteristics. This literature review identified what other researchers

and educators had found in relation to this area and what relationships exist between the
13
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development of learning communities to effect progress in the development of
collaborative practice and 21st century skills for transition into undergraduate initial
teacher education and towards professional practice. Resultant was a direction for a
methodological approach that could be adopted for the design of a learning environment
that could enhance a collaborative engagement with the history of education for

community of practice formation in undergraduate teacher training programmes.

The characteristics identified in Chapter 2 and thematically explored in Chapter 3 are
grounded in the selection of a methodological approach in Chapter 4. The methodological

approach identified is that of Design-Based Research (DBR) which:

‘is used to study learning environment that are designed and systematically
changed t the researcher. DBR is not a fixed “cookbook” method; it is a
collection of approaches that involve a commitment to studying activity in
naturalistic settings, with the goal of advancing theory while at the same

time directly impacting practice.’

(Barab, 2014, p.151)

Further discussed in Chapter 4, and highlighted by Barab (2006), is the relationship
between the emergent design through iterative refinement and the foundation of theory
upon which it stands. DBR as an iterative process converses with informal theoretical
positions, effecting practice through the application of the design. In a reciprocal
relationship, the outputs of the design, at all stages of the iterative process flow back
through the DBR process and allow for theory to emerge. This cyclical iteration allows
for the fine tuning of the design within the environment it was intended to effect change
in, whilst concomitantly contributing to the field of theory that supports both design and

learning environment.

14
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Having identified and discussed DBR as an appropriate methodology in Chapter 4,
Chapter 5 grounds this thesis in a conceptual framework that shapes the design model
emergent from Chapters 2 and 3. These design themes, guided by the conceptual
framework inform the design process and allow for the aforementioned reciprocal
relationship to flourish and grow. Emergent from Chapter 5 is a framework for the design
model: TWO-CENTs, which acts as a tangible construct for the cyclical, iterative design
process. Further elaborated on in Chapter 6, the design model TWO-CENTs consists of
five design considerations or interdependent variables: transition, collaboration,
engagement, narrative construction and technologies. As is explored in the analysis
phases of Design-Cycle 1, transition was an emergent variable - informing both the
conceptual framework supporting the design and the application of the design in practice.
The TWO-CENTs design model (Transition With Others through Collaboration,
Engagement, Narrative Construction and Technologies) was predicated upon the key
challenges found to be pertinent to new entrants to third level education and
undergraduate initial teacher education and was further supported by a review of the

relevant literature in Chapter 3.

The chapters that follow, Chapter 6 & 7, delineate the hands-on, practical application of
the research and the design process employed to iteratively enhance undergraduate pre-
service teachers’ engagement with the history of education through collaboration,
engagement, narrative construction and the use of technologies whilst concomitantly
establishing an emergent community of practice as participants move towards
professional practice. This process, as delineated in the aforementioned chapters,
consisted of two design and implementation cycles. These design cycles allowed the
researcher to look under the bonnet of the design development process to iteratively
improve its effectiveness and also to delineate how the process helped to establish an
emergent community of practice within the naturalistic context of the designed learning

environment.
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This doctoral research study was carried out within an undergraduate mathematics initial
teacher education programme, the Bachelor of Mathematics and Education at NUIG. This
is a four year programme where the foundational studies in education (History,
Philosophy, Sociology & Psychology of Education) are introduced on an incremental,
annual basis. As a result of the findings of this research study, the emergent community of
practice being formed as result of the designed learning environment, indicates that a
longitudinal study to track the progress and sustainability of such a community would be
beneficial to those engaged in the development of ITE programme an may form the basis

for future studies.

This research journey focused on how a collaborative exploration of the history of
education could enhance engagement with that field within a designed learning
environment. Emergent from this process and an informant of the process was the
development of an emergent community of practice within an undergraduate initial
teacher education programme. Chapter 8 outlines the findings of the research and
summarises how the TWO-CENTs design model, contributes to the development of the

aforementioned emergent community of practice.

Design-based research, as Barab (2014) contends, is a dual process of theoretical
advancement and concomitant practical impact within the environment within which it is
enacted. This iterative process culminated in the development of a rigorously designed
and robust design model - TWO-CENTs for adaptation and adoption by others in cognate
settings. This design model allowed new entrants to undergraduate initial teacher
education to collaboratively engage with the history of education in a personal and
professionally meaningful way, mediated by the development of a collaborative digital
artefact and resultant in the development of an emergent community of practice. As
identified in the literature review chapter of this thesis no model, prior to the development
of the TWO-CENTSs model, existed that helped students to transition into such

professional programmes and towards professional practice.
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Chapter 8 responds to the research questions established at the outset of this thesis and
outlines how they have been addressed through the development and result of the TWO-
CENTs design model and the DBR process that facilitated its development. Future
research possibilities are discussed and recommendations for the future of the TWO-

CENTs design model are made.

1.7 Ethical considerations

The development of this design-based research doctoral study required data to be
collected through a number of different methods for triangulation. Data was collected
from the participants by the researcher and the researcher also taught the module - the
History and Structure of the Irish Education System. Permission was sought and obtained
from the School of Education at the host institution to carry out this research project as
well as the Director of the Bachelor of Mathematics and Education Programme. Methods
of data collection included: questionnaires; social media posts; assessment rubrics to
analyse student digital artefacts, student submitted digital portfolios, student reflective
essays; ethnographical observations and the researcher’s reflective journal. Data
collection was carried out in compliance with protocols as set out by the BERA (British
Educational Research Association) Revised Ethical Guidelines of Educational Research
(2004). A detailed ethics proposal for the research study was submitted to the host
institution’s Ethics Review Committed for approval prior to any research being carried
out and was subsequently approved. The ethical considerations of this research study are

detailed further in Chapter 4 of this thesis.

1.8 Chapter Summary

The rationale for undertaking this research project has been detailed in this chapter as
well as the background that frames the study. A brief introduction to the challenges that
new entrants to undergraduate initial teacher education in the Republic of Ireland was
outlined and the skills, attributes and qualities that are expected of them in professional

practice were identified. The conclusion of the chapter summarises the structure of the
17
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thesis and outlines the narrative format which responds to the principal question - how
can a collaborative engagement with the history of engagement help new entrants to third

level education transition into undergraduate ITE and towards professional practice?

Chapter 2 details the existent challenges that face students who transition into third level
education and illustrates the additional demands that are placed on these who enrol in
undergraduate ITE programmes. Emergent from Chapter 2 are key issues that inform the
development of criteria for transition that resulted in the development of the TWO-
CENTs design model and the implementation of this model as a transitional module

within an undergraduate initial teacher education programme in the Republic of Ireland.
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Chapter 2: Transition into Undergraduate ITE

2.1 Chapter Introduction

The concept of transition in the context of progressing from second to third level
education is evident in the literature examined in this chapter. Also explored are the skills,
attributes and qualities expected of new entrant to third level education and undergraduate
initial teacher education as well as the challenges that they face. This chapter delineates
these challenges and groups them thematically as key issues. Furthermore this chapter
sheds light on a dearth work in the field of transitioning students from second to third
level education and in particular the provision of opportunities for such students to

develop the skills that are demanded of them.

2.2 The Continuum of Education in the Republic of Ireland

2.2.1 Primary Education in the Republic of Ireland

Primary education in the Republic of Ireland commences for most children at the age of
four or five. Children are largely introduced to education in a mixed gender environment.
Emphasis is placed on numeracy and literacy. In 2011, approximately 60,0000 primary
school students embarked on an educational journey that would, for some, last for the rest
of their lives. At any one time there are just over half a million students in enrolled the
primary education system distributed amongst 3,305 schools and staffed by over 31,000
full and part-time teaching professionals (DES, 2011). Typically children in primary
school will spend an entire academic year, each year, in one room with a dedicated
teacher at the head of the classroom. Assessment in the primary education system is
largely focused on standardised testing closely aligned to specific aspects of established
numeracy and literacy strategies. Indeed, the first contact that students will have with a
formal examination process will be, for many, the Junior Certificate Examination process

during their third year of the secondary school experience.
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2.2.2 Second Level Education in the Republic of Ireland

Second level education in the Republic of Ireland follows on directly from the primary
education system. Typically students will begin secondary school at the age of twelve or
thirteen. Unlike the largely mixed gender experience that students are engaged in at
primary school a significant number of secondary schools in Ireland are single gender
schools. At any one time there are over 312,000 students attending second level education
taught by over 25,000 full time or equivalent contracted, registered teachers (Clarke,
Lodge & Shevlin, 2012). Standard practice in Irish secondary schools is for the students
to rotate from classroom to classroom every 35 to 45 minutes. Teachers in this sector are
largely guided by the demands of the examination process that the syllabi direct
participating students towards. Assessment at second level education in divided into two

distinct cycles.

The Junior Cycle is a three year programme initiated upon entry and terminating in year
three with the Junior Cycle terminal examinations. Typically students will undertake ten
examinations in a variety of subjects. While this examination process is under reform at
the time of writing this thesis it is largely regarded as a dress rehearsal for the demands of
the Senior Cycle terminal exam process- The Leaving Certificate. The Leaving Certificate
examination process is supported by a two year senior cycle that follows directly after the
Junior Cycle. It should be noted that many students choose to participate in a transitional
year between junior and senior cycle programmes for a variety of reasons, however
participation in this programme is not mandatory and there is no requirement for any
individual school to run such a programme. The Leaving Certificate Examination process,
while a formal assessment model for determining the successful graduation form second
level education, is directly linked to entry to third level education where a points system
is synchronised with attainment rates leaving students to compete for places in courses

offered in third level institutions.
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2.2.3 Third Level Education in the Republic of Ireland

The third level education system is Ireland has four distinct sectors within it. Seven
universities spread across the country serve a full and part-time student population of
approximately 113,000 in 2014 (HEA, 2013). Fourteen Institutes of Technology are also
distributed across the state and at any one time will have over 91,000 students enrolled on
campus (HEA, 2013). The third identifiable sector are the distinct colleges of education.
These colleges exist for the education and training of primary school teachers. Finally a
fourth identifiable sector are colleges established to support the increasing demand for
third level qualifications. Such colleges are very often established by private enterprise
and their qualifications are sanctioned by, or linked to, an associated university or
awarding institution. Typically students will study for three or four years to attain an
undergraduate award with increasing numbers continuing on to engage in postgraduate

education and research.

2.2.4 Fourth Level Education in the Republic of Ireland

Emergent in recent years has been the identification of a distinct sector within the
education system that would have traditionally come under the umbrella of the third level
institutions. This is the relationship between postgraduate education and continuing
education in a professional capacity or what is widely referred to as Continuing
Professional Development or CPD. As third level institutions increasingly align
themselves with industry and in particular the direction that postgraduate research
programmes are funded, a distinct relationship is emerging between postgraduate study
and continuing education throughout the careers of graduates. In this light, any
engagement with formal informal training or education, after the completion of an

undergraduate degree programme, may be considered fourth level education.
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2.3 Initial Teacher Education in the Republic of Ireland

2.2.4 Undergraduate Initial Teacher Education

The predominant model of primary teacher education is the undergraduate format or what
is known as the concurrent model of Initial Teacher Education (ITE). Participants in such
programmes are awarded a Bachelor of Education (B.Ed.) by their host institution or
college of education. No postgraduate qualifications are required by The Teaching
Council of Ireland for professional registration in this sector. A limited number of
undergraduate ITE programmes are in existence for second level teacher training. Also
referred to as concurrent ITE programmes, graduates from such programmes are typically
certified by The Teaching Council of Ireland to teach one subject at second level

education. An example of such a programme is the B.A. Mathematics & Education at

NUIG.

2.2.5 Postgraduate Teacher Education

The most popular route to becoming a second level educator is the full-time consecutive
model where students will initially study to undergraduate level, typically graduating with
two recognised teaching subjects which are closely aligned to the second level
curriculum, and then elect to pursue a Professional Master of Education (PME) entitling
them to apply for registration as a second level teacher with The Teaching Council of
Ireland. It is notable that since the formation of the Department of Education (DES) in
1924, ITE programmes have always placed the educational sciences at the heart of
teacher training (Coolahan, 2004) and not the subject methodology of topics studied at

undergraduate level.

2.2.5.1 Non-Institutional Teacher Education

A recent arrival is the development of part-time, blended Master of Education offered by
private colleges within the State and approved for registration by the Teaching Council of

Ireland. An example of one of these colleges is Hibernia College Dublin.
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2.3 Issues of Transition into Third Level Education Education

Resultant from a targeted conference in 2011, From Transaction to Transition: Outcomes
of the Conference on the Transition from Second to Third Level Education in Ireland
(Hylnd, 2011) a commitment was given from the education authorities in Ireland to
explore how best to improve the transition of students from second level education to

third level education, including:

1. A commitment to address any problematic predictability denoted in an

analysis of predictability in the Leaving Certificate examination;

2. A commitment to reduce the number of grading bands in the Leaving

Certificate examination,;

3. A commitment to significantly reduce the number of programme
offerings for a broader undergraduate entry to level 8 honours bachelor
degree programmes in the universities and to review leave 8

programmes with denominated and generic entry.

(HEA, NCCA, 2013, p.3)

The aforementioned report explicitly states that it is concerned with the mechanisms that
surround the Leaving Certificate Examination process and how that mechanism related to
the points system or matriculation to third level education, and while there is a brief
reference to the process of transition into the third level environment the report also
explicitly states that it shall not be a focus of works to be carried out as part of the
Transitions programme (NEA, NCCA, 2013). It is envisioned by the report that changes
in the examination system in Ireland will have a trickle-down effect to how students are
prepared for the examination process due to a lack of predictability (HEA, NCCA, 2013).
The report also point to areas that should be considered for further research and

development:
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1. The first year experience and foundation skills;
2. Access and the transition experience;

3. The role of the National Forum for the Enhancement of Teaching and

Learning in Higher Education;

4. Greater clarity on course content and learning culture of higher

education programmes;

5. Greater coherence and alignment of learning outcome across different

levels of education.

(HEA, NCCA, 2013, p.27)

A report commissioned by the Economic and Social Research Institute (ESRI) preceded

the HEA, NCCA 2013 report calling for:

‘aneed to embed key skills, such as critical thinking, learning to learn and
ICT skills, in the curriculum in order to equip young people for the future ...
and the need to move to a broader range of assessment modes, which reflect
the full range of skills and knowledge developed within schooling. Such a
shift in approach is likely to enhance student engagement and provide young

people with richer educational experiences as a preparation for adult life.’

(Smyth, Banks & Calvert, 2001, p. 237)

It is notable that the 2013 report has scant reference to teaching and learning at second
level education, rather it focuses on getting students through the examination system and
into third level education through a reform of the examination process. It is evident
therefore that learning within the Irish second level education system is an inherently
individual pursuit and that when students enrol at third level institutions the concept of

collaborative practice is novel.
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The National Forum for Teaching and Learning at Higher Education was established in
2012 and as key enhancement theme Teaching for Transitions was established as core
area for research. This project sought to examine the views of students on their transition
from second level education into third level education in Ireland. Some of the key

findings of the this enhancement theme report are detailed as follows:

“Time management was identified as themes significant element of the
transition from second level to higher duration, followed by written
assessments, critical thinking and conducting independent research ... time
management was found to be the challenge which take the longest to

overcome, followed by making friends’

‘Other areas identified as challenging included increased personal
responsibility, financial an social challenges ... commuting distances were
also found to have a significant impact on transition, with those committing
longer distances finding the transition more challenging than the living

closer to campus’

Measures suggested by students included:

‘[increased] higher education supports, second level academic supports,
managing expectations and engagement, and general skills preparation ...
greater support by higher education institution regarding the social aspects of

the transition, use of social media’

Suggestions by academics within the third level institutions included:
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‘in terms of being confined in their own opinions and developing necessary
skills for higher education, there were many suggestions recommending
greater use of group work, presentations and computers at second level ...
In particular the research project in the History curriculum of the Leaving
Certificate was cited by many students as being good preparation for the sort

of critical thinking and research required at higher education.’

(National Forum for Teaching & Learning, 2015, pp.57-59)

It is clear, therefore, that the concept of transition within the education system is quite
fragmented and is not likely to see a significant, coherent reform in the immediate future

as no action plans, beyond this enhancement theme which closed in 2015, have been

established.

These suggestions and comments from both students and academics resonate with the
difficulties highlighted by Smyth et al (2011) report and consequently this research study
identifies the following issues as particularly pertinent to students transitioning from
second level education into undergraduate initial teacher education and towards

professional practice:

o Transition in its own right, forms a holistic challenge for students entering

third level education for the first time;
« Collaborative activity is relatively new to new entrants;

« Engagement with modules challenges students who are required to think

critically, perhaps for the first time in relation to set module content;

« Narrative construction based on critical thinking and group processes is
not evident at second level education in Ireland and is a key attribute as

students move towards professional practice;
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« Technology is a significant challenge for students not only or institutional

engagement but also as a mode of academic expression.

The above issues and challenges are also pertinent to calls made by research in the field

of initial teacher education.

2.4 Specific Challenges for ITE Providers
The challenges that are faced by providers of ITE are numerous. Conway ef al, in a a
nine-country cross-national study identify a number underpinning principles of initial

teacher education:

« A common, clear vision of good teaching practice integrated across course

modules and teaching practice in schools.

« Clearly defined and agreed criteria for ‘good teaching' linked to wider

professional expectations and codes of conduct.

« Teaching of curriculum permeated by an understanding of the contingent
nature of learning and the impact of both the immediate and wider social

context on learning and teaching.

« Strategic initiatives to integrate foundation, curriculum/meths and teaching

practice as the three core components of ITE.

« Given the long term influence of the 15,0000 hours student teachers have
already spent in the classrooms proper tenting ITE, there must be
significant opportunity to make explicit the impact of these experience on

learning, teaching and curriculum.

« Strategies to highlight the impact of culture (cultural homogeneity,
diversity and change) in teacher education coursework and teaching

practice.
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« Well-structured alliance between universities and school built around

strong relationships, common knowledge and shared beliefs to support

ITE. (This also applies to induction and CPD)

« Use of case studies, portfolios and other projects focused on supporting the
integration of different knowledge sources on teaching learning and

curriculum emerging from schools and universities.

(Conway, Murphy, Rath & Hall; 2009, p.xix)

Developing a strategy to facilitate these principles has at its heart, the aim of building an
‘awareness of the complexities of teaching’ within trainee teachers, that ‘involves the
whole person - attitudes, beliefs and emotions’ (European Commission; 2014. p.1), where
‘learning to teach involves not only preparation for life in the classroom but for active

engagement in teaching as a professional community.” (Conway et al, 2009. p.xix).

Teacher training programmes that strive to build such awareness and prepare PSTs for in-
service teaching have been identified as developing a number of core PST competencies

and reflect the Conway et al s aforementioned underpinning principles:

*  Sound knowledge frameworks, supported by effective knowledge

management strategies

* A deep knowledge of how to teach specific subjects, connected with

digital competencies and students learning
*  Classroom/teaching management techniques

* Interpersonal, reflective and research skills, for cooperative work in

schools as professional communities of practice

*  Critical attitudes towards their own professional action based on sources
of different kind-students’ outcome, theory and professional dialogue -

to engage innovation.
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» Positive attitudes to continuous professional development, collaboration,

diversity and inclusion

» The capability of adapting plans and practices to context and students

needs.

(Ceana, 2014, pp.2-3)

A key aspect of ITE that runs through all of these principals and competencies, is the
expectation of professional educators to function as active members of collaborative

communities of practice.

2.5 Transition into Undergraduate ITE Programmes

As outlined the ability of students to make a successful transition into third level
education form secondary school are complex as are the conclusions drawn in associated
reports and emergent research (Hyland, 2011; HEA & NCCA 2013; Smyth, Banks &
Calvert, 2011). These reports indicates a number of specific areas that challenge new
entrants to third level education and it is also evident that these are concerns shared by

new entrants to undergraduate initial teacher training programs.

2.5.1 New Entrants to Undergraduate ITE Programmes

New entrants undergraduate ITE, as explored, share the same holistic concerns that the
wider cohort of new entrants to third level education experience. Also explored is a dearth
of work in relation to constructing learning environments that help students negotiate the
transition into third level education and in particular the demanding environment of ITE.
The environment of undergraduate ITE is complex. Participants, recent observants of
inservice teaching, are expected to develop 21st century skills quickly, as many of them
will return to second level education within twelve months of third level enrolment in

order to complete their first teaching practice experience.
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2.5.2 21st Century SKkills

The development of 21st Century Skills are considered a priority in the Irish education
system (DES, 2015). However, the development of a learning environment that facilities
the development of such skills is complicated by defining exactly what those skill are.
This research study considers the following to frame a loose definition of what 21st

Century Skills are:
Ways of thinking:
« Creativity and innovation
« Critical thinking , problem solving, decision making
+ Learning to learn, metacognition
Ways of working:
« Communication
« Collaboration
Tools for working:
o Information literacy
« ICT literacy

(Binkley, Erstad, Hermen, Raizen, Riply & Miller-Ricci, 2011, p.18)

Given the review of reports pertinent to the transition of second level students into third
level education earlier in this chapter, it is evident that while many of these skills have
been acknowledge as desirable, little has been done to ameliorate this dynamic. A myriad
of challenges await those who pursue the profession of teaching directly from second

level education - contained within the complex environment of undergraduate ITE.
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2.6 The Learning Environment & Social Learning Theory

The development of a learning environment, grounded in theory in Chapter 5 and
designed in Chapter 6, must take note of the professional skills that participants are
required to perform when they leave the programme they are enrolled in. As Bell (2010)

contends:

‘in the future [students] must enter the workforce in which they will be
judged on performance. They will be evaluated not only on their outcomes,
but also on their collaborative, negotiating, planning, and organisational

skills.’

(Bell, 2010, p.43)

A learning environment that nurtures such skills will require all of the components of that
environment to be engaged in a social enterprise of mutual benefit. Bell (2010) in her
research study, where she explores utilising Problem Based Learning (PBL), identifies
that a learning environment that is social in nature is creative, innovative, collaborative
and accountable (Bell, 2010). Within this study participants were highly scaffolded in
their engagement with assigned projects and roles within those assignments developing

an engagement based on

‘accountability ... through the daily goal setting, as well as through
expectation of their peers. When students work collaboratively their is an
expectation that each [student] will contribute to the project equally. the
group dynamic creates an interdependent team in which students must each
do their part, and as a result, a natural consequence exists for these students
who do not demonstrate accountability - others may no longer want to be
[grouped] with students who do not so their fair share. Therefore, peer

pressure contributes to the accomplishment of ongoing group tasks

31



Chapter 2 - Transition into Undergraduate ITE

throughout the learning process and the culmination of a shared final

product.’

(Bell, 2010, p.40)

Explored in more depth in Chapter 5, these group dynamics focused around the
development of a project or constructed artefact have the potential for shared meaning
making (Heidegger, 1962, Stahl, 1993). Contained within this process of understanding,
the group processes within a collaborative task can open up avenues of development that
stretch the collective zone of proximal development (ZPD) (Vygotsky, 1978) within the
group and the larger, associated cohort. These valuable skills lie at the very heart of the
challenges that new entrants to undergraduate ITE face as they navigate their way
towards professional practice. It follows therefore, that introducing them into an
environment that nurtures those skills as early as possible may prove beneficial over a
long term engagement with education. A subject area identified as being conducive to

developing these skills is the subject of History at second level education (NFTL, 2015).

2.7 Community Building & Social Learning Theory

Students transitioning from second to third level education are faced with significant
individual challenges, however they are also faced with the prospect of participating in
group or collaborative work as part of assessment practices in varying institutions and
their specific programmes. The aforementioned overt constructivist (Vygotsky, 1978)
dimension in the development of 21st century skills is significant in the development of
learning environments. The development of understanding through meaning making is a
socially negotiated process between actors engaged in negotiated learning environment
(Stahl, 1992, 2000). It is clear therefore that such collaborative environments are

inherently communicative in nature.
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The accountability that Bell (2010) describes is further evidence that within collaborative
learning environments relationships between participants exist and develop. It follows
that a community of learners exist with a common purpose or vision when they are
physically situated together for an assigned task. However, the commonality of vision or
goals may be determined by the long term aspirations of the participants. In
undergraduate ITE this common vision or goal exists at an individual level and has the
potential to form learning communities (Lenning & Ebbers, 1999) through engagement
with a collaborative process. The building of a community may be possible when that
interaction is associated with the development of 21st century skills - skills that demand

the characteristics of community participation and interaction (Lave & Wenger, 1991).

2.10 Designing for Transition

Helping students transition from second level to undergraduate ITE and towards
professional practice is, as explored, a complex and dynamic challenge however what is
clear is that the point of entry to that environment is the most obvious place to introduce
this process given the identified lack of continuity between second level and third level
education within the Irish education system. Student teachers in undergraduate initial
teacher education programmes are inducted into their host institution and then introduced
to the programme content. It is the contention of this research that, from the outset,
participants should enter an environment that is designed to support the development and
construction of collaborative community building centred around the development of 21st

century skills and grounded in a topic that they can negotiate together.

All of the conceptual and practical challenges identified merge together to form the
context within which this research study is situated. This dynamic environment also
forms the backdrop to which the criteria and considerations of any engagement with the

such an environment must be framed. These considerations are summarised as follows:
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« Transition: this concept has ben identified as a key consideration within
the education continuum and a significant challenge to new entrants to

undergraduate initial teacher education;

« Collaboration: a core component of the conceptual underpinnings of this
research study, collaboration is also recognised as a key skill for the 21st
century - a skill that pre-service teachers and inservice teachers alike are
expected to nurture in the students that they engage with at second level

education;

» Engagement: as identified, intersubjective engagement through
collaboration is a social process, however at both a collaborative and
individual processing level the key skills of interpretation and
understanding are also at the core of 21st century skills development. A

key subject in the development of such skills is considered to be History;

« Narrative Construction: learning to interpret information in all formats and
coherently develop a narrative that is critical and insightful forms the basis

for both academic attainment in the 21s century and for employment;

« Technological literacy: perhaps the most fluid of all the identified skills
required for the transition of second level students into third level
education and in particular undergraduate initial teacher education. It is
clear that digital literacy and the integration of technologies into
pedagogical practice are pertinent to teacher education, however
establishing practices that can help the transitional process and contribute

to the future career of participants is also important.

2.10 Chapter Summary

This chapter introduced the continuum of the Irish education system and outlined the
concept of transition in the context of that continuum. At the core of difficulties
highlighted, within the concept of inter-level transition from second to third level

education, are the development of 21st century skills. These skills were outlined and
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related to the challenges that new entrants to undergraduate initial teacher education
experience and the demands that are placed upon them when they are pre-service
teachers, as well as in the future as in-service practitioners. The development of these
skills was situated in the context of undergraduate ITE and history as a subject was
identified as a field favourable to developing 21st century skills. Expanded in more detail
in Chapter 3, research indicates that it is within social learning environments that the
development of collaborative skills, metacognitive processes and technological literacies

can flourish.

Also identified within the context of the education continuum was a dearth of research or
practical innovation to establish a transitional programme that deals with new entrants to
third level education in a holistic fashion, rather than as a part of matriculation process.
This begs the question: is there an approach that can be taken that blends the practical
demands of acquiring 21st century skills, the demands of a busy undergraduate initial
teacher education programme and the difficulties that students experience upon entry into
third level education. It is clear that some success has been had in the development of
collaborative environment and that communities, when formed, can act as a powerful
support to members of those communities. It occurs to the researcher that designing an
environment that is meaningful to participants both in a personal and professional
capacity whilst developing 21s century skills as part of that process may lead to the
development of a community of practice that could possibly support community members

as they move together towards professional practice.

In the chapter that follows, the literature on the development of such an environment will
be reviewed and act as a frame to guide the development of the characteristics of such an
environment as identified in this chapter. Furthermore the possibility of using the history
of education, a non-elective module in undergraduate initial teacher education, as a

module for the development of this environment will be explored and the possibility of
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developing a module that can help students collaboratively transition into undergraduate

ITE and towards professional practice will be investigated.
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Chapter 3: Literature Review

3.1 Chapter Introduction

As discussed in Chapter 2, the concept of transition within the continuum of education,
with particular focus on the role of educators, is filled with complexity. New entrants to
undergraduate initial teacher education (ITE) face the concomitant challenge of
negotiating their transition into third level education and the expectations of their position
within a professional undergraduate programme. As highlighted during this discussion
what became clear, by examining this complex area from the perspective of social
learning theory, were a number of key and inextricably linked concepts that frame this

difficult transitionary process.

This chapter investigates the extant literature on the four key aspects emergent from
Chapter 2 - engagement with foundational studies, collaboration, narrative construction
and the role of technology in ITE. This chapter presents a picture of a dearth of research
carried out in this area, an absence of research projects undertaken and highlights

repeated calls for such projects to be developed.

As will be presented, this literature review establishes this doctoral research project as the
first of its kind in designing a teaching and learning environment specifically targeted at
helping new entrants to undergraduate ITE transition into third level education and
towards professional practice by collaboratively exploring the history of education for

community of practice formation.

3.2 A Shared History of Education

3.2.1 The Foundational Studies in Initial Teacher Education

The foundational studies in initial teacher education (ITE) include, but are not limited to,

the sociology, psychology, philosophy and history of education. These fields of study,
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placed at the heart of teacher training programmes represent the connection between
methodology, subject expertise and the conditions that shape the required outcomes of
such programmes (Greenberg, 1965). Greenberg contends that it is only through an
examination of societal issues through the associated fields of the foundation studies, that
emergent challenges in the classrooms can be met and that only introspective examination

under intercultural conditions can facilitate development in this area (Greenberg, 1965).

Despite such discourse, the role or effectiveness of the foundational studies in ITE has
been debated for decades. Numerous reports indicate that ITE participants in both
primary and secondary teaching programmes feel that such studies bare no particular
relevance to the everyday practice of teaching (Holligan, 1997). Indeed successive
investigations conclude it is notoriously difficult to establish links between academic
performance in the foundational studies and the practice of teaching (Cortis & Slattery,
1968; Jencks, 1972; Holligan, 1997). Holligan goes further, and suggests that the weight
placed on classroom performance in ITE removed the consideration of ‘who’ and ‘why’
and a concentration on the mechanics of ‘how’ prevent explorations as ‘autonomous
professionals’ capable of introspective investigations of their own fundamental principles
(Holligan, 1997) or to learn to ‘teach against the grain’ (Cohran-Smith, 1991, 2001,
2004). Floden & Meniketti (2005) also suggest that there is a dearth of research into the
impact that studying the foundations of education can have on the teacher knowledge or

practice (Floden & Meniketti, 2005).

In many instances each of the foundational studies are taught as non-elective, stand-alone
modules and are prerequisites for professional registration as a second level teacher
(Teaching Council, 2011). However, the definition, role or indeed perceived relevance of
the foundational studies are not only debated by the students that take these classes but
also in the academic papers of teacher educators. Some believe that the role of the
foundations of education is fundamental and are inseparable or indistinguishable from

teacher education (Broudy, 1968). Contemporary developments in teacher education now
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tend towards the use of narrative inquiry and the exploration of the self within the context
of teaching (Schon, 1983; Petty, 2014). Such inquiry demands that the trainee teacher be
cognisant of the holistic demands of teaching. This perception of the foundational studies
lies in contrast to the thoughts of Warren (1982), who suggests that any investigation into
the practice of teaching may be framed through contextualisation in the foundational
studies however they are not central to the practice of teaching (Warren, 1982). Sirotnik
(1990) stands with Broudy (1968) and is harsh in his criticisms of the use of foundational
studies in initial teacher education, suggesting that students are rarely challenged to think
critically and is dismayed that this problem is decades old and unrelenting (Sirotnik,
1990). It is evident that the long lamented individualisation of teachers within teacher
training programmes has not been mitigated by opportunities to think critically about
practice through in-depth exploration of foundational studies to such a degree that
participants see a real and tangible relevance to the process. To suggest that the
foundational studies in education are not a core component of, not only teacher training
but professional practice, is to suggest that the practitioner is immune from the
naturalistic context of their profession and that the practice of teaching stands apart from

societal developments (Butin, 2005).

3.2.2 Foundational Studies in Undergraduate ITE

Where as many new entrants to post-graduate ITE may have studied one or more of the
foundational studies as part of their undergraduate education, this is not the case in the
instance of new entrants to undergraduate ITE. Such trainee teachers have recently exited
the second level education system and will not have chosen to study such subjects, indeed
for many, such studies would not have been offered to them during compulsory
education. Subjects such as philosophy, psychology and sociology are new fields for new
entrants to third level education in the Republic of Ireland. For some the exploration of
such subjects are novel and interesting. However the same cannot be said of the history of
education as a foundational subject. At second level education in Ireland, the subject of
history is viewed as interesting although ultimately far too broad to warrant the

investment of time and energy required to complete the demanding second level syllabus
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and is very often overlooked for STEM alternatives. The nature of the teaching style for
history at second level education, shaped by a rigid examination process does nothing to
mitigate this view of the subject. Perhaps further evidence of the origins of the
individualisation of teachers, discussed previously (Butin, 2005). New entrants to
undergraduate initial teacher education are surprised at the prospect of being required to
study the history of education as an non-elective module and that it is required for

professional registration (Flynn, 2015).

3.2.3 The Case of the History of Education

The history of education, above all of the aforementioned foundational studies and as a
non-elective module, ranks amongst the least favourable of all non-electives to ITE
participants (Evans & Trible, 1986; Sirotnik, 1990; Floden & Meniketti, 2005; Clarke,
Lodge & Shevlin, 2012). Formal discourse on the relevance of foundational studies to
ITE indicates that engagement with the history of education has been in decline over
recent decades (Beach & Bagley, 2012; Kerr, Mandzuk & Raptis, 2011; Crook, 2002).
The topic is considered difficult to reconcile to the practice of teaching (Flynn & Hall,
2015). Historically interventions to address engagement in this area have focused on
reflective practice (Schon, 1983; Sales, Traver & Garcia, 2011), narrative inquiry projects
(Heikkinen, Huttunen & Syrjélé, 2007; Heikkinen, Huttunen, Syrjéld & Pesonen, 2011)
and the encouragement of individual students to make sense of events experienced on

periods of teaching practice (Loughran,1995; Kottkamp,1990).

Engagement with the history of education has the potential to facilitate key learning
outcomes for pre-service teachers (PSTs) as an undergraduate community before they
transition into in-service positions where they very often are overwhelmed by the
economics of survival as a professional and can see no identifiable or tangible reason for
studying the history of education (Elliot. 1977; McCulloch, 2011). However, to dismiss
the history of education as intangible in terms of teaching practice is to assume that the

world of the in-service teachers is contained within the walls of the classroom and that
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such an environment is untouched by external influence. Indeed, that is to say that what is

observable as a students would hold true as a teacher (Lortie, 1975).

It is by studying the history of education, rooted in personal experience that opportunities
exists to relate personal experience to the role of a teacher and to challenge pre-
conceptions regarding what it means to be part of the teaching community. A community
where intercultural relations are often covert to the observing student population (Lortie,

1975, Darling-Hammond 2006).

3.2.4 Sharing history for community building though collaboration

Establishing community relations by exploring and relating a shared history is not a new
concept. The development of such practice is evident in the roots of civilisations around
the globe. The Aboriginal people of Australia share, tell and retell stories and embed their
sense of the world within their constructed narratives passing on valuable lessons to
generation after generation where everyday occurrences are explained in the stories they
tell (Geia, Hayes & Usher, 2013). The effect therefore is that the legacy, contemporary
presence and future engagement of a community exists through historical narrative. Ellis,
Bruckman & Satterwhite (1999) in their research project, The Palaver Tree Online,
established an online forum where young and old could share their experiences. In this
online space participants came to understand that despite their differences and points of
view that they were a community (Ellis & Bruckman, 2001) rather than a collection of
individuals with a shared history, contemporary community identity and that they had a
future together as a community. Sharing their history allowed them to both explore and
realise that reality. Such collaborative engagements demonstrate the power of
communicating our history in the pursuit of a common purpose, even if that purpose is
tacit. It is the collaborative process that facilitates the construction of this shared sense of
community, expanded on the continuum of past, present and future - mediated by the

negotiation of a collaboratively constructed environment (Stahl, 1993, 2000).
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3.3 Collaboration in Initial Teacher Education

3.3.1 Collaborative Practice in Initial Teacher Education

As discussed in Chapter 2 the role of social learning theory in the development of
collaborative practice is one of fundamental importance where the situation of internal
dialogue in a social, collaborative process may open up possibilities for new meanings to
emerge (Stahl, 2000). Collaborative activities in ITE are largely based on the completion
of task orientated projects where the goal is to complete the task rather than result in a
shared meaning or the development of a community. Indeed such interactions are often
guided by efforts to resolve such internal dialogue through reflective practice by
participating in a collaborative activity (Stahl, 2000). Problematically, the collaborative
activity is rarely a collaborative process and consequently the meanings are not shared,
undermining the social theory that underpins the validity of the designed process.
Ultimately such activities become co-operative rather than collaborative. Consequently,
efforts to tackle the issue of the Apprenticeship of Observation (Lortie, 1975) and the
inherently individualistic nature of teaching become frustrated at the very point of entry

in to ITE where it may be possible to challenge such practice.

Contemporary learning outcomes for student teachers are centred around reflective
practice and the development of the reflective practitioner (Schon, 1984; Petty, 2014).
However it is the contention of the researcher that without contrast in the form of a
designed collaborative process individualistic reflections can often result in a dearth of
intersubjective challenge and instead become part of the process of extending the
individual nature of the teaching profession. In addition, it is apparent that such activities
rarely extend beyond the ITE environment. The pointed end of collaboration is often

blunted by its repetitive activity rather than its constructive processes.

4



Chapter 3 - Literature Review

3.3.2 Collaborative Communities in ITE

The literature is awash with recommendations, action plans and data regarding the
induction of Newly Qualified Teachers (NQTs) into the professional teaching
environment or into communities of practice (Conway et al, 2009; European
Commission, 2012; Ceana, 2014; Darling-Hammond, 2006). However, there is a dearth
of work relating to the development of collaborative communities within initial teacher
education programmes or indeed the skills to effectively negotiate the transition from
individualism (Hargreaves, 1994) to the embryonic stages of professional practice as a
member of a professional teaching community (Conway et al, 2009), or a community of

practice (Lave & Wenger, 1991).

Opportunities to collaborate in initial teacher education do exist in projects that are
focused on challenging the preconceptions of student teachers, whilst concomitantly
developing students research skills and report writing, however, due to the nature of the
tasks assigned to participant intersubjective exchanges for meaning making (Heidegger,
1962) are limited. Olson (2000) engaged in a longitudinal study of the impact of narrative
inquiry practice (Connelly & Clandinin, 1990; Knowles & Cole, 1994) on pre-service
teachers’ preconceptions of the practice of teaching (Lortie, 1975; Olson, 1994, 2000;
Conway et al, 2009) using a co-ordinated alignment of four versions of narrative enquiry:
1) response to practicum experiences; 2) responses to readings; 3) small and large group
discussion; 4) refection papers. This structure aimed to explore tacit narrative knowledge

that is:

‘constructed from the contextual contingencies and complexities of our
individual biographies in integration with sociocultural and historical

contexts in which we live’

(Olson, 1994, p.26)
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The aforementioned study acknowledged that new entrants to initial teacher education
present with a vision of the kind of teacher that they wish to become (Joram & Gabriele,
1998; Mayer, Moon & Widen, 1994) formed during their ‘Apprenticeship of Observation’
(Lortie, 1975) - a term used to describe the impression made upon students regarding

what it means to be a teacher during their time as students, discussed later in this chapter.

In this study pre-service teachers were asked to deconstruct their preconceptions and then
construct a vision of the kind of teacher that they wished to become through a designed
narrative enquiry process that supported participants efforts to view prior experiences
from different perspective or what Conle (1996) terms as ‘resonance’ (p.229) offering
participants ‘opportunities to awaken to new understandings and begin to tell and live our

teaching stories in more informed or transformed ways.’(Olson, 2000, p.111).

The four versions of narrative inquiry were engaged in the following manner:

1. Responses to Practicum Experiences: Participants were asked to make entries into a
daily log while on teaching practice placement delineating their personal experiences
and feelings regarding their engagement with in-service practice. Olson uses these
comments as entry points to help student teachers articulate viewpoints of teachers
that they may have taken-for-granted but found those viewpoints to be not quite as

expected.

2. Responses to Readings: Participants are given to a small number of targeted readings
to explore as “Conversation Starters” and asked to give a written response to a
chapter per class - six chapters per term. Participant responses were focused by
prompt questions to avoid a summary of the chapter being read and was a graded

task.

3. Small and Large Group Discussions: The small group discussions were intended to
let participants voice their opinions on the “Conversation Starters” and then draw in
their experiences from their teaching practice diaries for discussion. This was

intended to elucidate differences not only in experience on placement but also with
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their individual preconceptions of what it means to be an in-service teacher. Large
group discussions were used as an arena for important small group focus points to be
aired a little more publicly and for the cohort as a whole to learn from each others

experiences through a process of ‘scaling’.

4. Reflection Papers: These are assignments that asked individual participants to explore
an “issue that is of interest to them: gather data on this issue through observations
with other, and through other relevant personal and professional experiences; an
interpret the data that has been collected through perspectives and relevant

readings” (p.122). These reflection papers were also graded tasks.

(Adapted from Olson, 2000)

During this quite structured process of individual narrative enquiry, opportunities for
collaborative engagement are evident. The small and large group discussions are fertile
ground for such engagement, however opportunities for the development of a shared
understanding or meaning making are limited, as the focus of such interactions is to
inform the development of the final, more personally relevant reflection paper. Olson
(2000) concludes that the overt purpose of this process is to encourage participants to

develop a practice of constant reflection.

‘Staying open to learning from their own experiences, from the experiences
others, and from professional knowledge sources requires continual
questioning, thinking about, and revising what we believe we know. Then we
will be able to imagine and live new stories of practice rather than just

unconsciously teach as they believe that they were taught.’

(Olson, 2000, p.125)

Such instances of innovation in initial teacher education are important for the

development of alternate understandings of what it means to be a teacher and to challenge
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the preconceptions that Olson’s participants commonly held. However, it is the contention
of the researcher that such engagements, while important, are unsupported post the point
of contact pertinent to the individual and therefore their is an absence of impetus to
develop relationships away from the supports of the initial teacher training programme.
Such tentative interactions are very often left to be developed by the participant or to self-
establish, most evident in the notion of the in-service ‘champion teacher’ or pioneer
educators who paves the way for others to follow. This research study is concerned with
building on the connections that Olson’s participants make between theory and practice
through shared meaning making (Heidegger, 1962; Stahl, 1993) for community of
practice formation (Lave & Wenger, 1991) during ITE so that the supports established in

ITE may permeate into in-service practice.

3.3.3 Collaboration In-Service Practice

Upon graduation from ITE programmes newly-qualified teachers (NQTs) are eligible to
apply for conditional professional registration with the Teaching Council of Ireland
(Teaching Council, 2016). When they have secured permanent Contracts of Indefinite
Duration (CID) with the Department of Education and Skills (DES) they are then

considered to be in-service teachers.

As initial members of the professional grouping, new entrants to the profession are very
often confronted with the reality of teaching to a maximum student capacity across
multiple subjects and to a full spectrum of age ranges at second level eduction. Their
initial instincts are for survival and for this they often turn to more experienced teachers
for guidance, reflective of their actions as ITE participants (Clarke, Lodge & Shevlin,
2012). This action is in many ways an emergency response to issues as and when they
arise rather than a natural action of established habit. The socio-economic pressures of
establishing oneself as an in-service teacher (McCulloch, 2011; Putman, 2012) and the

emotional pressures that process of self-establishment can bring (Hoekstra, Beijaard,
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Brekelmans & Korthagen, 2007), can very often outweigh any notion of collaborative

practice during this phase of an educators career.

However, some opportunities to collaborate do exist within the in-service community in
the form of Special Interest Groups (SIGs) and / or secondment to national government
sponsored development organisations such as the PDST or Project Maths. These specific
and targeted project groups allow teachers with common interests to apply for a
temporary release from their day-to-day classroom activities to become part of such
groups in a full-time capacity or through peripheral membership in a part-time capacity.
These groups, however, are not representative of the day-to-day interaction of in-service
teachers. What defines the everyday practice of teaching professionals is on-site
communication centred around emergent issues that require solving rather than
communal interactions that exist due to policy or established traditions. Teachers want
their professional development to mean something to them in terms of their personal
development, but also in terms of how that development can relate to their practice in the

classroom (Cameron, Mulholland & Branson, 2013):

‘teachers when planning their professional growth, should be free to choose
at least some learning opportunities focused on their personal needs as well
as opportunities with direct relevance to their classroom and pedagogy.
These perennial choices motivate the practitioner to engage in authentic
learning and should balance some of the demands made by education

systems.’

(Cameron et al, 2013, p.391)

In the development of their proposed framework for conceptualising teacher framework
Cameron et al (2013) investigated the solitary nature of teaching and the impact that this
has on the learning cycle of educational practitioner concluding that two significant

factors contributed to the solitary nature of the second level teaching profession. Initially
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geographical location is identified as a significant factor in the isolation of teachers within
schools however, a “culture of individualism” (p.381) was also blamed for the
perpetuation of individual practice (Cameron et al, 2013). Trauth (1999) discusses the
development of a shift towards organisational knowledge building rather than collective
individualism in the Information Technology domain and suggests that cultures of
individualism can frustrate the development of collaborative or organisational knowledge
building (Truath, 1999). This observation is further evident in professional teaching
practice where ambiguity concerning what collaborative practice entails can entrench
individualism (Little, 1990) and where the ‘horizon of observation’ (Hutchins, 1996), or
extent to which a physical leaning environment can be construed as a learning
environment, is unclear, blurred or perhaps so starkly established that it prohibits

intersubjective behaviour (Cameron et al, 2013).

Efforts to establish collaborative moments within practicing teaching environments are
few and far between and as Cameron et a/ (2013) delineate, such effort are routinely
undermined by issues that form the complexity of the environment of employment in the
second level education sector, particularly issues ‘associated within isolation, the costs of
professional learning, and the nexus between professional and personal needs.” (Cameron
et al, 2013). The absence of research in this area is notable and most likely reflective of
the difficulty of conducting research that can be adapted and/or adopted in cognate

settings.

3.4 Technology Enhanced Collaboration

3.4.1 Computer Supported Collaborative Learning (CSCL)

Virtual Learning Environments (VLEs) emerged on the foot of advances in technology
where students have the capacity and ability to remotely access information regarding the
course they were enrolled in. Such environments provide administrative and didactic
support for all participants both academic and student body for the completion of the

programmes of learning that they are engaged in (Fry, Ketteridge & Marshall, 2009;
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Weller, 2007) and of particular importance was their use in the development of teacher
student relationships based on content and assessment (Ozkan & Koseler, 2009). This
approach is termed as a ‘monolithic or integrated approach’ (Mason, Pegler & Mason,
2005, p.253) allowing for the holistic view of student online behaviour (Weller ef a/,
2005). However the role of the VLE has largely remained an academic administrative
tool and is not widely viewed by students as an arena within which students, and in
particularly students enrolled in professional programs are comfortable with. It is notable,
however that while VLEs are widely viewed as being in the world of academia (Timmis,
O’Leary, Weedon, Harrison & Martin, 2004), they are considered to be ‘reassuring as it
made them [students] feel part of a wider university, with the associated support’ (Weller

et al, 2005, p.257) Indeed, Weller et al (2005) conclude that:

“The results of this research may indicate a convergence in learning
environments between technological developments and a growing maturity
in the use of online technologies by learners and educators. The move
towards interoperable, service-based solutions makes the notion of a more
fluid VLE, which offers different components within the same overall
technical framework, viable. In parallel, as learners and educators become
more sophisticated with their use of online technologies, the need for
systems that are easily reconfigurable to suit the demands of a particular

leaner of cohort becomes more apparent’

(Weller et al, 2005, p.258)

Arising out of the networks within academia and the education system or the VLEs that
exist and connect institutions, Computer Supported Collaborative Learning (CSCL)
(Stahl, Koschmann & Suthers, 2006) environments have made significant inroads into
connecting participants and educators in a collaborative space where the hierarchical
nature of VLEs have been mitigated through design. Thus allowing content to migrate

beyond the classroom (McCrea, Gay & Bacon, 2000) and stretch our preconception of not
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only what teaching and learning are but also the dimensions within which such learning

occurs.

In efforts to establish the foundations of such a dynamic engagement with education
CSCL has emerged from the learning sciences as a distinct entity concerned with bringing
people together, to learn together and from each other with the help of computers (Stahl,

et al, 2006) where,

‘the idea of encouraging students to learn together in small groups has also
become increasingly emphasised in the broader learning sciences ... [and]
the ability to combine these two ideas (computer supported collaborative
learning and collaborative learning, or technology and education) to
effectively enhance learning remains a challenge - a challenge that CSCL is

designed to address.’
(Stahl et al, 2006, p.1)

To this end CSCL environments are markedly different from that of the aforementioned
VLE’s in that they conceive the role of the computer in teaching and learning as
supporting collaborative practice and scaffolding of the learning rather that of a didactical

engagement (Stahl ef al, 2006), where:

“in most cases, the role of the computer is secondary to the interpersonal
collaboration process among the students (and, ofter, the teacher, tutor or
mentor). The software is designed to support not replace these human group

processes”

(Stahl et al, 2006, p.7)
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and provides an environment wherein learning is represented as a convergence of
otherwise divergent meanings (Hicks, 1996). Ultimately, therefore, the development of a

CSCL environment is dependent upon the focus of engagement being on the,

‘meaning-making practices of collaborating groups and on the design of
technological artefacts to mediate interaction, rather than a focus on

individual learning’
(Stahl ez al, 2006, p.15)

and where,

‘particularly in the context of collaboration - meanings exist in the
intersubjective world and that they are interpreted from a personal

perspective.’

(Stahl, 2002, p.3)

3.4.1.1 Technology Enhanced Learning Environments

Technology Enhanced Learning Environments (TELEs), as Wang & Hannifin (2005)
suggest,

‘technology-based learning and instructional systems through which

students acquire skills or knowledge, usually with the help of teachers or

facilitators, learning support tools, and technological resources’

(Wang & Hannafin, 2005, p.5).

This summary reflects a number of theoretical frameworks developed in the 1990’s
(Hannafin, Land & Oliver, 1999; Savery & Duffy, 1996) that have driven technological
integration in the education sector. However, the development of theoretical frameworks
that form the foundations upon which potential TELEs may flourish have struggled to

take hold. This is perhaps best evidenced in two distinct areas. Firstly the development of
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designed innovations has been largely focused on a traditional linear format of design,
research and report (Cuban, 1986, 2001; Kent & McNergney, 1999) very often resulting
in the design innovation either being rejected or in many successful cases being regarded
as dated or outmoded by practitioners. Secondly, the advent of mobile technology and
accessibility to information systems and in particular off-site access to TELEs has meant
that the pace of technological advancement very often outstrip the capacity of educators

to keep pace with the very change that is trying to be affected.

While clearly technology has had a positive impact on education the environment
required to support technological engagement must seep beyond the traditional walls of
the education systems we inhabit (Mishra & Koehler, 2006; Kornbluh, 2008; Ayers,
1999). Therefore the development of such environments are complex (Stahl et al, 2006).
At this juncture it is helpful to consider framing a TELE in the context of ITE. Pre-service
teachers, given the professional nature of the programmes they are engaged exist in
multisite education. Very often the technology that they use in their host institution will
not reflect the technology available to them at schools and this is also the case regarding
the technology available to PSTs in their personal lives. Again these technologies may not
be available to them in a professional capacity. So, what we see is a complex and diverse
pre-service and in-service teaching environment that lends itself to technological
individualisation and can render the development of TELEs ineffective suggesting that
the very existence of technology for specific purposes does not infer the effectiveness of
such technology in practice (Collins & Halverson, 2009). Research into the impact of
TELEs in second level education or teaching practice reflects this assertion (Law,
Pelgrum and Plomp, 2008) and in a study of collaboration between second level
mainstream and special educational needs teachers the development of collaborative

relationships was found to be limited at best (Hamill, Jantzen & Bargerhuff, 1999)

indicating that TELEs at third level education and in particular initial teacher education

programmes face significant challenges (Kirschner & Davis, 2003; Wood, 1998).
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The integration of technologies, or as described elsewhere as ICT, into VLEs as either
intranet communications that serve the institutions or as repositories for students to access
lecture notes and to deposit assignments and project work for assessment is typical of
what Kirschner & Davis (2003) describe as the root of issues relating to the integration of

technologies into teaching and learning. They write:

‘as long as institutions for teacher education see the computer or ICT as an
addition to teacher training and not as something fundamental to it, the
computer [will] never become an integral well-used part of the teaching/

learning process.’

(Kirschner, 2015, p.310)

Kirschner (2015) problematises the concept of TELEs further by arguing that in a true
teaching/learning environment stating ‘from the viewpoint of teacher competences, there
is really no need for specific attention to TEL. TEL is an artefact of the times

...” (Kirschner, 2015, p.312) building on previous work that stated,

‘teachers need to integrate ICT competence into their core teaching
competences and the equational system must integrate it into the heart of
learning and teaching. What really counts at the end of the day is if teachers
and learners feel that ICT tools are a ‘normal’ part of their competencies and

not an add-on, either in a positive or negative sense.’

(Van den Dool & Kirschner, 2003)

It in incumbent, therefore, on the designers of any digitally supported learning
environment that the relationship between the learner, the teachers and the tools that
connect them are balanced and integrated, rather than bolted on or retrospectively

connected (Kirschner, 2015).
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3.4.4.2 Social media in educational collaborative activities

As problematised by Kirschner (2015) the role of technologies in the teacher’s toolbox is
complex and he points out that technologies should be as much a part of teachers’
repertoire as the use of a text book or whiteboard (Kirschner, 2015). This begs the

question: what technologies can be truly integrated into a model of teaching and learning?

Recently we have witnessed the tenth anniversary of Twitter and its meteoric rise to
prominence. The establishment of Facebook as a social norm has further cemented the
role of social media in the everyday lives of people with a large majority of students
enrolled in U.S. universities actively engaged with Facebook accounts (Aydin, 2012) and
as an educational environment Facebook has an impact upon all strata of academia
(Bugeja, 2006). Roblyer, McDaniel, Webb, Hermen & Witty (2010) indicate that
Facebook, when a concerted effort to integrate Facebook into a designed learning
environment is made, can be established as a rich and valuable resource for the connected
teaching and learning community (Roblyer et al, 2010). A study conducted by McCarthy
(2010) relating to the induction of first year students into a university culture, found that
the use of social media within a designed environment supported the aims of the study

and lead to enhanced social and academic interaction between student peers (McCarthy,

2010).

It is evident in the literature that the issue transitional practice prevails in higher
education and the introduction of new methodologies and technologies that can support
learning has been slow to materialise (Ajjan & Hartshorne, 2008; Coddington, 2010;
Moran, Seaman & Tinti-Kane, 2011; Poore, 2011). However, also evident is the
transformative potential of such measures within faculty research - if not readily rolled
out to engagement with the student population (Conole, 2011; Oblinger, 2010;

Veletsianos, 2012). These findings also support the aforementioned issues raised by
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Kirschner (2015) and the use of VLEs as components of ‘convenience and

control’ (Kennedy, Judd, Churchwood, Gray & Krause, 2006, p.15).

A pervasive communication tool, Twitter is representative of the development of a
movement towards online democratic participation in a myriad of spheres (Coiro, Knobel,
Lankshear & Leu, 2008). However the very pervasiveness of this type of social media has
placed demands upon users of same to develop digital and/or 21st century skills that
allow them to effectively engage with such technologies (Coiro, 2003, Smolin & Lawless,
2003). Nicholson & Galguera (2013) explore the experiences of student teachers use of
Twitter as part of their initial teacher training, delineating the diversity of their reactions
and the potential benefits of using Twitter as a tool in this complex environment as well
as problematising its presence. They highlight findings from the Pew Research Centre’s
Internet and American Life Project where Twitter use is twice as high in young adults
(18-29 years) as in older age groupings - the typical age profile of trainee teachers (Smith

& Brenner, 2012).

However, as Coddington (2010) alludes to, university institutions are slow to both
recognise and harness the potential of micro-blogging concepts such as Twitter (Kassens-
Noor, 2012) despite the appetite for such engagement from the student population
(Hannay & Fretwell, 2011). Furthermore is is evident that the ability to harness such
platforms, micro or otherwise, is highly desirable by the prospective employers of new
graduates (Wankel, 2009). Importantly, in instances where Twitter groups were formed as
part of a university college course, students spontaneously continued to communicate
about class content after class had concluded resulting in a strengthening of the students’
relationships both with each other and the facilitator/teacher of the that programme
(Junco, Heiberger & Loken, 2011). In addition, a separate study found that the
introduction of Twitter’s 140 character communication limit was effective in supporting
participants collaborative activities and negotiation of shared meaning, also resulting in

increased participation beyond the demands of mandatory participation (Kassens-Noor,
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2012). The use of Twitter in programmes that are pre-professional found that the use of
the platform allowed participants to engage with established professional communities
beyond the boundaries of the learning environment allowing participants to feel like they
were emergent members of those established professional communities (Dunlap &
Lowenthal, 2009). In addition, the use of Twitter has also been found to reduce feelings of
isolation due to the sense of community established through various levels or
participation in these more established networks of professionals and students (Wright,

2010).

Returning to Nicholson & Galguera (2013), their study asked student teachers to set up a
Twitter account as part of their engagement with an education programme with the aim of
getting participants to engage in policy discussions that were pertinent to their
professional work. The establishment of a Twitter account was introduced on the first day
of class and highlighted as an important tool for the students to get the most out of the
course that they were enrolled in. Students, after a short period, were required to send
tweets and re-tweets to their fellow students routed through a designated hashtag. At the
end of each month participants were required to reflect on the content of the hashtag and
what they had gleaned from the engagement. The findings are pertinent to the

development of this research study where the authors state:

‘The first month students students primarily focused on learning the
technical spaces of the tool and observing the process of integration and
knowledge sharing on Twitter. Month two led to more exploration and
understanding of the different functional uses of the tool and more awareness
of the challenges associated with its use. The final month inspired increased
risk-taking in addition to students’ strengthened awareness of the benefits

and limitations Twitter offered for supporting they professional work’

(Nicholson & Galguera, 2013, p.14)
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The authors of this study are, however, quick to point out that while the introduction of
Twitter to the programme had significant benefits in terms of reducing feelings of
isolation and increased participation within educational communities, that some students
did not engage with the platform past the requirements of the programme. The authors
conclude that this is due to a number of factors. Scaffolding of both the technical aspects
of using Twitter as well as the mode of contribution regarding tweets and retweets etc is
critical in supporting students at all levels of experience with such communication tools.
They also point to the content provided on Twitter from the course facilitator as being an
important factor in student participation. Posted content must be not only relevant - but
engaging. This brings with it an inferred requirement, although not an academic
requirement, upon the students that their content must be of a similar standard requiring
specific skills that participants may not yet have and this factors must be calculated when
constructing scaffolds for students engaged in such activities (Nicholson & Galguera,

2013).

3.4.4.3 Teachers and Technology Self-Efficacy

Mishra, Koehler & Kereluik (2009) content that educational technology can be broadly
defined ‘as the study and practice of facilitating learning and improving performance by
creating, using and managing technological processes and resources’ (Mishra et al, 2009).
They argue that technological innovations very often do not permeate education systems

or teaching practice as:

‘using the newest technologies such as mobile phones in ways that are
instructionally effective requires specific knowledge of how the technology
can be used for pedagogical purposes. Teachers are busy people with many
goals competing for their time. Educators who are not skilled beyond basic
usage will need to learn both the technology as well as how to use it
instructionally - a completely different skill.’

(Mishra e al, 2009)
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The rapid rate of change of technology (Kurzweil, 2005), is particularly relevant when
discussing teachers’ levels of technological self-efficacy. This rate of change can
discourage teachers to engage with emergent task specific technologies as they can feel
that the technology will very soon become obsolete. Indeed, in order to keep up with any
technology teachers are required to engage in a rate of continual learning or they will fall
behind and ultimately lack the technology implementation skills required to meaningfully
integrate technology into their pedagogical practices (Goldin & Katz, 2008; Kirschner,

2015).

The development of technological self-efficacy in educators must therefore move away,
in general, from task specific technologies (Kenway, 1996) to those that are pervasive
(Selywn, 2000, 2011). Aligning the development of technical competence and efficacy
with technologies that are present in the professional and private lives of pre-service and
in-service teachers is to acknowledge the impact that technological advancements have
had is not contained within domains, rather it is pervasive (Mishra et al, 2009; Qvortrup,
1984). This pervasiveness blurs the distinction, therefore, of what educational technology
means to the teaching profession (Mishra et al, 2009; Selwyn, 2011). This ‘confusion’ is
pertinent to discussions regarding pre-service teachers’ technological self-efficacy as the
technology they perceive as being educational can very often be present in their personal
lives (Smith & Brenner, 2012). To this end, self-efficacy is discussed in relation to

technologies that are not task specific or purpose built - bespoke.

Self-efficacy is considered a fundamental competence belief in one’s ability to control
processes (Zimmerman & Schunk, 2006). Elsewhere, self-efficacy is defined as ‘belief in
one’s capabilities to organise and execute the course of action required to manage
prospective situation’ (Bandura, 1995, p.2). These perspectives on self-efficacy indicate

that confidence in ones abilities is that of a belief in one’s self to complete a task within a
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specific domain (Wang, Shannon & Ross, 2013), which in turn influences the

performance of all participants within educational settings (Pajares & Schunk, 2002).

Educational settings as highlighted by the aforementioned literature are complex and
diverse, increasingly so with the proliferation of technology that is not necessarily domain
specific. In light of this, the threshold of technological difficulty that any research study
employs may have a significant impact on the success or otherwise on the teaching and
learning outcomes within that context. It is therefore incumbent on designers to consider

the practical aspects of technological engagement in educational settings as:

‘external (first-order) and internal (second-order) barriers ... If pre- and
inservice teachers are to become effective users of technology, they will need
practical strategies for dealing with the different types of barriers they will

face’

(Ertmer, 1999, p.47)

Ertmer (1999) elaborates further by delineating what such barriers constitute and offers
suggested strategies for overcoming identified first and second order barriers. First-order
barriers relate to obstacles that are non-essential to the transitional dynamic of teaching
and learning in second level classrooms (Ertmer, 1999) and often take the form of
resources that are absent or poorly structured within the environments of the
technologies’ intended implementation (Ertmer, 1999; Means & Olson, 1997). There is
also a perception amongst teachers that access to hardware and software alone is the main
barrier to the integration of technology in educational settings (Means & Olson, 1997)
belying the presence of, or indeed enhancing the impact of, second-order barriers that
may exist within that dynamic (Ertmer, 1999; Mishra et al, 2009). Second-order barriers
are described as obstacles that relate to pre-service and inservice teachers preconceptions
regarding teaching and learning. These beliefs or preconceptions may indeed not be

apparent to those facing such barriers (Kerr, 1996; Ertmer, 1999). There is therefore a
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reciprocal relationship between such barriers that cannot be ignored in the design of
educational environments that integrate technology into the process of teaching and
learning. It is clear from the literature that a common vision or goal is an important factor
in the successful integration of technology into the pedagogical practices of educators and
in overcoming the aforementioned barriers (Ertmer, 1999; Kerr, 1996; Roblyer, 1993;

Mishra, 2009; Kirschner, 2015).

In addition Ertmer (1999) calls for the development of such integrated pedagogical
practices in the development or refinement of teacher education programmes and suggests

that:

‘without these skills, and strategies for accomplishing them, teachers may
find integrated technology use too distant a goal to achieve ... by arming our

current and future teachers with knowledge barriers, as well as effective

strategies to overcome the, it is expected that they will be prepared to both

initiate and sustain effective technology integration practices’

(Ertmer, 1999, p.58-59)

An observation echoed some ten years later by Mishra et a/ (2009). It is clear from the
literature regarding teachers technological self-efficacy that a balance must be struck
between the thresholds that teachers will experience and the development of pedagogical
practices that they can emulate through participation either in initial teacher education or

during in-service continuing professional development.

3.5 Collaborative learning communities

The establishment of collaborative learning communities in educational settings has been
a long held ambition of government educational departments and influencing bodies for a

number of decades (Conway et al, 2009; Ceana, 2014). As explored in Chapter 2 and in
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earlier parts of this chapter, the advent of technology has begun to offer possibilities for
the establishment of sustainable learning communities that have a shared vision or goal
(Gilbert & Driscoll, 2002). Platforms such as Facebook and Twitter when employed in
educational settings have been identified as potential arenas for the development of
communities engaged in the practice of learning and with common aspirations, desires
and goals (Nicholson & Galgeura, 2013). In the pages of this thesis that follow, the
environments that such engagements can flourish within are explored. In particular, the
formation of communities of practice (Lave & Wenger, 1991) and the constituent learning

communities of such environments (Lenning & Embers, 1999).

3.5.1 Communities of Practice

Conway et al (2009) refer to culture in the principles they set out as necessary for
successful ITE programmes in terms of diversity, change and homogeneity. Day (1999)
suggests that while defining culture in relation to professional education environments is
difficult, it may be referred to as an environment ‘where people in the organisational
setting, characterised by the ways in which values, beliefs, prejudices and behaviour are

played out within the micro-political processes of school life’ (Day, 1999. p.78).

Given the variation in approaches to ITE across and within continents, from school to
school (Darling-Hammond & Lieberman, 2012), it is evident that culture, regardless of its

exact definition, plays a key role in shaping collaborative communities of practice.

Introducing, therefore, new entrants to educational communities is an important process
given the multitude of micro-cultures that can exist from school to school, college to
college etc. Processes of induction allow new members of such communities to
familiarise themselves with the nuances of the community and vice verse (Nias,
Southworth & Yeomans, 1989). However familiarisation is not induction into a
community of practice, rather induction into a collegiate environment or what Fielding

(2000) elucidates as a ‘functional relationship’ (MacMurray, 1961) within which change
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can dissolve relationships and where communal or ‘personal relationships’ (MacMurray,

1961) are enriched by change (Fielding, 2000).

Wenger (1998) in Communities of Practice, espouses a theory of social learning where
participation is key to a constructed meaning between participants. Actively participating
in a learning community is therefore a manner of social development and educational
endeavour (Wenger, 1998). Lave & Wenger (1991) have defined learning communities as
a ‘set of relations among persons, activity and world, over time and in relation with other
and overlapping communities of practice’ (Lave & Wenger, 1991. p.98) where scaffolded
peripheral participation in a community is the foundation upon which full participation
can be built. Encouraging initial peripheral participation is therefore a key tenet of

developing learning communities or communities of practice.

Hargreaves (1994) discusses the nature of educational communities in terms of
individualism and collaboration. He describes individualism in such an environment as

essentially taking three distinct forms:

e Constrained Individualism - the individual rooted in situational or

imposed constraints;

+ Strategic Individualism - the individual is measured in responding to the

demands of their working environment;

+  Elective individualism - it is the preference of the individual to work

alone with all of the time of some of the time.

(Adapted from Hargreaves, 1994, p.172)

Hargreaves’ identification of these strata of community based individualism are made, not

withstanding the physical condition of the employment site where individuals may be
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physically isolated from a community due to the position of buildings and remote

interaction (Nias et al, 1989).

Also evident in the work of Hargreaves is the concept of collaborative cultures in
education communities where relationships are founded upon spontaneous events that
occur regardless of location and time (Hargreaves, 1994). Hargreaves also discuss the
impact of directives that stipulate individuals participation with other individuals and
labels it ‘contrived collegiality’ where participants are compelled to participate in
incidents of collaborative activities which can often result in longer term inflexibility and
inefficiency (Hargreaves, 1994). While not in opposition to Hargreaves’ position, Day
(1999) suggests that despite the coercive nature of ‘contrived collegiality’ or contrived
collaborative situations, these situations may act as instances where participants can make

inroads to becoming active members of more spontaneous communities of practice (Day,

1999; Hargreaves, 1994).

The relationship between collaboration and collegiality is fraught with tension over
definition. Fielding (1999) questions the interchangeability of the terms collaboration and
collegiality. He goes further during an investigation into student/teacher relationships, and
contends that an environment of ‘intermingling and interdependence’ where a ‘joyfully
felt mutuality’ is experienced by all participating, a radical collegiality, is transformative

and transcends the boundaries of collaboration and collegiality defined elsewhere.

(Fielding, 2004, 1999)

Lenning and Ebbers (1999) contend that any transcendence of collegiate boundaries in
pursuit of the establishment of a holistic learning community or community of practice is

dependant upon the formation of four distinct learning communities:

63



Chapter 3 - Literature Review

e Curricular Learning Communities - such communities consist of students
who are enrolled together in two or more modules that draw on different

disciplines.

* Situational Learning Communities - are a community of learners where the
classroom or situation is the axis around which all interaction is based. In this
environment co-operation and group activities are shaped by pedagogical

direction.

* Student-Type Learning Communities - this distinct learning community
grouping defines the group as having a common purpose or goal. A shared
interest and reason for enrolling in a programme or co-enrolling in a number

of modules.

* Residential Learning Communities - are learning communities that provide
opportunities to engage in learning content and activity away from the
physical constraints of the classroom, usually when living in close proximity

to one another.

(Adapted from Lenning & Ebbers, 1999, p.15-48)

Leaning and Ebbers’ description of learning communities are further enhanced by
developments in recent decades with regard mobile technology particularly in relation to
residential learning communities where communication between community members is
not bound by physical presence or instances of face-2-face interaction and is a further

example of the prevalence of Wengers’ contention (Wenger, 1998).

3.6 Storytelling for Community Building

Explored in detail in Chapter 5 of this thesis, narrative is ‘concerned with the production,
interpretation and representation of storied accounts of lived experience’ (Shacklock & Thorp,
2005, p.156). By engaging in storytelling as a communicative process then participants in that

process can come to an understanding of other peoples lives (Phoenix, 2008; Riessman &
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Speedy, 2007). Storytelling as a process of narrative inquiry in an educational setting is
therefore an inherently engaging and participatory process. Our lived experiences can be
narrated in many forms however oral history has become prevalent in recent years (Thompson,
2000) where biographical interviewing has become a mainstay of qualitative research in that
field (Roberts, 2002). Fundamentally the development or communication of narrative is a means
of making sense of the world and relating that meaning to others (Bruner, 1986, 1990; Squire,

2008) - the building of communities.

3.6.1 Autobiographical Narration

Autobiographical narrative construction is situated within the experiences of the
individual and is constructed in a manner through which that individual makes sense of
the world at the moment of telling (Bignold & Su, 2013). It is the immediate telling of
story that Bignold & Su (2013) acknowledge as contributing to the limitations of
autobiographical story telling in their research study and describe the difficulties
associated as being ‘open to fabrication, inaccurate memories and concealment of event
and facts.” (Bignold & Su, 2013, p.406). They introduce an interview process into their
research methodology in order to mitigate this difficulty and gain a fuller, clearer insight

into the historical educational experiences of the participants in their study.

In the course of their discussion the researchers highlight three challenging areas when
using narrative approaches in educational contexts. The first challenge they highlight is
how best to present the participants’ historical experiences within the designed
educational environment - to ensure that the participants voice remains that of their own -
remain authentic and suggest a structured refinement process that involves the original
author questioning assumption and or conclusions. Secondly, the role of the narrator in
actually reflecting the contextual complexities of the historical experiences. In order to
mitigate this concern the authors suggest grounding any historical autobiographical
construct in established research concerning the internal fabric of the narrative. The third
concern voiced by the authors of this research study is that of how to ensure the validity

of the narratives stating that as a researcher one’s own position is ‘crucial to the validity
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of the studies, particularly given the close involvement with the participants a members of

the [two] communities being researched’ (Bignold & Su, 2013, p.410).

In the case of this research project, interviews validated the content of the
autobiographies and careful negotiation of the interview process in line with established
methodology for such engagement is suggested as a measure to be taken by others

engaged in such activity (Bignold & Su, 2013).

3.6.2 Collaborative Story Building
“How people are positioned in any situation depends on the personal
characteristics of all individuals concerned, their personal history, their

preferences and their capabilities”

(Barnes, 2004, p.3)

Autobiographical narration can be considered a form of self-study where an individual
can participate in a process of reflection, self-examination and self-evaluation allowing a
participant to come to an understanding of how and why they hold certain beliefs and take
particular position in relation to their engagement with educational environments
(Pinnegar & Hamilton, 2009). A study conducted into how teachers learn about their
sexual identities through collaborative storytelling extends introspective dynamic to that
of a group dynamic and aimed to examine personal experiences to create new meaning

though participation in a designed learning environment (Masinga, 2014).

Pithouse (2011) suggests that storytelling can help teachers to remember and and interact
with memories in manner that can facilitate challenge not just to the memories being
explored but to the impact of those memories and experiences on preconceptions of
teaching and learning (Pithouse, 2011). In her study, Masinga (2014) asked participants to

share their stories. These stories were then compared to the stories of others in the group
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offering opportunities for a ‘collective examination of the memories in which the
memories are theorised and new meanings result.’(Onyx & Small, 2001, p.775, cited in
Masinga, 2014, p.38). She then describes a process of collaborative reconstruction of the
collective histories being narrated as a process collaborative negotiation for meaning
making (Masinga, 2014). Underpinning the development of this collaborative
reconstruction is the work of Lapadat, Black, Clark, Gremm, Karanja & Quinlan (2010).
The authors contend that ‘the telling of one’s story is both a construction of self and a
performance of self, in which the listener/reader/viewer is implicated as witness,
audience, collaborator, and co-constructer.’(Lapadat et al, 2010, p.78). During the course
the study participants developed a deeper understanding of themselves informed by those
who listened, gave feedback, constructively challenged and collaboratively reconstructed
their perceptions of their lived lives up to that point - all though a process of collaborative

story building (Masinga, 2014).

3.8 Building a Clear Vision of Professional Teaching Environments

The role that the development of professional experience in school-based placement plays
in the development of trainee teachers has been a contentious issue in ITE for decades
(Southgate, Reynolds & Howley; 2013). Questions regarding how student teachers best
learn how to teach, where school placement should occur, the duration of placement,
whether this experience should be an individual or collaborative experience, are prevalent
in the literature and remain unresolved (Manndag, Deinum, Hofman & Buiting; 2007).
Darling-Hammond and Lieberman (2012) in their edited study of eight high performing
OECD countries: Australia, Canada, Finland, Hong Kong, Singapore, United Kingdom
and the United State of America, conclude that their are a signifiant variations in how
countries approach these issues (Darling-Hammond & Lieberman; 2012). However
within theses variances there exits a consistent theme, that of how to enable pre-service
teachers to successfully negotiate the transition between ITE and professional teaching

environments. As Hammerness suggests:

‘the well documented prospective teachers’ experience of reality shock could

be the result of only learning about the bureaucratic nature of schools, the
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isolation of the profession and the ambiguous nature of teaching ... but
could also result from the gap between teachers’ own visions and their

current realities’

(Hammerness, 2003, p.54)

This ‘reality shock’ is also evident in the transition between second level education and
third level education, particularly within the continuum of the Irish Education System

(Hyland, 2011).

Strategies such as gradually integrating PSTs into in-service action research groups have
been successful in Finland (Sahlberg, 2012). Gently and carefully constructed vision of
in-service professionalism in a global context helps student teachers in Singapore to
transition into professional teaching environments (Goodwin, 2012). In the United States
movements towards alternatives to formal teacher training colleges in a decentralisation
of teacher training, is underway (Imig, Wiseman & Imig, 2011). Here too, a central
concern of ITE providers is the introduction of NQTs to life as a professional second level

educator.

Darling-Hammond & Lieberman pay particular attention to the culture of professionalism
in teacher education programs and the role that action research in educational
communities can play in the successful transition from teacher training to a professional
teaching environment (Darling-Hammond, 2012; Salhberg, 2012). It follows therefore
that the development of a culture of community practice is at the very core of the

aspirations Conway et al (2009) set out.

3.9 Chapter Summary

What is clear from this review of relatable literature is that the concept of
autobiographical storytelling has the potential, when carried out in a designed,
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collaborative learning environment, to help participants challenge preconceptions of what
it means to be an educator, particularly within the second level education system. In
addition this process of collaborative storytelling when supported by a CSCL
environment and rooted in historical fact has the potential to develop learning
communities that when considered as sequentially constructed have the potential to be the
foundation upon which an emergent community of practice (Lave & Wenger, 1991) can

be formed in an undergraduate initial teacher training programme.

This literature review has also highlighted some key issues that are pertinent to the
development of any designed learning environment that wishes participants to engage in a
collaborative exploration of the history of education grounded in participants own

biographical experiences:

« collaboration is potentially key to challenging preconceptions regarding

the practice of teaching;

« engaging with established historical content can aid this collaborative

process and intern develop the individual as a learner within this dynamic;

« narrative construction has the potential to present opportunities for both

introspective and intersubjective meaning making;

« technologies utilised in such a design learning environment must be
relevant to the lives of participants and not task specific - they must be

within the domain of the participants.

The complexity of the literature reviewed is reflective of the complexity of the teaching
continuum and the experiences of those engaged in that environment. It is evident that
any effort to aid the development of collaborative communities of learners at any point in
the teaching continuum requires a methodology that can withstand the complexity of such

environments and at the same time be responsive to changes that occur within the
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learning environment. This review highlights the importance of any research process to
be an iterative, collaborative research process between researcher, participants and the

designed environment.

As a result, based upon the above key issues emergent from the literature review process;
the discussion in Chapter 2 regarding the transition of second level students into the pre-
professional dynamic of undergraduate initial teacher education; and the resultant
methodological requirements of any research to be carried out, the next chapter delineates
the selection of a design-based research approach to addressing the central research
question of this thesis: how can a collaborative engagement with the history of education
help new entrants to third level education transition into initial teacher educational and

towards professional practice?
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Chapter 4: Methodology

4.1 Chapter Introduction

Emergent from the literature review conducted in Chapter 3, are a number of key issues
highlighting aspects of concern for educators within the teacher education continuum. As
discussed in Chapter 2 where an examination of the continuum of education with a
particular emphasis on transition into teacher education, difficulties experienced by
students transitioning into undergraduate education as they move towards professionalism
were elucidated. This chapter, resultant from the aforementioned, outlines and explains
the selection of Design-Based Research (DBR) as a research methodology best suited to
addressing the research question at the centre of this doctoral thesis: how can a
collaborative engagement with the history of education help new entrants to third level

transition into ITE and towards professional practice?

This chapter highlights the necessity of examining the problem being researched in
context, explains the relevance of DBR methods to researching in such an environment as
well as outlining the limitation and challenges of using such an approach. Data gathering
techniques are defined and ethical considerations detailed. The chapter begins by
situating the research question in the natural environment of its genesis prior to
elucidating considerations given to selecting design-based research as a research

methodology.

4.2 The Research Problem in Context

This research study is focused on one central research question: How can enhanced
engagement with the history of education help pre-service teachers (PSTs) transition into
a professional undergraduate initial teacher education (ITE) programme and towards
professional practice? Seeking to understand the impact that a collaborative engagement
with the history of education has on the transition of new entrants into undergraduate ITE,

this study iteratively developed, in partnership with undergraduate pre-service teachers, a
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process of engagement with the history of education in a computer supported learning
(CSCL) environment that explicitly facilitates transition into third level education and

towards professional practice.

4.3 The Naturalistic Context of the Research Problem

4.3.1 Initial Teacher Education

Across Europe initial teacher education is dominated by the consecutive model of teacher
training (Ceana, 2014). The provision of the concurrent model, as a route towards
professionalism is limited and country specific. In the Republic of Ireland this trend is
evident. Undergraduate initial teacher education in particular is a complex entity. As
Schon argues, initial teacher education is a complex and messy environment with
multiple stakeholders, demands on pre-service teachers and the professional nature of

programmes that they are engaged in (Schon, 1983).

As explored in Chapter 2, concurrent or undergraduate ITE is further complicated by the
fact that participants have just exited the second level education system that they will be
asked to return to on teaching practice. Such trainee teachers have not had the opportunity
to distance themselves from that environment for any significant period of time. The
learning environment for an undergraduate pre-service teachers is therefore an extremely

dynamic entity that requires participants to adapt quickly and deftly.

4.3.2 The Apprenticeship of Observation

This transition into tertiary education and and towards profession is further complicated
by the participants experience of teaching at second level. This period of time can range
from twelve to fifteen years and have a significant impact on pre-service teachers
perceptions of best professional practice (Lortie, 1975; Darling-Hammond, 2000, 2006).
Further to this, the development of teacher training programmes in recent decades has

focused on longer and longer periods of teaching practice for pre-service teachers. In the
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case of undergraduate trainee teachers this returns them almost immediately to where
they observed teaching practice and where they turn to seasoned practitioners to instruct
them on methodology and classroom management. They learn on the job from those who
are in the job. Consequently undergraduate pre-service teachers establish an attitude of
peripherality to the foundational studies in education and see methodology and classroom

management as the core elements of teacher training.

The concept of collaboration is therefore reduced to that of a short term knowledge
exchange relationship and a return to isolation within the classroom environment.
Exceptions to this are, of course, evident in many schools however in the Republic of
Ireland the nature of matriculation into third level education has established a culture of
teaching to the exam which in turn has further marginalised the foundational studies in
education, in particular the history of education, in an environment that views the
profession of teaching as an independent activity rather than that of members of learning

communities where the active stakeholders include the students.

4.3.3 The Undergraduate Status of Pre-Service Teachers

As explained, the complex nature of the environment of undergraduate initial teacher
education for new entrants is, in the case of this research study, further complicated by
the fact that new entrants to such programmes are entering into third level education for
the first time in comparison to those participating in the dominant consecutive model of
teacher training where the majority of participants have acclimated to life at this level
over the course of an undergraduate degree and or a postgraduate course of study prior to

entry.

Students in such undergraduate ITE programmes are grappling with their new
environment, academic demand and new social lives that they did not perhaps have to
deal with at second level. Teacher training programmes are professional programmes and

new entrants are expected to be able to teach in a functioning second level school at the
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end of the programme. Hitting the ground running is imperative. Therefore, the transition
that student teachers make from second level into third level and towards professionalism

is difficult, messy and utterly complex in undergraduate initial teacher education.

The real world naturalistic context of this research study contains multiple interdependent
variables that are complex, dynamic and reflect the reality of the challenges that face both
teacher educators and pre-service teachers in real-life in initial teacher education
programmes. As a consequence, a methodology that can accommodate such complexity
through design flexibility and an iterative process was required. In addition, the design

methodology would need to be able to accommodate unforeseen variable as they emerge.

4.3.4 Educational Technology

Educational technology has developed exponentially, particularly in recent decades. The
development of investment programmes in ICT for pre-service teacher training and
investment in inservice are evident. However it still remains that the pervasiveness of the
development of mobile technology in particular, has not penetrated the second level
school system in the Republic of Ireland and other European member states to any
significant degree (Rizza, 2011). Indeed, the degree to which the pervasiveness of
technology has penetrated both private life of the student and the teacher may perhaps
mirror the preconception that the history of education has no baring on the professional
lives of teachers and perhaps that technology is within the realm of privacy rather than

professionalism.

4.4 Responding to the Problem

4.4.1 Linking Theory and Practice

The methodology selected would need to have the capacity to create a fusion of theory
and practice at the nexus design and participation. In the case of this research study,

addressing the central research question: how can a collaborative engagement with the
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history of education help undergraduate pre-service teachers transition into this level
educational and towards professional practice?; may lead to a concomitant contribution
towards both theory and practice and where participants gain important professional skills

in the process.

A key methodological requirement is the ability of a design to be able to respond to near-
significant requirements and at the same time have a distant-relevant impact (Barab &
Squire, 2004). The complex, fast paced and demanding nature of initial teacher education

as a naturalistic context requires a methodology that can satisfy such considerations.

4.4.2 Practical Application

A key consideration is the ability within any research methodology to facilitate
practicable impact. The concept of effecting ‘near-significance’ (Barab & Squire, 2004)
where ‘the buzzing, blooming confusion of real-life settings where most learning actually
occurs’ (Collins, 1999) can be explored in depth, while concomitantly examining the
‘distance relevance’ (Barab & Squire, 2004) the impact of any attempts to affect the
central research question. The practical application of any selected methodology would
therefore be subject to scrutiny in its attempts to ‘generate evidence-based claims about
learning that address contemporary theoretical issues and further the theoretical
knowledge of the field.” (Barab & Squire, 2004).The methodology selected would need to
facilitate the symbiotic relationship between theory and practice as it exists in the world
where the ability of innovations are weighed on their effectiveness in the lives of those

who participate (Dewey, 1938).

4.4.3 Adaptability and Adoptability

Educational settings are complex environments with multiple stakeholders and a diversity
of agency within the everyday setting. The selection of a research methodology must

consider the naturalist context not only of the research problem and its proposals to
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address the problem but also the problem as it evolves beyond the naturalist context of its
contested setting. Therefore the development of a defined solution to the problem must
not be the end goal of the research study, rather an iteratively refined design contribution
that remains useful even when applied to new local contexts (Barab & Squire, 2004) and
as a consequence underpin any theoretical contributions through a robust flexibility in a
new local context, facilitating an adoptability and usefulness far beyond the life cycle of

the research study.

4.5 Selecting the Methodology

Examining the research problem reveals that the nature of any intervention in an
educational environment is dependant on multiple variables and is in a constant state of
refinement and improvement. Responding to the problem of engagement with the history
of education and the difficult transition that students make from second level into
professional programmes, in particular undergraduate initial teacher education, requires a
methodology that can cope with the ‘complexity, fragility, messiness, and eventual
solidity of the design and in doing so in a way that will be valuable to others.” (Barab &
Squire, 2004). The exploration of methodologies that may present an opportunity do so

included:

» Action research allows a partitioner/researcher to effect change by addressing real-
world problems in naturalistic contexts. A change in the learning environment is
introduced and the practitioner/researcher documents the ramifications that change to
try and understand the impact on the learners and/or their own practice. The
practitioner/researcher is not engaged in research with the participants or indeed in
the pursuit of making a contribution to theory in the field although may do so by
involving researchers post action, with local improvements in the participants field

then facilitated through presence of the researcher (Kemmis & McTaggart, 2000).
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» Formative research is, as an entity, iterative and involves systematically improving a
design applied to improve local practice. However, the goal of formative research is
not to generate insights or contributions to theory in the field but rather to improve

the practice of design and application.

However both methodologies only provid opportunities to explore certain aspects of the
problem identified at specific points or from certain perspectives and contribute in
different if complementary arenas. The ability to adapt in-design or to mirror the real-life
messiness of initial teacher education, iteratively refine a design intervention and with a
common goal of contributing to the theory of the field requires a research methodology
that encompasses all that is good about formative and action research. The decision to
adopt design-based research as the research methodology to support the researcher was
based therefore on it its ability to facilitate the naturalistic context, establish a design
model that linked theory and practice while maintaining the goal of contributing to theory

in the field of educational research.

The iterative nature of design-based research would support the researcher in efforts to
develop and refine the effect of the design intervention to help pre-service teachers to

transition from second level education into undergraduate initial teacher training and to
establish the history of education as a robust and appropriate space for that transition to

occur,

4.6 Design-Based Research

4.6.1 Design-Based Research - Provenance

Not listed as mainstream qualitative research methodology in educational research
(Creswell, 2007) design-based research has, in recent years gained considerable traction
in educational research literature providing researchers with an opportunity to address

complex problems in-situ and take into consideration the naturalistic contexts that
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influence not only the problem in hand but the proposed efforts to effect change (Barab,

2006).

It is this recognition of the complexities of educational research and the limitations of
effecting change when the initial problem is removed from the naturalistic context that
prompted Ann Brown to carry out what she and Allan Collin referred to as ‘Design
Experiments’ (Brown, 1992; Collins, 1992) in an attempt to make, not only a practical
impact, but to link theory to practice in a meaningful way so that others may benefit from
the insights gained (Brown, 1992; Collins, 1992). The naturalistic context of education is
inherently repetitive given curricular and academic assessment regulatory responsibilities
and therefore a research methodology that is improvable, adaptable and adoptable over
time and from context to context is desirable. Indeed as Cobb et. al. (2003) states: ‘the
design context is subject to test and revision and the successive iterations that result play
arole similar to systemic variation in experiment’ (Cobb et. al., 2003) establishing the
link between the design context and the theoretical position to which it is anchored is key.
Cobb et al (2003) make the point that scientific rigour is necessary for the outcomes to be
anything other than something that just worked (Cobb et. al., 2003). As Barab (2006)
states that ‘in complex learning environments it is difficult to test the casual impact of
particular variable with experimental designs’ (Barab, 2006, p.155), where the individual
or group of individuals and the learning environment are inseparable (Brown, Collins &
Duguid, 1989). However restricting the insights gained in the localised learning

environment does not complete the intention of DBR as Barab & Squire (2004) elucidate:

“Although providing credible evidence for local gains as a result of a
particulate design maybe necessary, it is not sufficient. Design-based
research requires more than simply showing a particularising works but
demands that the researcher (move beyond a particular design exemplar to)
generate evidence based claims about learning that address contemporary

theoretical issues and further the theoretical field of knowledge”

(Barab & Squire, 2004, pp.5-6)

78



Chapter 4 - Methodology

Variants of design based research variants have begun to emerge as ‘design predominates
as a systematic approach to innovation in contemporary learning technology

research’ (Long et al., 2015).

Essentially what design-based research is good at, is communicating the contextual
particulars of a learning environment and the theoretical insights gained through the
process to the wider educational community in the form of an adaptable and adoptable
design. Design-based researchers place themselves at the centre of the problem where all
of the craziness of life is buzzing around. It is this space where complex educational
issues exist and therefore DBR is well positioned to explore pertinent educational
challenges. diSessa & Cobb go so far as to say that ‘work of this type can be demanding

in that it involves ‘building the place while flying it” (diSessa & Cobb, 2004).

4.6.2 A Profile of Design-Based Research

Building on the historical development of design-based research, this now established
research methodology (DBRC; 2003) can be defined as ‘a series of approaches, with the
intent of producing new theories, artefacts and practices that account for and potentially
impact learning in naturalistic settings’ (Barab & Squire, 2004). Design-based research
does not just deal with events, research or work that occur in naturalistic settings ‘rather,
that the work transacts with these settings such that the design, the problem, and even the
theory are fused with these settings in ways that are not easy to disentangle’ (Barab,

2006).

Fundamentally design-based research is characterised by its transactions with real-world
learning environments (Collins, Joseph & Bielaczyc, 2004). The Design-Based Research
Collective (2003) identify the location of a real-world learning environment to be that of

an ‘authentic setting’ (DBRC, 2003) The complexity of such an authentic location or real-
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world learning setting is explored further by Wang & Hannafin’s (2005) characterisation
of design-based research as they set out five key area that define the methodology for

researchers (Table 4.1).

Charactertitcs Explanations
Pragmatic  Design-based research refines both
theory and practice.

« The value of theory is appeared by the
extent to which principles inform and
improve practice.

Grounded « Design is theory-driven and grounded in
relevant research, theory and practice.

» Design is conducted in real-world
settings and the design process is
embedded in, and studied through,
design-based research.

Interactive, iterative, and flexible » Designers are involved in the design
process and work together with
participants.

» Processes are iterative cycle of analysis,
design, implementation, and redesign.

« Initial plan is usually insufficiently
detailed so that designers can make
deliberate changes when necessary.

Integrative » Mixed research methods are used to
maximise the credibility of ongoing
research.

» Methods vary during different phases as
new needs and issues emerge and the
focus of the research evolves.

« Rigor is purposefully maintained and
discipline applied appropriate to the
development phase.

Contextual « The research process, research findings,
and changes from the initial plan are
documented.

» Research results are connected with the
design process and the setting.

« The content and depth of generated
design principles varies.

« Guidance for applying generated
principles is needed.

Table 4.1: Characteristics of Design Based Research (Wang & Hannifin, 2005, p.8)

Any theoretical outcomes of a design-based research project are directly measurable to

the extent to which fundamentals of the theory develop and apply in practice (Cobb,
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Confrey, diSessa, Lehrer & Shauble, 2003). Effectively asking not only if a theory is
effective in practice but also the extent to which the theory works in everyday practice
(Wang & Hannafin, 2005). Therefore, theory and practice cannot be divorced within a

design-based research project (Brown & Campione, 1996).

Design-Based Research Collective (2003) propose five characteristics that constitute

good design-based research in practice:

* The central goals of designing learning environments and developing theories or

“prototheories” of learning are intertwined.

* Development and research take place through continuous cycles of design,

enactment, analysis, and redesign (Cobb, 2001; Collins, 1992).

* Research on designs must lead to shareable theories that help communicate relevant

implications to practitioners and other educational designers.

* Research must account for how designs function in authentic settings. It must not
only document success or failure but also focus on interactions that refine our

understanding of the learning issues involved,

» The development of such accounts relies on methods that can document and connect

processes of enactment to outcomes of interest.

(The Design-Based Research Collective, 2003, p.5)

Collins, Joseph & Bielaczyc (1999, 2004) set out seven practical, field characterisations
of design-based that embrace the Design-Based Research Collectives’ identification of

guidelines for conducting good design-based research in practice. (Table 4.2)
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Guideline Action

Implementing a design « Identify the critical elements of the
design and how they interact.
Characterise how each was addresses in
the implementation.

Modifying a design « If elements of a design are not working,
modify the design.

» Each modification starts a new phase.

 Characterise the critical elements for
each phase.

 Describe the reason for making the
modifications

Multiple ways of analysing the design « Cognitive

« Resources

« Interpersonal

« Group or classroom
 School of insitution

Measuring dependent variables  Climate variables
« Leanring variables
» System variables

Measuring interdependent variables « Setting

« Nature of learners

« Technical support

« Financial support

« Professional development
« Implementation path

Reporting on design research Goals and elements of the design
Settings where implemented

« Description of each phase

» Outcomes found

 Lessons learned

¢ Multimedia documentation

Table 4.2 Field Characterisation of Design-Based Research in Practice (Adapted

from Collins, Joseph & Bielaczyc; 2004, p.33)

The practical application of design-based research is, therefore, dependant on multiple
interdependent variables arising out of an authentic complex relearning environment. The
iterative nature of the design process or the “progressive refinement” (Collins, et al, 2004)
allows the researcher to take stock of the experiment and revisits the transitional

relationship that defines design-based research (Barab, 2006) (Figure 4.3).
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" tteration 2

rteration 1

Figure 4.1: General Characterisation of Design-Based Research (Adapted from

Barab, 2006, p.157)

4.6.3 Connecting Theory and Practice

A grounded design-based research project ‘is conducted in real-world settings and the
design process is embedded in’ (Wang & Hannafin, 2005, p.8) such settings. This
transaction between the problem the research is addressing, the theory and the design is a
fluid and interactive relationship (Barab, 2006) that requires a design to argue the design
merits in terms of “near significance and distant relevance” (Barab & Squire, 2004, p.
157). Participating in this argument allows the researcher to construct an intervention that
can act as an interpreter between the researcher, the problem and the naturalistic context.
This dialogue can therefore uncover how teaching and learning took place and what the
wider effects of the learning design are. Connecting practice with theory though the

design.

A central aims of this research project was design a collaborative story-exchange

intervention that would help students make the difficult transition from second level

83



Chapter 4 - Methodology

education into undergraduate education and towards professionalism by forming key
interconnected learning communities (Lenning & Ebbers, 1999) in their first three months
in undergraduate education. Connecting theory with practice, this central aim would make
a significant contribution to the theory of transition into undergraduate learning
communities in undergraduate initial teacher education. As explored in Chapter 2, the life
of an undergraduate preservice teacher is incredibly complex as are the challenges that
they face. Therefore as Barab (2006) suggests, ‘from this perspective, examining teaching
and learning as isolated variables within a laboratory or other artificial context will
necessarily lead to understandings that are incomplete’ (Barab, 2006, p.154) and so the
development of a DBR intervention must make ‘sense of what is happening in the
complex, more-or-less real world instructional setting which a design is

conducted.’ (diSessa & Cobb, 2004, p.99) in any effort to address a real world problem.

Viewing DBR as interventionist (Dede, 2004) where the researcher is embedded in the
process this DBR intervention follows a social constructivism approach. As a
consequence this research project was well placed in the host universities’ School of
Education where the development of undergraduate and post-graduate pre-service
teachers is inspired and shaped by Vygotskian principles. The complexity described infers
a demand that any intervention support ontological multiplicity and, in practice,

ontological innovations (diSessa & Cobb, 2004).

4.6.4 Design-Based Research in Practice

The decision by any researcher to engage in design-based research demands that the
researcher acknowledge that the epistemological rigidity normally associates with
educational research is overpowered by a necessity to embrace a multiplicity of
methodologies or as Wang & Hannifin (2005) succinctly point out, ‘in many ways,
design-based research is intrinsically linked to, and its development nourished by,

multiple design and research methodologies.” (Wang & Hannifin, 2005, p.6).
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Developing a coherent theoretical framework that from a reciprocal bond between theory
and practice is imperative and as such a design-base research project ‘that advances
theory but does not demonstrate the value of the design in creating an impact on learning
in the local context of study has not adequately justified the value of theory’ (Barab &
Squire, 2004, p.6) or in other words, ‘the theory must do real work.” (Cobb et al., 2003, p.
10). This is a fundamental tenet that anchors design-based research in the pragmatism of
Dewey (DBRC, 2003, Barab & Squire, 2004). This is further echoed by Edelson,
asserting that given the dynamic environment of educational research in practical settings
the questions that drive the exploratory nature of the research should be responsive to the
data the research generates in that the design should be flexible enough to cope with
change in unforeseen circumstances (Edelson, 2002). This position cements the selection

of this methodology as constructivist and pragmatically flexible.

Is is this flexibility that characterises design-based research and allows design-based
researchers to draw on a mixed methods approach. (Brown,1992; Herrington, et al., 2007;
Barab, 2006) In many designs both qualitative and quantitative methods compliment each
other and provide a rich interpretation of the outcome of the design intervention. ‘In
design-based research, methods and analytical procedures are selected and applied
because of their utility for furthering the reproach project rather than because of their

abstract “power” or refinement.’(Herrington et al., 2007).

In essence what works in the naturalistic context, works. Consequently the techniques
used to gather data will vary from project to project and from implementation phase to
implementation phase (Herrington et al., 2007). This allows the researcher to act when
issues arise within the design and to consider alternate methods of data collection and or a
change in the intervention (Collins ef al., 2004). Here the use of ethnographical data can
aid the researcher in developing a ‘rich discretion that makes it possible to understand

what is happening and why.’(Collins et al., 2004).
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Herrington & Reeves (2011) elucidate further and highlight how various forms of data
collection processes can make valuable contributions to the iterative refinement of any
design-based research project and suggesting that interviews, focus groups, reflective

journals or blogs and open ended questionnaire data can provide a rich and triangulated

data set (Reeves & McKenney, 2011).

Typically the following qualitative and quantitative methods tat are used in design-based
research include field notes, video/audio, portfolio submissions and a constructed artefact
rooted in technological innovation (DBRC, 2003; Collins et al., 2004). In effect the
naturalistic context will demand what methods, mix of method or weighting towards
qualitative or quantitive is appropriate. As Ann Brown (1992) simply states: ‘I prefer a
mixed approach, suiting the method to the particular data .... in order to describe the

phenomena ...."” (Brown, 1992, p.156).

However as Barab & Squire (2004) point out the design-based researcher has a significant
responsibility in the development of a rich narrative analysis to make the practice of data
‘.... collection consistent with other qualitative methods. (eg: see Glass & Strauss, 1967,

Lincoln & Guba, 1985)’ (Barab & Squire, 2004).

4.6.5 Challenges Associated with Design-Based Research

An important aspect of design-based research as an employed methodology is to
acknowledge and accept the limitation so the methodology. As Collins et al (2004) point
out, there are a number of issue that challenge design-based research as a valid

methodology:

« Difficulties arising from the complexity of real world situations and there resistance

to experimental control
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o Large amounts of data form a need to combine ethnographical and quantitative

analysis
« Comparing across designs
(Collins et al., 2004)

The difficulties that Collins et al. (2004) allude to are also recognised by the Design-
Based Research Collective (2003) as they suggest such difficulties, under data
triangulation, ‘provide critical evidence to establish warrants for claims about why

outcomes occurred.” (DBRC, 2003).

The naturalistic context, that is so important to carrying out design-based research (Barab,
2006) demands that a variety of data gathering methodologies be utilised (DBRC, 2003).
A design-based research study faces the challenge of reliability across multiple phases of
implementation it is this very triangulation of data and the flexibility it provided that
allows design-based researchers to make claims about the effectiveness of their design

interventions or what may be considered as credible assertions (Barab & Squire, 2004).

A challenge recognised by the DBRC (2003) and addressed by Barab & Squire (2004) is
the issue of consequential validity, where the changes recorded in a system can be drawn
on as evidence in support of validity (Messick, 1992). This concept seems inherent in
design-based research and the naturalistic setting of any educational environment such are
the complexities that define them. However claims about the validity of the research
outcomes in a local context must as Barab & Squire (2004) point out, must be tempered

by the limitations or scalability of the findings (Barab & Squire, 2004).

Hoadley (2004) identifies issues surrounding the researcher’s position as a participant
observer, indicating that they must be cognisant of the potential of their position to impact
on the results of any design-based research study. The outcome of a study can end up
being an unintended glowing report of the success of the study from a particular point of

view or emanate from an over-riding desire to make a difference within the context of the
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study. Design-Based Researchers must not only record their perspective or point of
origin, but must also document every directional determinant that is plausibly relevant.
Interventional strategies and decisions that effect the development of design-based
research studies must be documented in details including strategies used not only by

participants observed, but also by the researcher (p.205).

In addition to Hoadley’s (2004) comments, McNiff et al (2003) in their discussion of

action research, suggest with respect to being a participant observer,

‘...‘being subjective’ can be both an advantage and a limitation. It can
be an advantage because you have an insider knowledge of events. It
can be a limitation because you may come to biased conclusions about

what you are doing’

(McNiff et al, 2003, p. 25).

McNiff et al (2003) also suggest self-validation of data, as well as involving other people
who will act as “critical friends’ to critique your representations of data collected,

interpreted and presented. They write that validity can be established by

‘... showing how interpretations of experience can be negotiated by
different people. This can happen on a number of levels: Self-
validation: The initial validation of action research depends on the
kind of explanation of their practices that individuals are willing to
offer themselves. Peer validation: A second level occurs when co-
practitioners, persons who understand the context in which we
operate, can work vicariously through the evidence we provide to

understand the claims we make. Wider public validation: A third level
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is going public, convincing others who may be strangers about the

truth of our claims.’

(McNiff et al, 2003, p. 29)

In employing a DBR approach, this study included number of forms to validate the
research carried out. Firstly the researcher was continually critical of his research
motives, decision making, interpretation of results and evaluation of outcomes. Secondly,
within the School of Education at NUIG, the researcher often sought the opinion of others
within the School. Finally, in dealing with the challenge in the dissemination of the
research findings the researcher provided, as the design evolved ‘rich descriptions of
context, guiding and emerging theory, design features of the intervention, and the impact

of these features on participation and learning.” (Barab & Squire, 2004).

Dissemination, beyond the researchers own self-validation of the findings (Hoadley,
2004) is therefore a significant factor in the outcome of the design-based research

process. As Barab & Kirshner (2001) state:

‘the goal of the researchers/educators/designers moves beyond offering
explanations of, to designing intervention for. In fact, and consistent with
pragmatists such a Dewey, Pierce and James, to some degree it is the latter
functional constraint that constitutes what is a useful explanation of [a

design]’

(Barab & Kishner, 2001, p.4)

Effectively convincing others of what really works in a process of public validation

(McNiff et al., 2003).
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4.7 Data Collection

Data collection in Design-Based Research (Brown, 1992; Collins et al, 2004; Barab &
Squire, 2004, DBRC, 2003; Herrington et a/, 2007) typically involves the development of
a mixed methods approach involving the collection over both qualitative and quantitative
data. In many cases the data collected is likely to vary from iteration to iteration and the
method of collection may change through the life-cycle of the study as the research
project evolves (Herrington et al, 2007). In the case of this research study the data
collected was predominantly qualitative, supported by ordinal and nominal quantitative
data. Methods of data collection included ethnographic observations, questionnaires,
focus group interviews, researcher journal and cometary on the development of the design
during the PhD lifecycle. Data collected directly from student participants took the form
of a portfolio submission. This submission was divided into distinct although

interdependent entities, both individual and collaborative (see Appendix 1).

4.7.1 Questionnaire

In the pursuit of data triangulation the researcher engaged the use of a survey instrument

to delve into a deeper understanding of the:

‘conditions or relationships that exist; practices that prevail, beliefs, points of
views, or attitudes that are held; processes that are going on; effects that
being felt, or trends that developing. At times, descriptive research is
concerned with how what is or what exists is related to some preceding event

that has influenced or affected a present condition or event’

(Best, 1970 cited in Cohen, Manion & Morrison, p.192)

The use of a post intervention questionnaire was therefore viewed as a reliable indicator
of participants perception of the effectiveness of the design intervention and to provide
the researcher with an insight of the factors that influenced engagement with the History
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of Education and evidence therefore of an emergent collaborative learning community,
viewed through the lens of the interdependent variable of the design intervention -
Transition, Collaboration, Engagement, Narrative Construction and Technologies. As
discussed later in this chapter, ethical approval was sought and granted by the host
institution and participants were given the choice of completing the questionnaire create
by the researcher. as Cohen et a/ (2007) point out, ‘respondents cannot be coerced into
completing a questionnaire. They might be strongly encouraged, but the decision whether
to become involved and hen to withdraw from the research is entirely theirs.” (Cohen et

al., 2007, p.318)

In Design-Cycle 1 which was implemented between September and November 2014, 20
participants agreed to complete the designed questionnaire (Appendix 3). This
questionnaire was iteratively refined after each implementation phase. The questionnaire
consisted of an even distribution of statements and open ended questions regarding the
design variables; collaboration, engagement, narrative construction and technologies. A
set of questions regarding general feedback on the entire module was also included in the
first design iteration. Thirty one of fifty seven opportunities to respond were based on a
five point Likert scale of strongly disagree to strongly agree. Within this set of statements,
opportunities were offered to respondents to elaborate further on their choice regarding

the preceding Likert statement.

The remaining questions were open ended and generated by the researcher in a bid to
establish the effectiveness of the multiple interdependent variables from the point of view

of the participants. Some example of the questions introduced in this section included:

» What aspects of the collaborative process did you enjoy most?

« How has your perception of the history of education changed over the course of the

module?

« In what way did story exchange help you to engage with the module content?
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« Why was the use of educational technology important to you in this module?

In designing the research questionnaire the researcher was faced with two significant and
interrelated problems. Firstly the number of participants in this initial implementation
phase was n=20 and therefore the use of a statistical software package such as NVivo or
SPSS was not warranted. Secondly the utilisation of a previously validated survey
instrument was limited due to the naturalistic context of the study. The researcher decided
therefore to draw upon a number of validated instruments and develop a questionnaire

that best suited the need of the research project (Brown, 1992).

Many of the questions used in the survey were adapted from the Wilder Collaboration
Scale developed by the Institute for Educational Research and Public Service at the
University of Kansas. In addition, other questions and statements were adapted from a
survey instrument developed by the Graduate School of Education at the University of
Massachusetts which sought to gain an understanding of high school mathematics
teachers’ perceptions related to the integration of the history of mathematics into their
instruction. Other questions contained within the instrument occurred to the researcher
during the life cycle of the first iteration and in the analysis has of each design cycle

thereafter.

The mode of administration was in paper format. The participants were a small cohort
that all took the same classes and modules and so access to the respondents was best
organised in a classroom format. The participants, after having chosen to complete the
questionnaire, were then left alone in the room to complete the survey and the researcher

only returned after the last participants had completed the survey document.
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4.7.2 Portfolio Submissions

As a purposeful sample and having consulted the literature, the researcher assumed that
participants would not be enthusiastic about the completion of a lengthy academic essay
type submission on the History and Structure of Irish Education. Instead students were
asked to maintain and submit a working portfolio of their progress through the module
culminating in an expression of that progress in a digital, multimodal format. Participants
were supported by templates (Appendix 4) and guided by the researcher. Such material is

considered effective in the triangulation of data in design-based research projects (Joseph,

2004).

Submitted materials included PDF versions of student created digital artefacts as well as
original and functioning digital creations, a short reflective essay on their experience, a
video script from the creation of the digital submission, photographs of work completed,
StoryXchange templates, bibliographies and references as well as digital versions or links

to materials downloaded and/or consulted.

4.7.3 Reflective Essays

The power of reflection in initial teacher education is evident in the literature (Darling-
Hammond, 2006; Hagger & Mclntyre, 2006; Conway et al., 2009; Ceana, 2014). The
participants were asked to focus on three specific areas when setting out to write the
essay. Participants were guided towards reflecting on their perception of the history of
education prior to enrolling in the programme, how they felt the process helped them to
engage with the content and each other, and finally to write about what their perception of
the history of education is having completed the module. This element of the portfolio

submission would act as a data set for triangulation within the design.
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4.7.4 Focus Groups

Identified as increasingly in vogue in educational research focus groups are a form of
interviewing a group that facilitated discussion and with disposition towards participant
interaction (Cohen et al., 2007). Highlighted as a successful method of data collection in
design-based research (Joseph, 2004; Hoadley, 2002; DBRC, 2003) the researcher felt
that it would be useful to cary out the focus group interview after the data from the
questionnaire administered had been analysed. This allowed the researcher to tease out

some of the pertinent issues that arose from that analysis.

Newby (2010) suggests six guidelines for the successful implementation of focus group

interviews:

« Setting up a Group - that the group constitutes a sample and just be looked at in this

way.

« Giving Thought to the Setting - location should be agreeable to all involved and the

layout shout not support hierarchies.

« Conditions for Success - the moderator must facilitate everybody and engage

everyone by encouraging them to speak from the beginning.

« Managing the Process - the role of the moderator os crucial. They set the toe, test

idea and summaries positions.

« Stimulating Thinking - a successful focus group moves beyond answering

questions.

» Producing a Record - It is imperative that the data, the discussion, is recorded and
that reflective reviews by the research team at the end of the session are also

recoded as such information can enrich the data set.

(Adapted from Newby, 2010, pp.380-381)
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4.7.5 Ethnographical Data

Ethnographical data was collected based upon a synthesised table of established
methodologies that would suit the naturalistic context of the research problem. (Appendix
5) Design-based researchers often invoke the use of ethnography in their data collection
as it can often lead to an understanding of how the design variables interact with the
context and the learning process (Collins et al., 2004). The researchers personal reflective
journals, in-situ notes, diagrams, sketches and photography all contributed to the
development of a narrative reflection of the effectiveness of the design intervention post
analysis as discussed in Chapters 6 & 7. This narrative reflection then contributed to the
refinement of the design model in subsequent cycles and offered an opportunity for the

researcher to elucidate the nuances of the design rooted in the naturalistic context

(Hoadley, 2002).

4.8 Data Analysis

Over the course of the four year PhD life cycle a number of valuable data sets were
gathered from the participants. The initial intervention drew on data gathered from
completed design questionnaires, focus group interviews which were then transcribed,

reflective essay submissions and ethnographical data gathered by the researcher.

Given that the participant number for the first iteration was n=20, the researcher felt that
the use of specialist statistical software was not warranted. In the subsequent iterations of
the research project the numbers of participants remained under 25 and therefore at no
point during the life cycle of the project were such packages as NVivo or SPSS engaged.

This left the researcher to thematically analyse the data gathered.

4.8.1 Thematic Data Analysis

The thematic analysis of the data was carried out under the ontological framework that

the design was founded upon and which emerged from literature and subsequently the
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research question. In the initial intervention this began as Collaboration, Engagement,
Narrative Construction and Technologies. Particularly in the first implementation, I was
looking for indicators within the data collected that could potentially help me improve the

design model for subsequent iterations.

4.8.2.1 Concept Driven Coding

The naturalistic nature of the chosen methodology and the modest sample size determined
that any form of initial coding would be embedded in the experience of the researcher.
Given the highly descriptive nature of the data being collected a method of categorisation
within these foundational concept driven codes was required in order to adequately

synthesise the emerging data (Crewell, 2005).

4.8.2.2 Data Driven Coding

The emergent nature of data driven coding (Gibbs, 2008) allowed the researcher to

develop a more in depth understanding of the mechanic effects of the design intervention.
Although the sample size did not support any valid statistical analysis of the data gathered
approaching and reviewing the data using such techniques allowed me to view the data as
impartially as possible and to identify emergent trends, themes or difficulties experienced

by participants.

4.8.2 Analysis of the Questionnaires

Both quantitative and qualitative data was collected from the exit questionnaire
administered in the second last week of each design iteration. As discussed, the numbers
of participants in the programme did not warrant or justify the use of a statistical package
to analysis the data collected. Instead, a Numbers spreadsheet was created to collate the
responses of the students. A simple traffic light coding system of positive to negative
responses to the survey questions was used to group the responses to the questionnaire.

These grouped responses were then cross tabulated for common relationships inline with
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Figure 4.2: Initial Concept Driven Codes

the concept driven codes emerging out of the research literature, researcher experience
and discussion with other experienced practitioners. This initial process was framed by
the concept driven codes, outlined in Figure 4.2, emergent from issues identified in

Chapter 2 and refined in Chapter 3.

This process was repeated twice to mitigate errors in transcription and collation. The
development of this questionnaire, in its paper based format worked very well in the first
iteration. Participants completed the questionnaire with little difficulty and with minimal
disruption. However, in keeping with design improvements during the second iteration of

the prototyping phase the second administration of this instrument was digital, utilising

freeonlinsesurveys.com.

4.8.2 Triangulation of Data

In an effort to establish the credibility of any claims made by this research project the
researcher engaged in a process of data triangulation. Here ethnographical data, reflective
essays, questionnaire data and focus group data were cross checked for consistency and

inconsistency. Indeed counter arguments within the data were sought out.
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4.9 Ethical Considerations

The British Educational Research Association (BERA) set out five key principles that

guide rigorous practice when carrying out educational research:

3.

Minimising Harm. 1s a research strategy likely to cause harm, how serious is
this, and is there any way in which it could be justified or excused? Note that
harm here could include not just consequence for the people being studied
(financial, reputational, etc) but for others too, and even for any researchers

investigating the sane setting or people in the future.

Respecting Autonomy. Does the research process show respect for people in
the sense of allowing them to make decisions for themselves, notably about
whether of not to participate? This principle is often seen as ruling out any
kind of deception, though deception is also sometimes rejected on the

grounds that it causes harm.

Protecting Privacy. A central feature of research is to make matters public, to
provide descriptions and explanations that are publicly available. But what
should and should not be made public? What does it mean to keep data
confidential, and is this always possible or desirable? can and should settings

and informants be anonymised in research reports?

Offering Reciprocity. Researchers depend upon being allowed access to data,
and this may involve people cooperating in various ways; for example, giving
up time to be interviewed or to fill in a questionnaire. The research process
can also disrupt people’s lives in various ways and to varying degrees. Given

this, what id anything, can participants reasonably expect in return from
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researchers; and what should researchers offer them? Should experimental

subjects or informants in qualitative research be paid?

5. Treating People Equitably. It maybe argues that the various individuals and
groups that a researcher comes into contact with in the course of research
should be treated equally, in the sense that no-one is unjustly favoured or

discriminated against.

(BERA, 2012)

The development of this research project was informed by these general guidelines and
supplemented by considerations pertinent to educational research conducted in the
naturalistic context of a higher level teaching and learning environment. Practitioner
researchers must be particularly sensitive to such environments where the input from a
researcher contributes to the conditions that facilitate the implementation if the design
innovation (Fishman, Marx, Blumenfeld, Krkjcik & Solway, 2004). Thus the habitat of
the research practitioner is sensitive to the power relations, communications and nuances
of understanding between between student and teacher; between participant and
researcher (Zeni, 1998). Insider researchers must then be cognisant of ‘their extensive and
intimate knowledge of the culture and taken for granted understandings of the

actors’ (Hawkins, 1990) within the research environment and learn to expertly wild what
Mercer (1997) describes as the ‘double edged sword’ (p.6) in a concerted effort to
maintain a critical distance between the researcher and the research as well as research

and practice (Biesta, 2007).

During the course of this research project every effort was made to ensure that both

participation and participants contributions were ethically secure. Such efforts included:
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At the outset and during all of the iterations of the design intervention,
participants were assured and reassured that their participation was voluntary.
All students in the participating cohorts had to complete the assessment
model regardless of their participation in the research study. They were
reminded that they could withdraw from the research study at any time and

that such an action would not effect the outcome of the assessment process.

All iterations of the design-cycle required participants to write short
reflective essays dealing with their preconceptions of the history of education
prior to engagement with the module, their thoughts on the processes within
the module and where they thought the history of education may be relevant
to them in the future, if at all. The reading and analysis of these submissions
was delayed until the process of assessment on the participants submitted
artefact had been completed and final results communicated to the local

programme coordinators.

The collaborative construction of the designed artefact required input from
participants that each participating group constructed. It was clear that some
students were initially a little uncomfortable with creating this as the
technology was new to them. Supports were put in place to mitigate such

concerns.

A design phase consideration was that participating students may have had a
negative experience of their engagement with the education system prior to
their arrival at third level education. The researcher was conscious of this
possibility and the decision was made to make it explicit that the
collaborative aspect of the project and the development of a personal
connection with the module content was to be restricted to issues such as

school size, location, number of teachers, subject availability, extra-curricular
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activities and that any discussion between participants in relation to the
module content be professional in nature and strictly avoid personal and
probing discussion. This was made clear from the outset of the module and

repeated over the duration of the modulate regular intervals.

Clear guidance on data protection research ethics is provided in the BERA publication,
Ethical Guidelines for Educational Research (2011). This research project complied with
this publication in the relevant areas of voluntary informed consent, openness and
disclosure, right to withdraw, detriment arising from participation in research, privacy,

and disclosure.

4.9.1 Voluntary Informed Consent

During the first lesson of the module, all potential participant in the research study were
informed that it was the researchers’ intention to carry out research, with their permission,
in relation to the assessment model that they were obliged to engage with for the
successful completion of the non-elective module; the History and Structure of Irish
Education. The students were informed who would carry out the research, why and how
the submission of their assessments would contribute to the research project and how the

results of the research would be communicated to the academic and teaching community.

The submission of an artefact for assessment was a prerequisite for the successful
completion of the module however it was made clear that the students were not obliged to
participate in the research study. It was made clear to the students that non-participation
would in no way effect their final grade or subsequent academic award. All potential
participants were provided consent forms along with a research project information sheet
in line with the host institutions guidelines on ethical procedures (Appendix 6). These
consent forms detailed that ethnographical observations, focus groups and note taking

would from part of the research environment as the module progressed.
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In relation to the age profile of participants. All participants were new entrant to a
professional undergraduate mathematics and education programme. A number of the
participants were 17 years of age upon registration for the program and at the start of the
module. This was highlighted as concern during the process of obtaining ethical approval
for the research project where the Research Ethics Committee at the host institution
questioned if such students, considered as minors in the Republic of Ireland, should be
excluded from the study. A submission was made to the REC in response, accepted and

subsequently ethical approval was granted (Appendix 6).

4.9.2 Confidentiality

Participants were informed that the submitted artefact, reflective essays and portfolio of
portfolio of work required for the successful completion of the module would be treated
with utmost confidentiality at all times and retained and stored in a secure and
confidential manner. the researcher took steps to retain anonymity by removing the names
and identifying features of all data taken from student submission for the submission of

this thesis and ongoing dissemination.

4.9.3 Right to Withdraw

Any student who may have chosen not to participate or who did not choose to return a
consent form would be excluded from the research participant pool. The consent form
and the research project information sheet made it clear to participants that they could
withdraw form the research project at any time and incur no penalty in relation to the
mark or final award. Potential participants were given seven days to decide if they wound
consent to participate in the research project and return the consent forms signed and

dated.
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4.9.4 Detriment Arising from Participation in Research

As set out in BERA’s ethical guidelines ‘ researchers must make know to the participants
(or their guardians or responsible others) any predictable detriment arising from the
process or findings of the research. Any unexpected detriment to participant , which
raised during the research, must be brought immediately to their attention or to the
attention of their guardians or responsible others a appropriate.” (BERA, 2011, p.7) While
participants had been instructed that issue or experiences of a personal nature ere to be
excluded from the collaborative process they were engaged in, the fact that a number of
the participants were legally minors required the researcher to be conscious of the
sensitivities associated with such personal reflections and the possibility that guardians
and/or responsible others may need to be informed of any revelations in relation to
contact with educational institutions or those in a position of authority. The researcher in
in such an instance would be ‘in loco parentis’. In the event of such a requirement
communication with relevant stakeholder would need to occur regardless of any

declaration of confidentiality agreed at the outset of the research study.

4.9.5 Disclosure

The disclosure of sensitive actions or revelations to relevant authorities regardless of the
age of the participant would, as advised in BERA’s ethical guidelines, need careful
consideration. Any avenue of disclosure would require the researcher to ‘apprise the
participants or their guardians or responsible others’ (BERA, 2011, p.8) of any intention

to do so.

Upon completion of this research study and publication of this thesis the findings,
publications and public presentations will be available online and participants will be
contact where possible to make them aware of such repositories. As the researchers career
progresses the development of an online repository of publications will provide a long
term reference for any participant wishing to access information pertaining to the research

study participated in.
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4.9.6 Data Protection

The data gathered as part of this research study was, for the duration of the study, and will
be continuing for a period of five year, be kept on hard copy in a secure cabinet. In
addition all electrically stored data is kept for the same period on an external hard drive

and on DVD in an encrypted format.

4.10 Chapter Summary

This chapter detailed the particulars of the selected research methodology - design-based
research and the specific research techniques that were incorporated to respond to, and
answer the central research question: how can a collaborative exploration of the history of
education help new entrants to undergraduate initial teacher education form an emergent
learning community at the point of entry to third level education as they move towards

professional practice?

The researchers’ rationale for electing DBR as a research methodology was explained and
the potential limitations of using such a methodology. Data collection techniques were
detailed and analysis techniques explained. Particular attention was paid to ethical
considerations afforded to participants and measures to mitigate such considerations were

developed and discussed.

Chapter 5, the next chapter, will detail and discuss the theoretical framework
underpinning the design model (Reeves & McKenney, 2015), where proximal and distal
representations of effectiveness within the domain of the research problem can be

measured and discussed within the iterative DBR process outlined.
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Chapter 5: Conceptual Framework

5.1 Chapter Introduction

At the very heart of design-based research (DBR) is the aim of establishing a relationship
between theory and practice in a concerted effort to effect change where a problem has
been identified. In this process of development, theory is advanced though the
development of a technology enhanced learning environment (TELE) and resultant are a
set of design sensitivities that are both adoptable and fit for adaptation. These design
sensitivities, or design model, are established at the nexus of theory and practice locked in
a cyclical process of reciprocative advancement at all times testing the application of

theory in practice and informing theory through practice (Reeves & McKenney, 2015).

The first design model or prototype, CENTs, and the refined design model, TWO-CENTs
stand directly upon issues emergent from the literature review carried out in Chapter 3
and from a deep dive into issues pertinent to the transition of students into undergraduate
initial teacher education and towards professional practice explored in Chapter 2.
Considered in concert, five key educational design pillars were identified and established
as a theoretical framework inform the resultant design model - 1) transition; 2)
collaboration; 3) engagement; 4) narrative construction and 5) technologies. As identified
in Chapter 2 and emergent in Chapter 6, Transition as an emergent design variable across
the iterative design process is representative of the evolution of there within this design
study and became a key interdependent variable establishing the history of education as a
apace for transition where learning communities can be established and emergent
communities of practice can grow from. The degree to which students make this
transition is a key aspect of this design study and consequently will be the first key

educational design pillar discussed in this chapter.
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5.2 Transition

Of course the immediate proximal concern of this study is to aid the transition of student
into undergraduate initial teacher education and towards professional practice. It is
however important to consider the concept of transition in a wider sense. Transition, when
conceived as a voluntary change in circumstances that brings new socio-economic,
academic and professional demands, is holistically evident in this study where
participating undergraduate student teachers are experiencing change in all aspects of
their lives not just engagement with the programme that they are enrolled in. This holistic
experience is therefore challenging and all encompassing for individuals engaged in such
processes. This is particularly acute at the point of entry to undergraduate ITE where
students are recent observants of teaching practice and recent student participants in the
second level education system placing newly enrolled pre-service teachers in a world of
change as they embark upon a journey of lifelong engagement with education - both as

teachers and as perpetual students.

At this juncture, the work of Peter Alheit is relevant and of particular significant is his
emergent theory of ‘biographicity’ (Alheit, 1992, 1994, 2009) or a ‘biographical approach
to learning’ ( Alheit, 1994) where an engagement with the past, with all experiences of
education as tacit knowledge, can be explored as a relationship that leaves neither the
participant nor the learning environment and those in it, unchanged (Alheit, 2009). What
Alheit argues is that while our past experiences are in many ways shaped by the
environment within which we exist, we are not bound by that environment rather we are
participants in the construct of that environment where the enormity of that construct is
such that it is impossible for us to experience or engage with all possibilities at any

singular point in time (Alheit,1994).

Bourdieu posits that the structural conditions that are evident in society, and none more so
that in the Irish second level education system, leave tacit remnants of those conditions

imprinted upon our identities as we move through our lives (Bourdieu, 1987), supporting
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the development of Alheit’s contention of biographical resonance (Alheit, 1984, 2000,
2009). Alheit refers to this resonance in the context of von Weizsacker’s (1956) work as
‘unlived life’ (Alheit, 1984) where the development or assimilation of intuitive
knowledge, a characteristic of the teaching profession, forms part of the ‘practical

consciousness’ (Giddens, 1988) of a teacher. As Alheit points out -

‘Biographical background knowledge is ... an emergent potential for
changing structures. The modification of individual self- and world -
referents - even in the limited context of specific life constructions - contains
opportunities for the transformation of the institutional framework
conditions of social existence. Substantial elements of of these “structures”
are the unquestioned certainties functioning in the background to which
social individuals relate intuitively when they act on the everyday plane, but
also when the act biographically. As soon as such prescripts - or part of them
- enter our awareness and become available, then structures begin to change.

Unlived life does indeed possess socially explosive force.’

(Alheit, 1984, p.289)

To this end, Alheit further establishes the development of this concept as ‘a process that
leaves neither the learning subject nor the surrounding structures context

unchanged’ (Alheit, 1994, p.289, 2009). Resultant therefore, is a dynamically flexible
exchange between structure and subject where ‘transition to a new quality of self - and
world referentiality’ (Alheit, 1994, p.284) defines the outcome of engagement with this

process.

Situating this concept in the real-world convergence of second level education and
undergraduate ITE demands the existent structures be considered as a naturalistic context
where, traditionally, emergent information is stabilised by those established structures.

What Alheit suggests is that we look at information through the lens of a reformed or new
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contextual condition or structure therefore allowing interrogation without traditional
stabilisation or subsumption. From this revisionist perspective an opportunity exists to
establish connections with past experiences that can be revisited, opened or closed
perhaps even unveiled to the participants as they engage in experiences ‘that we could

never previously have dreamed could be combined’ (Pierce, 1903).

Alheit (1984) explicitly acknowledges the role of sociality in such processes where he
positions knowledge as only being ‘genuinely transitional if it is biographical knowledge’
and where ‘specific individuals relate to their lifeworld in such a way that their self-
reflexive activities begin to shape’ (p.290) the social context of their learning (Alheit,
1992). Biographicity (Alheit, 1992) is established as an iterative design process of
interpretation where unlived experiences or tacit knowledge is explored and where the
explicit aim of this activity is to ‘decipher the surplus meanings of our biographical

knowledge’ (Alheit, 1994, p.190) as a transitional learning process.

In initial teacher education deconstructing prior experiences, particularly in relation to
observed behaviour (Lortie, 1975), is a significant challenge for teacher training
programmes and is, as explored in Chapter 2, definitive of the triadic relationship of
education, biography and transition that define the teaching profession and mirror the
theoretical construct of biographicity (Alheit, 1994). The exploration of tacit knowledge
and relationships is of particular relevance to the teaching profession particularly at the

point of entry to undergraduate ITE programmes.

5.2.1 Exploring Tacit Experiences

The point of entry to undergraduate ITE, as explored in Chapter 2, is complex. New
entrants are faced with a myriad of challenges that form the naturalistic context of their
participation and are heavily reliant on past experiences to help them navigate their way
into third level education. Pre-service teachers are particularly reliant on such experiences

as they begin to develop their emergent identities as developing trainee teachers.
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Although the development of such identities are influenced by the past observations of in-
service teachers (Lortie, 1975), it is important to remember that such tacit knowledge is
constructed as part of a relational community in that the construction of tacit knowledge

is dependant upon integration with others.

Heidegger describes the existence of being as a relationship with others mediated through
our shared world (Heidegger, 1962). In the context of the education continuum the
sinusoidal relationship between education, teacher and student provides opportunities for
exploration of this concept in real-world settings. It is, however, important to understand
the impact of shared traditions on the development of tacit relationships within these
contexts (Heidegger, 1962). Stahl, in his exploration of tacit and explicit understanding,
explores how such conceptual negotiation is constructed and suggests, in the same vein as
Heidegger (1962), that it is the environment as an artefact that helps us converse with

each other - our situatedness (Stahl, 1993).

This observational preposition of conversation is referred to by Heidegger as discourse
where the constructed meaning with the environment may not yet be articulated but is
nonetheless evident in the co-habitation of participants in a common space (Heidegger,
1962, 1975; Dreyfus, 1991; Stahl, 1993). This unspoken or tacit relationship, particularly
relevant to new entrants to undergraduate initial teacher education, shapes the
preconceptions of such new entrants referred to by Lortie as the ‘ Apprenticeship of
Observation’ (Lortie, 1975) - explored in Chapter 2. The observations of these new
entrants are, as identified in Chapter 3, a significant challenge for teacher training
programme providers where the solitary nature of the teaching profession can reinforce
this individual and tacit expression of a constructed perception of the practice of teaching
or a construct of common consensus as to the persona of a practicing teacher. Such a
construct however is not homogenous in nature and indeed on closer inspection the

nuances of interpretation from viewpoints and temporal positions emerge. As Stahl
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suggests, we tacitly ... understand things from a variety of of shifting perspectives that

we share with other people as a result of complex social histories ...” (Stahl, 1993).

The individual perspectives that form our core reservoir of tacit connections with our
environment in the context of this study represent Heidegger’s contention that our
relational understanding of tacit knowledge is fundamentally a matter of acknowledging
and subsequently opening up possibilities (Heidegger, 1975). In pursuit of such
possibilities the development of an environment that facilitates a sharing of traditions or
tacit preconceptions can open up that range of possibilities for discovery rather than
disclosure (Heidegger, 1962, 1975; Stahl, 1993). However, it is the disclosure of the
range that precursors the discovery of the possibilities (Stahl, 1993). In the context of this
research study, upon the disclosure of individual educational histories rooted in historical
fact the discovery of possibilities within a collaborative dynamic is theorised with the
explicit aim of developing explicit relationships that transcend tacit constructs and
challenge established trends in professional and pre-professional development where our

shared educational experiences are concomitantly our shared educational traditions.

5.2.2 Developing Explicit Relationships

Heidegger’s contention of being, as relational to others mediated through our common
environment, infers not just a tacit relationship through shared traditions but also an
acknowledgment of explicit relationships within that commonly interpreted environment.
Stahl’s elaboration on Heidegger’s disclosure / discover concept is particularly relevant to
the environment of undergraduate initial teacher education. As Alheit suggests,
possibilities exist in unlived experiences (Alheit, 1992) - or for new entrants to
undergraduate initial teacher education, the tacit interpretations of what it means to be a

teacher, gathered through years of observing in-service behaviour (Lortie, 1975).

Stahl contends that through a designed environment an effective construct of question and

answer can be established where a subjective or interpersonal experience forms a
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framework for investigation, however the process of response is that of creative discovery

(Stahl, 1993). As Heidegger asserts -

‘[the subject] shapes it and makes himself a part of it. Hence, the sense he
makes of the situation must include his own contribution to it. Yet he
recognises that the situation, having a life of its own distinct from his

intentions, may foil his projections and reveal new meanings’

(Heidegger, 1962, p.163)

In this context, it is conceivable that a collaborative process of response to a designed
environment that provokes questioning has the potential to establish lines of investigation

that challenge preconceptions about the practice of teaching.

Importantly, the introspective component of such interaction is, therefore, not removed
from a designed environment rather it is tacitly part of the environmental discourse
particularly when education is conceived as a public space for negotiation. It is this
conception of education that allows the potential for explicit relationships to develop
between participant or subjects where ‘understanding is founded on the disclosure of a
network of references that point to the person who understands the ritual and also point to

other people as those who share the meaningful world’ (Stahl, 1993, p.118).

Hence the development of understanding is inherently collaborative within designed
environments regardless of the physical conditions of the context. The focus of such
meaningful engagement is the interaction of participants through significant tacit
understandings manifest in a designed environment and elucidated through developed
explicit relationships explored in the public domain of that same designed environment or

what Stahl refers to as ‘network significance’ (Stahl, 1993, p.118).
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Hence, the development meaning in the individual is a reflexive process that cannot be
separated from the formative social context. Indeed when viewing the social context as
connected to the individual it follows that others in the same context are active
participants in the development of meaning for the individual and by the individual
(Alheit, 2009). This is particularly relevant when designing a learning environment that is
founded upon the life histories of individuals within the environment and can have a

powerful effect on members of such communities (Alheit, 2009; Lave & Wenger, 1991).

As Alheit states-

“Learning within and through one’s life history is therefore interactive and
socially structured, on the one hand, but it also follows its own individual
logic that is generated by the specific, biographically layered structure of
experience. The biographical structure does not determine the learning
process, because it is an open structure that has to integrate the new
experiences it gains through interacting with the world, with others and with

itself.”

(Alheit, 2009, p.125-6).

Stahl describes such a construct as a ‘structure of significance’ (Stahl, 1993, p.118) and
suggests that through conversation, questioning - disclosure and discovery - potential
exists to present the conditions for a shift in perspective with any given constructed

situation (Stahl, 1993).

The development of a learning environment that focuses on a common artefact is central
to this contention. Through an artefact where tacit understanding forms a basis for
explicit knowledge, through negotiated meaning, the tacit can become explicitly known
and subsequently has the potential to become part of the environment within which this
process is located (Stahl, 1993). Building on Stahl and Heidegger, evident in the work of

Lortie (1975), the development of the education system is full of tacit resonance where
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observational practice of in-service teachers shapes the pre-conception of the teaching
profession and subsequently interpretation of future engagement with education. The
critical importance of sociality in engagement within a designed environments is clear as
much as is interpretation. For Heidegger the interpretation of the environment is
predicated upon the acknowledgment of both others and the environment working in
concert (Heidegger, 1962). The corollary of this position is that the dual processes of
developing relationships with both others and the environment are co-critical and
interdependent. In the context of this research study the development of an explicit

awareness of this dynamic is important.

The starting point, for Schon in any engagement for understanding, is point of decision
and reflection (Schon, 1983) within a shared environment (Stahl, 1993). The act of
decision therefore is to externalise a pre-conception for challenge within the designed
environment - within the context of the pre-conceptions existence, in this case the History
and Structure of the Irish Education System, from which participants in this study had
emerged. As Stahl points out, the process ‘begins with uncritically accepted popular
prejudices” and move towards “an ongoing analysis and critique of the specific
relationships of the situation, of their own perspective and of the conceptual framework

being used.’ (Stahl, 1993, p.125).

This deliberate movement from the tacit constructs, explored previously, to a more
explicit dynamic relationship between subjects within a constructed environment or
public space, is for Heidegger important in mitigating the risk of returning to accepted

popular prejudices and in nurturing the development of new or alternate understandings

(Heidegger, 1927, Stahl, 1993).

5.2.3 Explicit Transition

The degree to which a process of transitional learning is feasible is questioned by Alheit

at three significant and interrelated levels and suggests that a paradigmatic shift amongst
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educationalists is required for any meaningful engagement with such practice to be

achieved (Alheit, 2009) -

« at the social macro-level, in respect of new policy for education and training
that aims at striking a different balance between economic, cultural and

social capital;

« at the institutional meso-level, also in respect of a new self-reflexivity of
organisations that should conceive of themselves as environments and
agencies of complex learning and knowledge resources, and no longer as the
administrators and conveyors of codified, dominant knowledge (Field,

2000);

« at the individual micro-level, with regards to the increasingly complicated
linkages and processing accomplished by the specific actors in the face of
social and media-related challenges of late modernity, which call for a new

quality in the individual and collective construction of meanings (Alheit,

1999).

(Alheit, 2009, p.126)

Alheit’s delineation of these three distinct entities within the relationship between
education and social capital is particularly relevant to the development of pre-service
teachers as they move towards professional practice. The macro-level permeates all strata
of this domain as do the implications of individual stagnation within the collective
profession. To effect a contribution within the same domain then individuals are bound to
the temporal construct of the environment and that is the history of its development, its
current state and what individuals project as their vision of the future of their education

system.
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In Heidegger’s public negotiation of pre-conceptions understanding is ‘worked out’ with
sometimes unforeseen consequences. In addition the development of a shared
understanding occurs within the discovery of the artefact being explored within context.
To this end the development of an environment as an artefact is in and of itself a
environment of discovery. In this context the artefact when discovered as an environment
- the education continuum - the environment itself is ripe for deconstruction - to be
explicitly understood. ‘This is the structure of explicit interpretation: something as

something.’(Stahl, 1993).

In this instance, at the point of this occurrence where participants are articulating the
environment as an education continuum then they articulate that explicitly. The
interpersonal or intersubjective nature of this action is therefore a result of multiple
references from multiple viewpoints about the continuum where ‘the basis of references
in the situation is what permits one to interpret the thing explicitly as something’ (Stahl,

1993, p.120).

In this instance, to interpret the history of education explicitly as something through this
negotiated process making the explicit expression part of a wider transitional movement
where those actors who engage with the designed environment and the design
environment itself are explicitly transitioned from tacit pre-conception to explicit

understanding.

5.3 Collaboration

The second major theoretical influence on the development of this thesis is is the
representation of learning as a social construct and in particular the work of Lev Vygotsky
(1978) or in short - the role of collaboration, tacit or explicit, in education. The
underpinning principle of Vygotsky’s socio-historical theory is that of cognitive

development being fundamentally informed and influenced by the social interactions of
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actors within a relationship or context (Vygotsky, 1978). This theory of how learning
happens, as well as work by Jean Piaget, Jean Lave, Etienne Wenger and Jerome Bruner
all converge to from an umbrella under which learning can be understood in and as a
result of social contexts. This is particularly important when considering the learning in

groups.

Social constructivism is therefore a mediated process of knowledge construction
(Vygotsky, 1978; Scardamalia & Bereiter, 1994), hence it is the core of collaborative
practice for the development of groups or communities that advance knowledge and
expert resources (Lebow, Wager, Marks & Gilbert, 1996). As with Heidegger’s contention
that pre-conception is prevalent in the development of alternate meaning or shared re-
conception at the instance of engagement with a learning environment, as a collaborative
process we bring these preconceptions to the environment into which we enter and
subsequently to the interactions we have with other social actors within that domain
(Mead, 1962,; Vygotsky, 1978). This domain is dynamic and complex and interpretation
for knowledge building (Stahl, 2000) or intersubjective meaning making through
common ground (Koshmann, , LeBaron, Goodwin & Feltovich, 2011) are fundamentally
rooted in the relationships that exist between language, history, culture and politics (Stahl,
2000). These relationships are further problematised by the compounding effect of the
many versions, opinions and instances of engagement with others through our life course
and consequently our voice within such constructs can be difficult to discover (Bahktin,
1986; Stahl, 1993, 2000). Designed collaborative environments that demand a
methodological participation form participants have the potential to uncover the “tacit
preconceptions of the individual” (Stahl, 2000). As Stahl suggests, in order ‘to resolve the
problematic character of our personal understanding internally ... we may need to enter

into an explicitly social process and create new meanings collaboratively’ (Stahl, 2000, p.

72).
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5.3.1 Zone of Proximal Development

‘the distance between the actual development level as determined by
independent problem solving and the level of potential development as
determined through problem solving under adult guidance, or in

collaboration with more capable peers’

(Vygotsky, 1978, p.86)

Vygotsky’s definition is that of individual learners being assisted or given a ‘boost’
towards a position of mastery on a particular task and within a particular domain,
suggesting that Vygotsky viewed the learning is a consequence of social interaction and
cultural construction. Ultimately this is typical of community based interaction and
formal learning environments where group exchange is encouraged rather than stifled

under the preconceptions as outlined by Stahl (2000).

The Zone of Proximal Development (ZPD) is, in and of itself, a construct of constructive
interactions where two marked levels exist. The preconditions of learning establish the
actual development level of the learning and the second level is that of the potential
development level of the learner achievable though engagement with another or others.
The distance that exists between these two levels, for any individual, is referred to as the
ZPD. After this distance has been travelled then Vygotsky asserts that the participant
should be able to perform the task, previously beyond the participant, on his/her own in

the future.

‘... learning awakens a variety of internal developmental processes that are
able to operate only when the child is interacting with people in his
environment and in co-operation with his peers. Once these processes are
internalised, they become part of the child’s independent developmental

achievement’

(Vygotsky, 1978, p.90).
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In the case of this research study the ZPD is directly related not only to the teacher/
facilitator or participant peers but also the constructed Computer Supported Collaborative
Learning (CSCL) (Stahl, Koschmann & Suthers, 2006) environment that supports the
learners as they navigate their individual ZPD’s culminating in a collective movement as
a community. Within this community therefore are a collective of ZPD’s that pertain to
various skills and tasks and it is this collective which forms an environment that

facilitates the collaborative dynamics of group work for a shared vision and common

purpose.

Therefore a group or collection of groups in this context may be referred to as a

knowledge-building community if they display the following traits -

« A focus on knowledge and the advancement of knowledge rather than

tasks or projects.
« A focus on problem solving rather than the performance of routines.

« Dynamic adaptation in which advance made by members of the learning
community change the knowledge conditions requiring other members to

readapt, resulting in continual progress.

« Intellectual collaboration as members pool intellectual resources, making it
possible for communities to solve larger problems that can individuals and

small groups.

(Bowen, Bereiter & Scardamalia, 1992)

This characterisation of knowledge-building activity by Bowen et al (1992) ties in with
the revelation of tacit pre-conception for explicit understanding previously explored and
is exemplification of a collaborative stretching of individual ZPD for long term

internalisation of learning.
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This internalisation therefore requires a practice of engagement and the development of
traits exemplifying this activity can be examined in detail within group or community
dynamics when framed by Wenger’s three interacting dimension: 1) mutual engagement;
2) joint enterprise; 3) shared repertoire (Wenger, 1998) within a designed CSCL
environment (Stahl, Koshmann & Suthers, 2006; Gilbert & Driscoll, 2002). Within this
dynamic knowledge-building process or community formation is represented in artefacts
collaboratively created by community members that reflect meaning making within an
environmental context (Bereiter, 1995) or in the case of this research study the movement

from tacit interpretation to explicit understanding (Heidegger, 1962; Stahl, 1993).

The culmination of all of these frameworks result in the characterisation of collaborative
environments and in particular CSCL environments as set out by Gilbert & Driscoll

(2002) -

« Scaffolds must be implemented at several levels to accommodate freedom
and learning orientation; and that promote higher-order thinking and guide
rather than drive the learning process to support students in self regulated

learning.

« Use self-report techniques to measure the quality of the individual learning

experience and use the information to guide intervention as appropriate.

« Promote productive discomfort and establish strategies to measure

relevance and motivation relative to class activities by evaluating
confidential reports and class discussion as well as using other instruments

that might be useful or gathering this type of information.

« Use instructional strategies and technological tools that promote a buy-in
from the students, across group collaboration, and quick interchange of

ideas at the group and community levels.

119



Chapter 5 - Conceptual Framework

« teacher and students identify key concepts or ideas in the content domain
and use generative learning strategies and discourse to promote their

acquisition.

(Gilbert & Driscoll, 2002)

Concentrating this framing of such an environment even further is the representation of
such engagement in an artefact. Drawing on Heidegger (1962), Stahl contends that
collaborative understandings are very often enshrined in the development of a cultural
artefacts which preserves the explicit expression of understanding as meaning from the
position of individual tacit interpretation (Stahl, 1993, 1999, 2000). This development as
part of a collaborative process is representative of a collective movement from actual
developmental level to a potential developmental level (Vygotsky, 1978). The
collaborative process within a designed environment facilitates this development however
as explored, also facilitates a continual development (Gilbert & Driscoll, 2002) as the
ZDP of members of a learning community propel each other forward to the next potential
level of development. Hence, in a designed collaborative environment the ZPD of the
individual is stretched across multiple levels simultaneously as the community develops

understanding as meaning (Stahl, 2000).

5.3.2 Collaborative Settings

Stahl maintains that the negotiation of an environment with others can help inhabitants of
that environment to move from tacit interpretation or pre-conception to explicit
understanding as meaning (Stahl, 1993). Both the physical environment and the CSCL
environment that participants inhabit is therefore central to the development of any
challenge to pre-conceptive thinking. Tharpe & Gallimore refer to such environments as
‘activity settings’ or constructed contexts that facilitate collaborative interactions (Tharpe
& Gallimore, 1988). However, the ‘activity settings’ that Tharpe & Gallimore (1998)
espouse are focused on the stretching of the individual rather than that of the progression

of the community although many of the components of such settings are designed to
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promote intersubjective participation. To this end the application of the framework
offered by Gilbert & Driscoll (2002) to such a setting provides bolsters the construction
of an environment coherently focused on collaborative practice when supported by

technologies that are evident in the lives of learners.

5.3.3 Scaffolding

Learners engaged in the process of knowledge-building are being stretched through their
evolving ZPD in the social interactions of education. Scaffolding can be explained as the
supports that are put in place within a learning environment to help a student move
towards completing a task or achieving a goal that would not have been achievable
without that help (Wood, Bruner & Ross, 1996). In the context of this study it is
important to reach beyond the traditional sense of a scaffolded intervention being that of a
tutor-to-student dynamic and even beyond a peer-to-peer dynamic. In a collaborative
learning environment, the environment in and of itself is a scaffold when it is a CSCL
environment as it can extend beyond the bounds of classroom based interaction to support
the off-site development of a participant for as long as that participant wants that support.
Typically therefore the development of a CSCL environment is that of a relational
engagement with a learners development across a shifting ZDP in tandem with others as
they work together within that scaffolded environment towards a common vision or goal
(Gilbert & Driscoll, 2002; Dillenbourg, 1999). To this end, therefore, scaffolding in a
collaborative environment is not temporal rather it is dynamic, orbital and flexible. In this
type of environment meaning making is shared as part of a collaborative social

negotiation and itself acts as a scaffold to the group (Stahl, Koshmann & Suthers, 2000).

In contrast to this, Roschelle & Teasley (1995) define collaboration as ‘synchronous
activity' and related to a physical ‘task at hand’ focused on the meaning established within
the individual subsequently shared with others within that environment (Roschelle &

Teasley, 1995). This viewpoint places scaffolding as a reserved intersubjective dynamic
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restricted to the individual rather than that of an enhanced knowledge-building

community (Gilbert & Driscoll, 2002).

To facilitate the development of a collaborative learning environment the scaffolds
created for participants in this study would need to be supported not just in a traditional
format where peer-to-peer and tutor-to-student integration forms the core of this dynamic
rather the design model would need to harness the shared meaning collaboratively
constructed as a scaffold in its own right. This would also need to be flexible enough to

allow for renegotiation and facilitate asynchronous engagement.

The development of the design model to aid students transition into undergraduate ITE
and towards professional practice would therefore require a process of digitally supported
scaffolding that provided support to students both in face-to-face engagement and also as
part of a dynamic CSCL environment open to asynchronous access. ‘Therefore the role of
the computer shifts from providing instruction ... to supporting collaboration by
providing media of communication and scaffolding for productive student

interaction’ (Stahl, Koschmann & Suthers, 2000) unbounded by temporal conditions.

5.4 Engagement

Engagement forms the third pillar of this research study and in this instance defining
engagement is founded on three concepts: 1) engagement with the history of education
module content; 2) engagement with each other as part of a collaborative learning
community; 3) engagement beyond the learning environment. However establishing a
definition of engagement within a collaborative setting is inherently problematic given
the presence of multiple actors and their interactions not only with each other but the

learning environment that they inhabit and shape.
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The integration of technologies (explored further later in this chapter) into this dynamic
helps to ameliorate this issue. Shneiderman (1998) suggests that the development of
positive educational engagement or the development of experiences should be a series of
instances of intrinsic motivation to complete an activity or solve a problem that they feel
is worth completing or solving - that the activity be important to them (Shneiderman,
1998). For pre-service teachers self-efficacy in both established and emergent
technologies is important. It is therefore important that this research study incorporates
technology into its pedagogical structures so that the activities intended to bring
participants from individual tacit preconception to explicit understanding as a community

for meaning, are indeed perceived as tangibly beneficial.

Establishing a basis for recognition of engagement therefore is made somewhat more
manageable if such engagement is evident within the participants interactions where the
utilisation of technologies is part of a designed process of meaning making for explicit

understanding.

5.4.1 Engagement with Content

Traditionally the amount of time a student spends on a particular task has been deemed a
strong indicator of engagement with the concept or material being explored (Wilson,
1987; Sandholtz, Ringstaff & Dwyer, 1994). This is an inherently individual
measurement of engagement. It is evident that individual engagement with the History of
Education has been in decline for over half a century with pre-service and inservice

teachers struggling to reconcile the field to the practice of teaching (Flynn & Hall, 2015).

Enhancing engagement with the History of Education is therefore a primary concern
within this research study however the development of that engagement is as previously
discussed rooted in the desire of the researcher to establish an environment conducive to
meaning making for explicit understanding not only of the content but also of the

potential of exploring the unrealised experiences that reside within the individual
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educational history of the participant and for the benefit of the community. This can only
be drawn out as part of a collaborative process - previously discussed. By rooting any
exploration of the module content into the personal histories of the participants - their
tacit experiences, there exists within a collaborative environment an opportunity for
explicit understanding, as meaning making or connection to the factual history of

education as delineated within the module content.

Establishing a mechanism to determine the level of engagement with module content is
therefore made considerably more manageable as the connection between personal
experience, collective experience, collaborative resolution and collaborative expression is
supported by the CSCL environment and the constructed process of StoryXchange

discussed in Chapter 6.

5.4.2 Learning Community Engagement

As discussed in Chapter 3, the development of learning communities is a complex entity.
Within a collaborative environment some of the characteristics of learning communities
are perhaps natural, given the context and demands placed upon students by host
institutions for attainment and matriculation, for example the development curricular and
situational learning communities (Lenning & Ebbers, 1999) within an undergraduate
initial teacher education programme. Understandably therefore the transition from a
second level education system of individual learning practices to the more collaborative
environment of third level institutions is a significant challenge for student teachers. The
dynamic of the classroom and cohort structure is familiar however the expectations of
engagement are sometimes overwhelming particularly since participant in such
programmes have only left the second level education system a matter of months prior to

enrolment in third level education.

It is therefore conceptualised here, that the development of learning communities are

somewhat structured within education whether that structure is imposed for the purpose
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of learning community construction or if the nature of the community formation is
imposed by the context of enrolment. There exits therefore a correlation between
educational structures and community and as explored, between interpretation and
understanding within negotiated spaces (Stahl, 1993). It is the negotiated process of
understanding that, in this instance, facilitates a measure of engagement with four
identifiable learning communities (Lenning & Ebbers, 1999) pertinent to the teaching

profession and in particular, undergraduate pre-service teachers.

Heidegger’s conceptualisation of situation, illustrated by Stahl (1993, 1999), being
perspective driven, is particularly relevant in this regard (Heidegger, 1962).
Undergraduate pre-service teachers are thrust together and they retain tacit
preconceptions of expectation. Although graduates of the same second level education
system their experiences are individualistic in nature and subjective. The transition of an
individual into a learning community, is therefore, a movement from individualistic
interpretation or preconception to a condition of shared understanding or membership of a
learning community that is founded upon meaning. The degree to which membership of a
learning community is relevant, relates to the degree of that understanding relative to a
common vision or goal (Gilbert & Driscoll, 2002). In essence the more commonly shared

and deeply held the vision or goal, the more established the community becomes.

In the case of this research study the development of four distinct learning communities
(Lenning & Ebbers, 1999), discussed in Chapter 3, are considered sequential in the
context of undergraduate initial teacher education. This constructed environment
facilitates the development and deepening of a shared vision or goal as preconceptions are

interpreted or teased out as understanding is developed within that sequence.

The module content of the History and Structure of the Irish Education System provides a
framework for discussion based on a commonality of experience. This shared space is

then fertile ground for negotiation of interpretation within which participants can be
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surprised as to what they tease out (Stahl, 1993). This dynamic allows for unexpected
meaning to emerge and perhaps challenge the preconceptions that may have been brought

to the learning community and through this process the community is strengthened.

The degree to which this occurs is rooted in the division of the module content into
primary, secondary, tertiary and fourth level education (Flynn & Hall, 2015). Alheit’s
contention of unrealised experience - biographicity (Alheit, 2009), for pre-service
teachers, is fundamentally rooted in their individual educational biographies and therefore
the closer they get to their contemporaneous position, within the constructed
environment, the more they are able to engage in meaning making for understanding and
ultimately the challenging of pre-conceptions of teaching. This negotiated understanding,
as a collaborative activity - a transitive process - marks them as an emergent community

of practice (Lave & Wenger, 1999).

5.4.3 Engagement beyond the Learning Environment

Lave & Wenger (1999) establish a set of descriptive criteria for the identification of a
community of practice, discussed in Chapter 3. The formation of the above four distinct
learning communities is therefore representative of the development of an emergent
community of practice in undergraduate initial teacher education (Figure 5.1). Of
particular interest therefore is the establishment of the fourth learning community - a
residential learning community (Lenning & Ebbers, 1999) as this permeates beyond the

constructed environment of the research study.

126



Chapter 5 - Conceptual Framework

Communety

Practice

Figure 5.1: Structured development of learning communities for emergent

community of practice formation

In the context of this research study this is an important consideration. The teaching
community is a continuum and as such each part of the whole is connected to and reliant
on the other for advancement and understanding. For example in initial teacher education
pre-service teachers are exposed to new teaching methodologies and such methodologies
are acted upon in a professional setting. The advancement of the teaching profession is
therefore predicated upon the communicative processes that exist within that continuum.
It is however, as identified within the literature, that this communicative process is a
fragmented entity and much of this fragmentation is in part due to the physical
fragmentation of classroom where teachers remain isolated for much of their teaching

career.

Technology has, however, provided an opportunity for these walls to become perforated
and for the divide between school and community; between teacher and student; and
between teacher and pedagogical advancement to be narrowed (Kornbluh, 2008). It is
clear as technology advances that the teaching profession and education in general face
significant challenges integrating change into practice. Residential learning communities

have the potential to help in this regard.
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As Lenning & Ebbers (1999) suggest, the development of a residential learning
community is predicated upon community contact away from the formal setting of
learning i.e. the classroom. Typically they describe campus engagement or situations
where learners are in close proximity which allows for informal connections to be made
at unscheduled times (Lenning & Ebbers, 1999). Technology, in particular mobile
technologies, has extended the potential for informal contact to occur through
asynchronous engagement not only with each other as learners but also with the learning
environment that they are formally attached to. Establishing this connection, as a practice
of engagement, that of a social media ‘style’ engagement, has the potential to establish a
learning community that bridges the gap between formal and informal communication
developing traditional linear engagement into a dynamic and ever expanding community
of practice that is engaged with new developments as well as in-service practice through

the connections that they bring into the formal setting from their residential engagements.

Heidegger’s hermeneutic circle (Heidegger, 1962), within in this dynamic is therefore
returned to for further exploration. The reciprocity that exists between context and social
interaction, as mediated by common artefacts, is therefore related to the development of
learning communities that are established upon the premise of collaborative engagement
and in particular where that engagement is unrestrained by formal settings. Participants in
such communities of practice (Lave & Wenger, 1999), therefore form part of the world,
and acknowledge that it is the real-world their construct that exists rather than being a
processes of knowing the relatedness of that world (Heidegger, 1962; Gadamer, 1989)
where participants seize ownership of their part in such communities and propel
themselves forward. Stahl highlights a danger within constructed environments where it
is possible for participants to return to preconceptions where the environment is not

related to authentic real-world engagement (Stahl, 1993; Heidegger, 1962)

This research study mitigates this by routing the completion of Heidegger’s hermeneutic

circle through real-world or residential community engagement that is actually part of the
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in-service community - that of personal experience, historical context, social media and
the internet. The result of this is that the constructed environment within the participants
initial teacher education programme becomes an active and contributive part of the in-
service teacher dynamic through the participants collaborative negotiation of their tacit
preconceptions and resultant understanding as meaning for challenge to those initial,

identified preconceptions - rooted in the historical content of the module.

5.5 Narrative

At the heart of this research study is the idea of storytelling or the development,
construction and sharing of narrative interpretation. The constructed environment of the
study is that of the History and Structure of the Irish Education System. For participants,
this is a system that they have been engaged with for the majority of their collective lives
and as in-service teachers will continue to be engaged with for the majority of the
remainder of their lives to come. As recent second level students and contemporary third
level students, undergraduate student teachers bring with them preconceptions of what it
means to be a teacher - to be part of the teaching continuum. As explored in Chapter 3,
for the vast majority of new entrants to initial teacher training at undergraduate or
postgraduate level these preconceptions are that of individual practice within a confined

and restrictive education system.

The module content, as historical content, documents the development of the Irish
education system and for the participants in this study this content offers them an
opportunity to explore the environment that had shaped their passage to their
contemporary position and to investigate the influence that environment will have on
their future careers as inservice teachers. As recent observants, or apprentices of the
education system (Lortie, 1975), new entrants to undergraduate initial teacher education
programmes bring with them preconceptions about what means to be a teacher (Lortie,
1975; Darling-Hammond, 2000, 2006) - explored in detail in Chapter 3. Teasing out what

these preconceptions are from participants as individuals through a collaborative process
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of negotiation centred around the construction of an artefact, provides an opportunity for
theses participants to understand what it means to be a teacher beyond their observation
as students. Narrative is a key component of this process and the work of Jerome Bruner

informs the development of this conceptual framework in this respect.

Bruner views culture as man-made however asserts that it is also it both a resultant of the
workings of the hunan mind and an informant of the mind (Bruner, 2009). Learning, for
Bruner, is situated within cultural settings and therefore dependent upon the resources
available within any learning context (Bruner, 1990, 2009). Indeed, Bruner goes on to
suggest that ‘even individual variation in the nature and use of mind can be attributed to
the varied opportunities that different cultural settings provide’ (Bruner, 2009). This is
particularly relevant within education systems where the development of the student is
related to the cultural setting, however the structures around those settings in terms of
curriculum, buildings, gender etc are relatively generic. These subtle differences offer
opportunity for preconceptions within a collaborative exploration of the history of
education to fuel narrative construction offering opportunities for intersubjective
interpretation for understanding (Heidegger, 1962; Stahl, 1993, 1999), centred around the
development of an artefact - the designed environment and the students reciprocal,
cultural relationship to it. Bruner’s contention is that education is inseparable from culture
and with this contention any educational endeavour cannot remove itself from the culture

within which it exits. He suggests that two distinct tasks befall culturalism:

‘On the “macro” side , it looks at the culture as a system of values, rights,
exchanges, obligations, opportunities, and power. On the “micro” side, it
examines how the demands of a cultural system affect those who must
operate within it. It is in the latter spirit, it concentrates on how individual
human beings construct “realities” and meanings that adapt them to the

system, at what personal cost, with what expected outcomes.’

(Bruner, 2009, p.167)
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Bruner identifies, quite perfectly, the complexity of the relationship between education
and the world within which we live. Teachers very often bridge these two worlds dealing
with the bi-directional challenges that Bruner highlights. There is however an opportunity
to establish a relationship between these two tasks through a collaborative exploration of
the histories of individuals - their histories education. It is at this point that Bruner’s

theories on narrative become explicitly pertinent.

Bruner contends that we live our lives through narrative and that our reality is constructed
through a narrative of “lived time” (Bruner, 1986, 1987). Alheit agrees that the
development of our biographies are narrative in form, however argues that they are
traditionally linear, thus opportunities exist to explore the “‘unlived' experiences (Alheit,
1999, 2009) or in contrast to Bruner’s “lived time” (Bruner, 2009), to explore alternate
narratives for meaning making (Heidegger, 1962). Simply put, Bruner’s culturalism
wraps a warm blanket around Heidegger’s hermeneutic circle when dealing with Alheit’s

concept of biographicity within this design research study.

5.5.1 Narrative Construction

Narrative is, as described by Bruner, the ‘coin and currency’ (Bruner, 2002, p.15) of the
world within which we live. As such, their is a reciprocal relationship between narrative
and culture, as culture provides us with modes of narrative expression and, in turn, those
expressions impact upon and shape that very culture. It follows therefore, that exchanges
of narrative are inherently educational, informative and interpretational - all at once.
Narrative, as cultural currency, is a collaboratively mediated understanding of our
individual preconceptions. To this end, this research study considers the construction of

narrative central to the development of meaning making.

McAdams (1993) agrees with Bruner, in so far as ‘the human mind ... is a vehicle for
storytelling’ (p.28) and suggest that the construction of narrative, or storytelling, is our

most basic and intuitive way of expressing ourselves within our culture and the broader
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sense of culture, the world within which we live (McAdams, 1993). This is particularly
relevant to undergraduate pre-service teachers who are beginning to form their emergent
identities as educators in an environment that is alien to them - third level education.
Their modes of expression are that of secondary school students and the world within
which they find themselves is constructed differently. In so far as both Bruner and
McAdams claim that narrative is wholly of the world, so are the changes in culture
between established environments and this is where narrative wins out. The development
of narrative within a designed environment can hep such students engage in the
construction of narratives that they have an ownership over - their histories of education
and are supported in the development of those narratives for transition into their level
education and towards professional practice. Schank (1990) is particularly relevant in this
regard stating that ‘stories give life to past experiences. Stories make the event in memory
memorable to other and to ourselves’ (Schank, 1990, p.10). In this context narrative is a
fundamental pillar upon which any preconception can be challenged and must be
supported by collaborative exchange with others who can tell their stories for comparison
and contrast within the context of education. Indeed, narrative construction lies at the

heart of the research study.

5.5.2 Introspective Narration

Within the context of this research study the term introspective refers to the process of
internal reflection upon one own tacit historical engagement with the structure of the Irish
education system for the explicit purpose of narrating that experience to the learning
community through the learning environment. This is an important step within this
research study as this forms the basis for two distinct although interdependent processes,

perviously discussed.

Initially, introspective narrative construction informs the learning community and
highlights the differences and similarities within the community and the education system

for interrogation by the community. However this initial engagement also serves to draw
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out within the learning community and designed process the preconceptions of the actors
(Heidegger, 1962; Stahl, 1993). During this process participants are beginning to develop
relationships with each other within their new environment and are as a consequence
beginning to establish new modes of narrative expression akin to what is expected of
them in both third level education and the expectations of professional practice that will,

in the future, be expected of them (Bruner, 2009).

Secondly this initial engagement draws participants into Heidegger’s hermeneutic circle
where prior experiences are exposed for discussion, negotiation, interpretation and
meaning making. Within the research study this negotiation is mediated through the
collaborative construction of a narrative pertinent to the experiences of the community,
rooted in the historical content of the module - again reinforcing the initial interdependent

process.

5.5.3 Intersubjective Narration

The aforementioned collaborative construction of a narrative pertaining to prior
experiences is an important process in revealing differences in experiences and directing
participants to look for interpretation within, although not limited to, the module content
and each other. Importantly, the development of such interception is focused around the
construction of a shared online space and as such is a negotiate space. This is important in
light of both Heidegger’s and Stahl’s contention regarding shared meaning making.
Heidegger considers that meaning constructed within an environment mediated through
artefacts leave neither the environment nor the participants unchanged (Heidegger, 1962).
Stahl explores this further and suggests that the development of understanding is
dependent upon negotiated interpretation (Stahl, 1993). This study follows suit, in that
any consideration of negotiation is between members of the learning community being
established, founded upon common histories of education and where expression of that
common experience is dependent up on a shared understanding - a making of meaning

(Heidegger, 1962; Stahl, 1993, 2000).
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The expression of this negotiated meaning, in the context of the designed environment, is

considered to be an intersubjective expression of shared meaning - an intersubjective

narration of the participants collective agreement, within the designed environment.

5.5.4 Intercultural Narration

As Bruner suggests, culture and education - indeed culturalism as an entity - are bound by
a reciprocal relationship between narrative and culture (Bruner, 1986, 1987, 2009). The
above intersubjective narration is, as discussed, developed within the designed
environment and therefore does not ultimately connect with the reciprocal relationship
that Bruner outlines. Crucially, therefore, narrative construction within the dynamic of the
design environment and in support of the development of an emergent community of
practice requires an explicit connection with the culture to which the communities wish to
connect. In order for a residential learning community to be formed the design must
facilitate the development of an intercultural connection. The term intercultural suggests

that multiple cultures exit within this dynamic and this is accurate.

Initially, upon entry to undergraduate initial teacher education participants are exposed to
the culture of third level education and over the first few months of their enrolment they
develop the capacity to engage with that culture through narrative (Bruner, 1987;
McAdams, 1993). The ambition of this research study is to connect the participants with
culture in a wider sense; that of the world of in-service teaching practice as an emergent
community of practice (Lave & Wenger, 1991). This requires a connection between
cultures. That of the institution and that of the world within which they will enter post

institution.

The ‘Apprenticeship of Observation’ (Lortie, 1975) is particularly relevant at this point as
preconceptions of what it means to be a teacher are rooted within the introspective
narrative formed by the participants. Linking therefore the culture of the designed

environment and that of the in-service world is a key concern among teacher educators, as
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Walkington (2005) points out ‘[teacher educators] must seek to continually encourage the
formation of a teacher identity by facilitating pre-service teacher activity that empowers
them to explicitly build upon and challenge their experiences and beliefs’ (Walkington,

2005, p.63).

Prior experience and beliefs are narratives, shaped by the culture within the designed
environment and are also open to intersubjective challenge within the design
environment. A new collaborative consensus among participants can be achieved through
the construction of a shared online space and through the development of a residential
learning community that is connected to the culture of teaching beyond the bounds of the
design environment. Crucially, the development of an emergent community of practice is
predicated upon the construction of a narrative that is situated within this emergent
dynamic. This narrative format, a conversation between a series of constructed learning
communities established in a restricted culture and the development of an emergent
learning community established through connection to unrestricted culture, is
Heidegger’s hermeneutic circle in motion. The narrative formed by the participants as a
community is a process of exploration, interpretation and understanding where
participants engage in meaning making informed by and informing the culture they

establish contact with beyond the context of the design.

5.6 Technology

The fifth key conceptual tenet of this design-based research study is technology. The
integration of technology into educational practice is the subject of international attention
both in theory and in practice (Conway et al, 2009; European Commission, 2014; Ceana,
2014; OECD, 2015; Teaching Council of Ireland, 2011, 2015). Technology utilised in
educational environments is commonly referred to as Information and Communication
Technology (ICT). However, for the purpose of the research study the term technology or

technologies will be maintained, as will be explored in the sections to follow.
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Significant variance exists in the use and availability of technologies within secondary
schools across the OECD (OECD, 2015), the very schools that participants in this
research study will eventually be employed in. Factors such as affordability, resources,
practitioner commitment, practitioner self-efficacy, broadband availability etc all mitigate
the findings of the 2015 OCED report. Indeed the report repeatedly points to the
availability of technology being the dominant factor in the success or otherwise of school
strategies for the integration of technology into teaching and learning practices (OECD,

2015).

It is therefore incumbent on the design of any learning environment to take note of the
findings of this report. Of particular relevance are the findings relating to the intense of
student engagement with computers, which in general while improving - is quite limited
(OECD, 2015). This informs this reproach study in two ways. Firstly the development of
the designed environment must take note of the limited experience that participants will
have with technology in general and that the efficacy of participants with both software
and hardware will be very limited. Secondly, the designed environment must integrate
technology in order to begin to prepare participants for the technological expectations of
future employers - where technology is available. There exists therefore a tension
between the efficacy of participants and the expectations of employers that they will
engage with in a few short years. Indeed many of the participants in such teacher training
programmes will engage in teaching practice within twelve months of enrolment. There is
a responsibility on the researcher to take note of this tension and design accordingly. This
concern is echoed by the Irish Department of Education and Skills (DES) inspectorate
report (2008) in relation to the integration of technology or ICT into schools in Ireland.
This report recommended that, ‘there needs to be an increased emphasis on the
application of ICT in teaching and learning in teacher education at pre-service, induction

and continuing professional development stages.” (DES, 2008, p.xix).
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In addition the report pointed to the isolationist nature of technology integration where
support mechanisms for teachers engaging in educational technology innovation was not
widespread (DES, 2008). The 2015 DES publication Digital Strategy for Schools
2015-2020 also points to the difficulties that teachers experience in the integration of
technology into their teaching practice (DES, 2015). The 2015 report also, explicitly,
points to a constructivist (Piaget, 1959; Piaget & Cook, 1952; Vygotsky, 1978; von
Glaserfield, 1990) pedagogical approach rather than that of a constructionist (Papert,
1993) framework for teaching and learning where the design and construction of objects

that are personally meaningful acts as a mechanism for learning (Papert, 1990).

The aforementioned tension in the design learning environment between pre-service
efficacy and in-service expectation is heightened by the desire of the research or to
engage participants in personally meaningful activity. However, this tension need not be a
barrier to the aims and objectives of this research study. It is the contention of this
research study that the development of a shared online space for intersubjective and
intercultural expression by an emergent community of practice, founded upon a
personalised collaborative exploration of the history of education is in and of itself a
constructivist methodology and thus reflective of the environment of in-service practice
while concomitantly being personally meaningful in the constructionist sense of teaching
and learning within the designed learning environment. It is at this point that discussion
around the term and application or integration of ICT in learning environments is

important.

5.6.1 Defining technology

The constructivist school of thought in the 2015 DES publication allows for a clear
discussion on the application or integration of ICT in Irish schools. This overt stance
indicates that the ICT, in the Irish context at least, are viewed as a tool for use rather than
as part of an integrative approach to learning. Given the findings of the 2008 DES report,

OECD 2015 report and the 2015 DES publication this design-based research study
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contends that if the demands upon new entrants to the teaching profession are going to be
overtly constructivist then the development of any educational technology orientated

learning environments must reflect that in-service environment.

However, the conceptual framework of this design-based research study demands that in
order for participants to challenge preconceptions through interpretation for meaning
making, that that process be personally significant (Heidegger, 1962; Stahl, 1993; Papert,
1990). Therefore this multi-epistemic dynamic requires an assessment of what is
Information and Communication Technology and whether that term is appropriate in this

context.

ICT, within the in-service teaching domain is constructivist (DES, 2015) and in this sense
it can be considered as a tool for engagement within content and concepts, as indicated by
the DES, ‘a constructivist pedagogical orientation supports teachers in effectively using
ICT with their students i.e. learners are actively involved in a process of determined

meaning and knowledge for themselves’ (DES, 2015, p.8).

It is clear that the term ICT is active in support of teachers’ engagement with the learning
process as they engage with students. The designed environment within this research
study considers that this is also necessary in the design context to act as an active
scaffolding mechanism. However, it is also a requirement that the development of a
personally meaningful process be explored and constructed by the participants and to this
end the term technologies is deemed more appropriate. Technologies, in the context of
this design-based research study, can therefore be viewed as being in the domain of the
participants rather than the teacher, lecturer or facilitator and can range in form from
pencil and paper to virtual reality headsets, the list is potentially endless when technology
is conceived in this manner. In this vein the use of technology rather than ICT can be
viewed as concomitantly constructionist and constructivist in a environment where

participants are engaged in a circular process of meaning making (Heidegger, 1962). In
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this sense, technologies are defined as boundless and in short - technologies are undefined

and whatever participants deem them to be.

5.6.2 Learner Orientated Technology

Having discussed what technology can be viewed to be from the perspective of the both
the designed environment and from the perspective of the participants. The resultant
consideration of technology being undefined, is supported by Norman’s contention that
technology should not be imposed on a learning environment, rather it should form part
of the leaning environment (Norman, 1998). In this respect the expectations of new
entrants to undergraduate initial teacher education to learn new and relevant technologies
must be met and balanced with the necessity for those technologies to be unobtrusive and
supportive of the learning process as whole rather than the focus of the learning process

as well as being in-service relevant. Such technologies should offer an -

‘opportunity to experience leaning activities that are internally driven and
contracted, goal orientate and reflect, personally meaning full and authentic,

collaborative and socially negotiated, and adaptive to individual needs and

cultural backgrounds’

(Bonk & Cunningham, 1998, p.30)

Considering the needs of the learners in this design study and the aforementioned tension
between efficacy and expectation the selection of technologies to utilise as part of the
design environment must balance this tension in terms of stretching the capabilities of the
participants whilst at the same time supporting their engagement with the design
environment and the processes they are active participants in. Bruce & Levin (2003)
reflect on the use of a four part taxonomy of uses of technologies- communication,
expression, inquiry and construction (Bruce & Levin, 2001; Levin & Bruce, 1997). They

suggest that the future development of any learning environment that wishes to integrate
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technologies into that environment should be open to links to the wider practitioner

environment that technological developments will develop (Bruce & Levin, 2003).

In this sense, technologies are undoubtedly a fundamental tenet of this design-based
research study. Technologies, in all of their conceptions, can act as a bridge between past
and present experience and also as a bridge from the present to the future of teaching for

the users and those that they engage with in that process.

5.6.3 Technology for Teachers

As discussed, pre-service teachers are concerned with technological developments and
how such developments will impact on their careers going forward. Consequently
technologies experienced in initial teacher education should support future use within
professional practice and should mirror the manner and methodologies applicable in that
setting (Jacobsen, Clifford & Friesen,2001; Arnold & Ducate, 2006). Computing
technology, mobile or otherwise should therefore both in hard and soft formats be
relevant to the communities that teachers are part of (Schoftner, 2009; Carroll & Carney,

2005).

The learning environment of this research study should there be supported with
technologies that support participation in the programme and also speak to the careers
that participants are pursuing where efficacy is increased and concerns regarding

professional practice are allayed.

5.6.4 Pre-Service Teacher’s Private & Personal Use of Technology

The development of this research study, framed by a collaborative exploration of the
history of education, asks students to negotiate their collective preconceptions and try to
situate them within the historical content of the module. Such preconceptions are deeply

rooted in the participants biographical experiences with education - their histories of
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education. In this regard the participants are asked to link their private or introspective
experiences intersubjectively with established history. During this process participants
are asked to engage in the development of a shared online space. In the process of
developing this they have the opportunity to establish the technologies that they consider
relevant as part of their emergent professional repertoire thus connecting there established

strengths with the challenges they face as they move towards professional practice.

5.6.5 Technology and Teacher Self-Efficacy

The issue of self-efficacy in relation to technology is not exclusive to pre-service
teachers, it permeates the entire profession and is heavily influenced by the pace at which
technology evolves. Very often, members of the teaching professional are reluctant to
invest time in the development of efficacy with technology where the pace of change can
outstrip the capacity of teachers to adapt. Self-efficacy or a belief in one’s self to use
technology for a specific purpose (Wang et al, 2004) can be enhanced by the development
of skills through practical tasks related to teaching both at pre-service and inservice levels
(Fleming, Motamedi & May, 2007). To this end the development participants
technological self-efficacy must be part of a shared vision or goal that is rooted in the
future of their engagement with in-service teaching. Albion (2001) points to the
development of such skills as being ‘an important step towards their leaning to use

technology effectively in their teaching’ (Albion, 2001, p.344).

This is an important consideration given the previously discussed dual tension tension
experienced by pre-service teachers in relation to technology. The designed learning
environment would need to fulfil the aforementioned expectations of trainee teachers
whilst concomitantly supporting them as they develop skills both new to them and in

demand within in-service practice.
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5.7 Chapter Summary

This chapter has delineated the conceptual framework of the empirical and practical
considerations within this thesis. The design themes or interdependent design variables:
1) transition; 2) collaboration; 3) engagement; 4) narrative; and 5) technologies explored
in this chapter framed the development of a transition design model, rooted in the history
of education. Emergent from Chapter 2, crystallised in Chapter 3 and explored in detail
this chapter, this conceptual framework underpins the TWO-CENTs design model. This

resultant model is discussed in detail in Chapter 8.

The TWO-CENTs design model is predicated upon emergent themes in Chapter 3, the
literature review chapter of this thesis . These emergent and interdependent themes

included:

« the salient theme of learning communities within the continuum of
education and in particularly concerns regarding the individual nature of

inservice teaching.

« concerns regarding the development collaborative practice for practicing

teachers and how to establish a culture of collaboration within that domain.

« adeterioration in the engagement levels of student teachers with the
foundational studies in education and in particularly the history of

education.

« the relationship that technology has with education and in particular the
development of technology skills that are in demand by potential

employers.

The development of this design model is explored in the chapters that follow. Highlighted
in particular, is the evolution of the TWO-CENTs design model across two iterations of
the design-based research methodology, outlined in Chapter 4. Emergent from this
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iterative process is a robust adoptable and adaptable framework for application in cognate
settings where there is a desire for an emergent community of practice to be established in
undergraduate initial teacher education through a collaborative engagement with the

history of education.
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Chapter 6: Design Cycle 1

6.1 Chapter Introduction

This chapter introduces the first design cycle of this design-based research intervention
which involved 20 students who agreed to participate in this research study seeking to
address a central question: How can a collaborative engagement with the history of
education help to establish an emergent community of practice in undergraduate initial
teacher education? This chapter is developed in a format designed to detail the evolution
of the design model from idea to implementation based upon the key issues and themes
emergent from Chapters 2 and 3, developed in accordance with the principles of design-
based research, and moulded by the conceptual framework detailed in Chapter 5 of this
thesis. The central contentions of which are further delineated within the narrative of this

chapter and Chapter 7.

Data collected over the duration of the research study amounted to a considerable body of
information and to this end exemplars of data, representative of the findings of the
research study, are utilised in the presentation of the effectiveness of the design model in
answering the principal research question. The nature of design-based research is that it is
utilises all means necessary and appropriate to investigate the potential and limitations of
the research study. To this end both qualitative and quantitative data exemplars are

employed throughout in support of the research narrative.

The development of the design process and the analysis of its effectiveness in the
naturalistic context of its application are framed by the CENTs interdependent design
variables, identified in Chapters 2 & 3. The effectiveness of the design model will be
analysed using these variables and that analysis will be subsequently applied to the
conceptual framework that supports the design model. Finally, after a synthesis of theory
and practice, recommendations for the improvement of the a second iteration of the

design model will be made, framed by the aforementioned interdependent variables.
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6.2 Where to Start?

The problem of transition into professional education programmes is particularly relevant
to third level institutions and further education training programme providers. ‘Design-
based research involves the creation of a theoretically-inspired innovation, usually a
learning environment, to directly address the [identified] problem.’ (Barab, 2006, p.155).
The initial innovation was therefore ignited in the researchers host institution, The

National University of Ireland - Galway.

6.2.1 The Local Context

Inspired by social constructivist thinking the pilot innovation for this research study was
developed in an attempt to enhance pre-service teachers’ engagement with the history of
education and consequently help them transition into third level education and towards
professional practice through collaboration. Of particular interest, in the case of this
research project, were new entrants to third level education and those new entrants that
were entering professional undergraduate programs for the first time directly from second

level education.

The initial application of this designed innovation was implemented to see if a technology
enhanced engagement with the history of education could help such students to make this
difficult transition. The initial design phase focused on the naturalistic context (Barab,
20006) of the research problem utilising techniques and methodologies that could do real
work, in real world settings. This real world setting was identified as part of the
undergraduate incoming cohort of pre-service mathematics teachers at the National

University of Ireland - Galway.

As a graduate of the School of Education at NUIG and Galway Doctoral Research
Scholar, the researcher was familiar with the research staff at the School of Education and
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approached co-ordinating staff with the help of my doctoral supervisor to gain access to
the identified purposive sample. It was agreed that the pilot intervention would take the
form of the History and Structure of Irish Education in the 2014-15 in a pre-service
teaching programme. It was also agreed that the development of a portfolio that
encouraged a reflective engagement with the topic would be in line with the ethos of the
School of Education at NUIG and the requirements for professional registration with the
Teaching Council of Ireland. These guidelines and requirements were then used as the
building blocks from which to develop a module content and assessment structure that
could serve both the aforementioned requirements of the naturalistic context and also

provide relevant and useful data to the researcher.

6.2.2 Identifying Participants

Selecting a sample that met the needs of the study required a grouping of participants that
would be engaged in similar activities on a daily basis over an extended period of time
(Cohen et al, 2003). The cohort of students identified as a purposive sample (Cohen et al,
2003) were new entrants to a four year duration Bachelors Degree in Mathematics and
Education or what is known as a concurrent model of ITE, delineated in Chapter 2. The
profile of the cohort was also a key factor in the section of the sample (n=20) as fifteen of
the participants were entering tertiary education directly from second level education,
three participants were returning to education from a period of more than ten years of
employment related activity, a further two students were returning to education from a
period of two years or less in employment. All of the participants were engaged in tertiary

education for the first time.

6.2.3 Designing to Engage

Establishing the research problem and identifying the varying factors influencing the
local context established an environment within which to begin designing the initial
design-based research intervention. Key to the development of this innovation were the

existing programme constraints of content, resources, time and accreditation.
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6.2.3.1 Content

The governing body for professional teacher registration in the Republic of Ireland is the
Teaching Council of Ireland. This regulatory body stipulates that all pre-service second
level teachers must complete a module in the History of Education or a study of the
History and Structure of Irish Education as part of a collapsed module with other fields
considered to be amongst the Foundational Studies in Education or Educational Sciences.
Such studies include but are not limited to the Sociology, Psychology and the Philosophy

of Education.

The Teaching Council [Registration] Guidelines (2009) state that:

‘Studies in the Foundation Disciplines of Education (Educational Sciences)
should be enquiry based and provide the basis for reflective practice. They
should enable the student to build a conceptual framework which will help
them to develop an informed and coherent theory of education not only for
immediate need in practical teaching but also for future professional
development. The Foundation Disciplines (Educational Sciences) may be
taught separately or in an integrated way and should provide experience on
the Foundation Disciplines of education as these relate to the study of

educational issues.’

The Teaching Council [Registration] Guidelines, 2016, p.21)

The Teaching Council Policy on the Continuum of Teacher Education (2011) goes further

and states that the:

‘Foundation Studies should:
« provide research-informed insights into student teachers’
understanding of the practices of teaching, learning and assessment;
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« illuminate key dimensions of the professional context in which

thinking and actions of teachers are carried out;
« provide strong professional ethic in teaching;
« provide the basis for reflective practice.’

(Policy on the Continuum of Teacher Education, 2011, p.12)

This research project therefore considered the content of the design intervention very
carefully. Taking into consideration of the aforementioned guidelines and policy, as well
as the foremost, relevant academic text in the field of History Education, Irish Education:

History and Structure by Professor John Coolahan (1981).

The structure of Coolahan’s publication has traditionally acted, across multiple teacher
training programmes, as a platform for pre-service teachers engagement with the history
of education. Its logical and sectored approach to examining the history of Irish education
is recognised as accessible and relevant by both students and module lecturers. In his

book the author identifies the various sectors of education as follows:

» First Level Education or Primary Education
* Special Education

« Second Level Education

» Irish Language Speaking Schools

¢ Teacher Education

¢ Third level Education

*  Adult Education
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The definitions above are comprehensively covered from 1800-1980 however for the
purpose of this research study the distinct topics of Special Education and Irish Language

Schools were subsumed into the First and Second Level education sectors.

For the purpose of this research study the history of education was limited to the

following:

e Primary Level Education - to include pre-school, Montessori, junior and

senior infants classes and all classes pre-second level education;
* Second Level Education - to include transition year education programmes;

* Third Level Education - to include all courses post Leaving Certificate up
to and including undergraduate degree awards and specifically to include

continuing adult education and return to education programmes;

*  Fourth Level Education - to include all post-graduate and continuing

professional development while in-service as a teaching professional.

6.2.3.2 Programme / Module Accreditation

The module needed to be designed in line with the accreditation of ECTS credits as
sanctioned by the university and the Teaching Council. Careful consideration was given
to the definition of the learning outcomes for the module and their alignment with the

assessment model for the students enrolled in the module (Appendix 7).

6.2.3.3 Deciding on the Student Academic Submission Requirements

Given the existent local and national requirements to adhere to strict guidelines for
academic submission formats, in particular for the awarding of ECTS credits, the
researcher, in consultation with the academic staff at the School of Education at NUIG
agreed to develop the submission requirements as a 100% continuous assessment format
with no terminal examination and no academic essay submission. Instead, participants

would be required to submit a portfolio of work completed during the module,
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culminating in the collaborative creation of a digital artefact in line with the learning

outcomes, provided to students in Appendix 1.

6.2.3.4 Resources

A second key local consideration in the development of the Design-Cycle 1 intervention
was the availability of onsite resources to facilitate the development of a collaborative
digital artefact. Traditionally this module, in the consecutive track of initial teacher
education or postgraduate teacher training, is given in large lecture theatres to hundreds
of students. In years past, the concurrent or undergraduate track has facilitated numbers
not exceeding thirty and so it was decided that a classroom format that could facilitate
wireless internet access and appropriate hardware would be best suited to small group and

cohort interactions for meaning making (Stahl, 1993, 2000, 2002).

The decision to incorporate a collaborative digital artefact into the assessment model for
the module led the researcher to examine a range of possible authoring tools for this
initial design cycle. A key consideration and concern was the variance in use of
technology and platforms amongst the student population. New entrants to the B.A.
Mathematics and Education were not and never had been in the past required to purchase
any specific hardware upon enrolment in the programme. Available to the researcher in
the School of Education buildings was a PC suite and an Apple Mac Suite, all located in

D-Block, on campus.

The PC suite would provide access to a Windows based platform allowing the researcher
to provide limited instruction to the students in relevant educational technologies to
facilitate the submission of the portfolios required. Freeware authoring tools such as
ePub, etc were considered as platforms from which students could contribute to the
development of their digital artefact. However, given the high demand on the suite across
the School of Education the selection of this suite was considered, at this time, not to be

conducive to the development of the goals of the research study. In considering the
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naturalistic context (Barab, 2006) of professional teaching practice an environment that
would mirror that of the real world experience of a student teacher, perhaps entering a
single digital platform environment upon teaching practice or in-service employment was

chosen as suitable for this initial design cycle.

The Apple Suite in D-Block was considered as a viable option. Its on site location and
relative under use as a digital resource made sure the suite was available to the
programme at assigned dates and times for the module, 9.00am on Monday mornings.
The format or layout of the room was also attractive. The Macs were arranged around the
perimeter of the room and in the centre were arrangements of moveable tables and chairs
that would facilitate face-to-face group and cohort interaction. Finally the authoring
software, iBookAuthor was a complete and established authoring package which had
already been licensed by the university for both students and staff to utilise. In addition a
number of iPads were available for use by the students and staff to support their
interaction with the Macs and associated software. It was decided, and agreed with the
School of education that the module would be located in the Apple Suite, Room D302, D-

Block on NUIG’s main campus.

Figure 6.1: Apple Suite in D-Block, NUIG Campus
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6.2.3.5 Time

The duration of the module was designated as 24 hours of class contact time divided over
twelve weeks and into two hour sessions. All of the sessions commenced at 9.00am on
Monday morning of each week. Each session comprised of a traditional lecture format for
the first 45-55 minutes on historical content and then students were given a 10 minute
break after which they returned to engage in designed collaborative exercises such as the

narrative construction process - StoryXchange.

6.2.4 Defining the Learning Qutcomes

Defining the learning outcomes for the module was in important step in the development
of the design intervention. The naturalistic context of the learning environment, in
particular the regulatory requirements for professional registration, limited any radical
deviation from the established learning outcomes of previous years. The module
descriptor (Appendix 1) outlines, with minor alternations from previous years to reflect
recommendations made by previous external examiners reports regarding reading lists, a
brief module description, the learning outcomes, forms of educational activity, assessment

techniques and a brief list of significant relevant readings and digital resources.

The learning outcomes for this first design-cycle were defined as follows:

*  Understand the historical and cultural development education and

mathematics in Ireland;

* Be knowledgable about the key policy developments and curricular-

pedagogical reform movements in Irish Education;

*  Understand the multi-faceted structure of Irish education and the provenance

and historical role of its key stakeholders;

* Be able to relate the history of Irish Education and its development to the

contemporary movement;
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* Understand the evolution of Irish education set in the context of emerging
and developing continental and interactional trend in tandem with theories of

teaching and learning.

The learning outcomes, as part of the module descriptor were provided and explained to
all incoming participants at the outset of the module and reiterated at key points during

the twelve week programme.

6.2.5 Assessment

Requirements for programme accreditation and professional registration with the
Teaching Council of Ireland and National University of Ireland - Galway, College of Arts,
Celtic Studies and Social Sciences (CACSS) guidelines (Appendix 7) provided
unambiguous boundaries within which to form an assignment for participants to
complete. The Final Review Panel Report to the Teaching Council on the B.A.
Mathematics & Education 2012 (Appendix 8) provided indicators as to how to enhance
already effective models of delivery with the School of Education on this particular
programme. Considering all of the information available the 100% continuous assessment

submission was broken into three significant parts:
A. Individual Digital Historical Portfolio (IDHP)

« This portfolio would contain all of the preparatory work prior to submission of the
final collaborative assignment as well as a short personal reflective essay. In the
development of this essay participants were encouraged to give their thoughts on
how they felt about the History of education prior to, during and post completion of

the module - their personal journey.

B. Participation and Engagement

 Underpinning the design of the intervention was the concept of sharing and
collaboration. Students were encouraged to question and discuss topics at any point
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during the lessons they were engaged and to demonstrate evidence of critical
thinking in relation to issues raised within the module and if relevant, beyond the
module. They were also encourage to document their group discussion on templates

(Appendix x) provided to them for inclusion in their IDHP.

C. Collaborative Digital Historical Portfolio (CDHP)

o This part of the portfolio would contain the collaborative creation of the pre-
assigned groups. It would demonstrate an appropriate use of the technology
available to the participants, display evidence of investigative research and in

particular display evidence of a coherent narrative throughout the iBook.

A tension in the development of the module with the above assessment model was the
evident need for tuition in educational technology. The identified participants were
entering third level education for the first time and for the most part transitioning directly
from second level education where significant variances in level of technologies available
to students is evident in the literature (Smyth, Banks & Calvert, 2011; HEA, NCCA,
2013; OECD, 2015). The minimum requirements of the Teaching Council of Ireland as
well as the established programme accreditation limited the amount of technology tuition
that could be integrated into the module, however tuition would be necessary in order to

complete the module assessment requirements.

The B.A. Mathematics & Education programme at NUIG, for the initial application of
this design model, did not have a dedicated educational technology module available to
first year students. It was decided to provide the students with a set of very detailed, step-
by-step guidelines (Appendix 9) on how to complete the module assignment in relation to
the technology they were being asked to use - in this case the focused around the Apple
platform base technology available to them on campus. These guidelines were developed

for users who had no prior knowledge of Apple technology or Apple editing software and
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the scope of the document was strictly limited to what students required for completion of

the required assignment components.

At all times however, participants were encouraged to be innovative and creative in the
development of the submission and that the guidelines were not prescriptive acceptable
submissions. While it was not within the remit of the module to teach technology it was
within the scope of the research project to ingrate technology into the teaching and
learning process in a meaningful and transferable manner where participants would
emerge with a new and valuable skill set (Kirschner, 2015) having developed an
appreciation of the relevance of the history of education to their past engagement with
education, their present position in the education system and their possible future

engagement with education as practicing professionals.

6.2.6 Student Assignment Guidelines

Developing a set of detailed student assessment guidelines (Appendix 1) was viewed by
the researcher as an important element in trying to engage students with the history of
education. The researcher felt that the less the students had to worry about in terms of
academic submission or ambiguous instruction the more that they could focus on the
development of their collaborative exercises and result in the enhancement of their
engagement with the history of education as they make the difficult transition from
second level into third level education and towards professional practice. This was a key
point in the development of the design model. The majority of new entrants to
undergraduate education enter directly from second level education which is a highly
scaffolded and very goal focused environment (Smyth, Banks & Calvert, 2011; HEA,
NCCA, 2013; Hyland, 2011). The participants in the design model would be a particular
example of such a homogenous group. In addition they would, for the most part, not have
studied history during the course of their senior cycle studies. Developing a set of
Assessment Guidelines that left no stone unturned with regard to not only the assessment

requirements but also exactly how and where to submit, what media to be used and a
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clear set of instructions would eliminate concern with regard to this and allow a degree of
freedom for participant to engage with the module and the ongoing continuous
assessment to which all lessons were tied to. Indeed all of the lessons built upon the
previous so that if a student completed the activities from lesson one through to lesson

nine they would have very little to do other than to collate and then negotiate with their

group and wider cohort members to refine the collaborative submission.

6.2.7 Rubric Creation

Two rubrics were created (Appendix 1) to assess the submitted assignments and also to
guide the students as they developed their individual and collaborative contributions

within the module structure. In this way it was intended that the learning experience of
the students would be enhanced by establishing, from the outset, clear criteria that they

could adhere to and self-assess prior to formal submission of their assignments.

While grading rubrics are prominent in the wider academic educational literature such
rubrics were scarce within the literature concerning educational technology and the
history of education. Rubrics that dealt with the development of Digital Storytelling were
particularly useful as starting points, in particular the Western Massachusetts Writing

Project (Hodgson, 2010).

6.2.8 Reading Lists

The Final Review Panel Report to the Teaching Council on the B.A. Mathematics &
Education (2012) (Appendix 8) suggested that a more defined breakdown of provided
reading lists be made available to enrolled students. Historically, the reading lists on the
module ED116, the History and Structure of Irish Education, had focused on academic
texts specifically relating to publications on the educational system in Ireland and or
bodies associated with the education system. Attempting to enhance engagement with the

history of education would require participants to make personal connections with the
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module content that would help them link theory and practice. For this reason texts were
introduced that provided more social commentary on the period of history being
examined and were selected specifically for their references to the education system
within the context of the development of Irish society under British Rule, as a Free state
and subsequently as the Republic of Ireland. It was intended that students, as they
investigated the relevance of the module historical content to their own lives may want to
explore the factors that influenced educational change not only in their own time but in
the centuries and decades that had lead up to that point. The reading lists were divided
into five distinct sections so as not to overwhelm participants and included an array of

relevant digital resources:

Significant Relevant Readings

Significant Relevant Digital Resources

Supplementary Reading

Links to Additional supporting Documentation

« Links to Relevant Supporting Websites

All of the digital resources were available to students in the School of Education student
library and all of the links provided to students were tested for accuracy and to make sure
that they like were live prior to putting them on the Virtual Learning Environment (VLE)

- Blackboard, for students to access at their leisure.

6.2.9 Aligning the Design Model, Content & Learning Outcomes

The initial design cycle was implemented over the course of a single, twelve week,
semester with a new intake of first year undergraduate pre-service pre-service teachers in

September, October and November 2014.
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Developing an alignment between the identified interdependent variables in Chapters 2

and 3, content and the learning outcomes required a detailed breakdown of the weekly

lesson structure and careful alignment of the require content of the module. A truncated

version of this alignment can be seen in Table 6.2 and in more detail in Appendix 10.

Historical .. . . Learning

Week No. Content Participant Design Variables Community
Week 1-3 Primary Intraspective Collaboration Curricular
Week 5-6 Second Level Intersubjective Collaboration, Curricular
Engagment Classroom
Week 7-8 Third Level Intersubjecive Collaboration, Curricular
Engagement Classroom

Narration Student-Type
Week 9-10 Fourth Level Intercultural Collaboration, Curricular
Engagement Classroom

Narration Student-Type
Technologies Residential
Week 11-12 Revision, Review and Submission of Portfolio & Collaborative Artefact

Figure 6.2: Alignment of Design Model with Module Content

6.2.10 Module Lessons

The local constraints and timetabling of the module defined the main structure of contact
time with participants. All lessons began at 9.00am on Monday mornings and would
finish at 11.00am. Breaks were scheduled for approximately 9.50am and lasted between
10-15 minutes. This structure allowed a clear definition for students in relation to lecture
time and collaborative exercises. It also provided them with a structure that they were
familiar with in relation to their time at second level education. Finalised lesson plans are
listed in Appendix 11. The following sections are intended as a brief narrative on the
evolution of the module structure form the perspective of the researcher. This format is

also repeated in Chapter 7 in the second design iteration.
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6.2.9.1 Lesson 1 - Module Introduction

Many of the participants had not studied history since they had completed their Junior
Cycle examination at the age of fifteen. Only one participant in the programme (n=20)
had studies history at Senior Cycle. For this reason the first lesson in the module was
given completely, to orientation of the module within the programme, the learning
outcomes, an overview of the content and lecture structures, explaining the requirement
of the assessment model, pre-assignment of groups and roles within groups and finally
clear information on the key dates within the academic calendar at NUIG. Also a ten
minute introductory ice-breaker session was employed where students were asked to give
a brief history of their education today and the factors that influenced their decision to

come to the National University of Ireland - Galway.

The three components of the assessment model were explained in detail. The requirement
of a short reflective essay was underlined as important however participants were
reminded that this should not become an onerous task. It was explained that a submission
of approximately five hundred words would be sufficient and they were given clear

guidelines on what the content should engage with (Appendix 1).

The CDHP was explained in detail and students were reminded that they would need to
work together in order to achieve their collective goal. Participants were reminded that
the digital skills that they would learn as part of the process would be valuable to them
the careers that lay ahead of them and indeed as part of their ongoing professional
development in the decades to follow. Creating a ‘buy-in’ to the collaborative process, a
process that was not familiar to many of the participants, was important and is a key

component of effective CSCL and TEL environments (Gilbert & Driscoll, 2002).

Students were introduced to StoryXchange and provided with exemplars on how to
complete the templates that were provided to them for use in the collaborative session

each week (Appendix 4). Students were asked to engage with the reading material
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provided to them at an early stage and in particular the assigned digital resources
provided to them as this would help them to engage more effectively as part of

collaborative groups in the weeks ahead.

The module content was described to students as ‘light touch’ in so far as lecture times
with academic historic focus would only form 50% of face-to-face contact time. However
students were reminded that the breakdown of the reading list and the considerable
resources made available to them should be utilised prior to each subsequent lesson and

that in many ways they were engage in a ‘Flipped Classroom’ mode of learning.

Students were pre-assigned to groups within the cohort. Where possible the groups were
kept to four members (N=20). StoryXchange is a researcher designed process where each
member of each group was assigned a level education to collate information from the
other group members and to tell the story of the group at that particular level of
education, rooted in the historical content of the module supported by the aforementioned
templates and exemplars (Appendix4). It was intended that this would enhance their

engagement with the history of education; the underlying rationale for the research

* (016 Madde Vadiw

Figure 6.3: Screenshot of Resources on Blackboard

project. The virtual learning environment (VLE) - Blackboard was used to communicate
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with students throughout the module. All presentations, guidelines and relevant resources
were placed here for students to access as an when they would need to either on campus

or remotely.

It should be noted at this point that the researcher made a decision to explicitly state that
the purpose of this module was not to explore personal, positive or negative experiences
with education rather it was their task to explore the factors that influenced the
development of the system that they were, are and would be a part of in the future. The
rationale for this overt instruction was to avoid personal disclosures that might upset
participants relating to recent revelations regarding institutional abuses in the Republic of
Ireland emerging in recent media reports. It should also be noted that this should remain
as an explicit interaction for the foreseeable future given that many victims are still alive

and may be potentially related or known to participants in this process.

6.2.9.2 Lesson 2 - Primary Education (1831-1900)

From the outset of the second lesson historical content concerning the development of
primary education in Ireland between 1831 and 1900 was covered. Key moments, events
and pieces of legislation were elucidated (Figure 6.4). Many of the students were less
than enthusiastic about the historical content at the outset however, in line with the
learning outcomes, the historical content was constantly and consistently related to
contemporary issues in education or issues from the recent past that may have impacted
on their time at primary education. This methodology encouraged discussion amongst the
group, between researcher and groups as well as providing a basis for discussion during
the collaborative exercises. During the ten minute interval StoryXchange Template No.1
(Appendix 4) was placed on the desks of all the students for them to engage with upon
their return. When the students returned they were given guidelines as to how to fill out
the template and to use their completed template for discussion within the groups. They
were also reminded that the template would, as would all of their completed works, form

part of their final IDHP.
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[rish Education pre-13800

The Rise of the Hedge School in Ireland

Many teachers were poets or ex-students of the

priesthood
Viewed with suspicion by government authorities

Irish Catholics viewed them as a sanctuary for the
preservation of their culture

A wide variety of subjects were taught
Remained a significant part of Irish society until 1900

Wealthy travelled to Europe to be educated
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Figure 6.4: Screenshot of Format of Module Content as Presented

The participants found this activity a little surprising as it was not what they had
experienced as second level students in particular when they had been engaged in history
lessons. Some students did appear reluctant to engage in the completion of the template
provided and suggested that they felt it might be something that they could do at a later
date when they had, had a chance to think about it more clearly. However, students were
reminded that this was a process of building a story rather than having the completed
article at this stage and that the more work that they put into the collaborative process the
easier the production of their digital artefact would be towards as they progressed towards
the completion of the module. The students seemed to appreciate this advice and, for the
most part, engaged with the process with some very much enjoying talking about their
early education and discussing things that they had not considered as relevant to anybody

else. Students immediately discovered that they had quite a lot in common.
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Students were handed out an exemplar of a completed StoryXchange Template No.1 |
(Appendix 4) after approximately fifteen minutes of discussion. The individuals had
developed their templates in quite a similar fashion and only a small number of students
made significant changes to their completed templates. Students were encouraged to
begin creating digital copies of their work as they completed them incase they lost them
or indeed to complete their portfolio. Digital folder structure was discussed with the
students and they were advised to be organised and consistent with their file name and
folder name creation. They were also advised to include their student numbers on all files
and folders. Most of the students took out smart phones at this point and began taking
photographs of the contents of the desks. At the end of the lesson students were reminded
that the assessment rubrics, available to them through Blackboard were not just an
assessment model for staff but rather an opportunity for them to self-assess their progress

and to orientate the direction that their work was taking.

6.2.9.3 Lesson 3 - Primary Education (1900-2014)

The third lesson began with historical content concerning the development of primary
education in Ireland between 1900 and 2014. In the previous lesson the development of
the historical topics and connecting them with the contemporary issues in education was
noted, and in the researchers reflective journal it became clear that engaging these
participants hinged on making the content as relevant to contemporary society as was
possible. Given the time period being covered this proved a little easier than in the second
lesson, however coming towards the end of the fifty minute session the participants were
beginning to disengage from questioning and probing by the researcher in order to try and

maintain their interest. It became clear to the researcher that

‘these students were not abreast of contemporary issues in education despite
their status as pre-service teachers and appeared a little daunted if not,
overwhelmed by the complexities of the education system in the modern

i}

day.
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(Researcher Reflective Journal, 2014)

In the second part of the session the researcher worked with the groups to encourage them
to talk about their experiences in Primary Education as individuals within a collaborative
group and to try and help the group members to make connections to the historical
content that had been covered during the earlier part of the session and in the pervious
lesson. Students were encouraged to open up the lesson Keynote slides on the iMac and

keep them open during the discussion.

Ten minutes of the second part of the session was dedicated to the explanation of
appropriate referencing for academic submission. This was completely new to the
students and many of them had a number of questions in relation to this topic so the
timeframe allocated to it ran over by a further ten minutes. As new entrants to
undergraduate education and to a professional programme it was imperative that this be
covered with the students and integrated in to the design model. Again the availability of
materials and resources to student was highlighted and links provided on the Keynote

Presentation archived on BlackBoard.

At this point students were again, without prompting, beginning to take out smart phones
to take pictures of the work that they had completed on their desks. This activity was
timely as the final part of the session would deal with appropriate data storage techniques
and reinforce the file name and folder name directions that were given in the previous

lesson.

6.2.9.4 Lesson 4 - Secondary Education (1838 - 1900)

This lesson began by introducing the development of second level education in 19th
century Ireland. As in previous lessons the session structure was proving popular and the

researcher noted that:
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‘the enthusiasm for the module appeared to be increasing. It is important to
note that at this point in the module many of the students were dealing with a
sector of education that they had only just left a number of months prior to

enrolment in the B.A. Mathematics & Education.’

(Researcher Reflective Journal, 2014)

The researcher also noted that this may have contributed to the enhanced levels of
engagement within the topic. Not withstanding these observations, again when related to
contemporary events that were current and pertinent the students shied away from
engaging in cohort of class-wide discussion, perhaps displaying a lack of awareness o

such issues.

The second half of the session encouraged students to attempt to complete the relevant
parts of StoryXchange Template No.1 and begin to develop StoryXchange Template No.2
(Appendix 4). The level of discussion during this period was significant. While the
students had been reluctant to engage in class discussion they were more than willing to
discuss issues within their peer groups. These discussions tended to centre around the
templates that they had completed and it was noted by the researcher that ‘the discussion
ranged from personal experience at second level education to issues relating to the

unionised movements in modern day teaching.” (Researcher Reflective Journal, 2014)

Towards the end of lesson the students were encouraged to read the guidelines for
assessment and the authoring software specific document (Appendix 9) that had been
created for them to complete the required digital submission. In addition they were
encouraged to visit the Apple Suite in D-Block on campus to begin to engage with what
was for all but one student, a new technology. In fact not one of the students had ever
used iBooks Author prior to engaging with the module. The participants were, for the

final twenty minutes of the session encouraged to explore the iBooks templates provided
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while the researcher engaged in a group by group question and answer session regarding
the StoryXchange process and the development of a group specific template per the
detailed instructions provided in the guideline documents provided on Blackboard

(Appendix 1).

6.2.9.5 Lesson 5 - Secondary Education (1900 - 2014)

The development of second level education from 1900 to 2014 proved the most popular
period and sector of the entire module. It transpired that it was viewed as the most
relevant of all the lessons to many of the students registered in the module and
particularly because they had no prior experience of third level education and little or no

knowledge of what was described as fourth level education.

This lesson was considered to be, by the researcher, a pivotal lesson in the design model
as it is the most recent level of education that they have an extensive experience of as
students and the very level of education that they will return to as pre-service and in-
service teachers. This point was not lost on the students as they actively engaged in
discussion and the continued development of their StoryXchange templates. However, the
level of support, research and available archival material had begun to be limited such is
the dearth of historical research in this area in an Irish context. The scaffolding was a
little less supportive at this point in the design model in relation to the historical content
and in particular in relation to the development of research and publication post 1981.
This was a keen talking point for these pre-service mathematics teachers and generated a
lot of questions regarding what the researchers’ opinion was. These students were asking
questions that directly related to the assessment and assignment. They wanted to be told
what was happening and it was imperative that the researcher did not give in to the
demands of the students. The researcher felt that the students had to find their way to

understanding together, through the historical content.
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For the second part of the session students were directed towards the iMacs for a short
tutorial on how to insert digital content into iBooks Author. This was particularly relevant
to the required collaborative assignment for all students. While the guideline document
provided to the students was very detailed the researcher felt that showing students
exactly how to this and then engaging them in the same process when supported by the
researcher on a group by group basis would be helpful and mildly reflective of the degree

of scaffolding that they had experienced as second level students.

The guidelines provided to the students at this point in the design model acted as a bridge
between the relative unknown that they were facing in the next number of weeks or
indeed for the remainder of the module in their exploration of third level and fourth level
education. The scaffolding would be gently being taken down with the aim of helping
these students to engage in an independent collaborative investigation of their position in
educational history given the solid and comprehensive start that they had made in the

primary and secondary level education over the course of the initial five weeks.

6.2.9.6 Lesson 6 - Third Level Education (1845 - 1908)

This, the sixth lesson of the module, had a decidedly different atmosphere with regard to
the students attitude to the historical lesson content. The cohort seemed to feel out of its
depth and conversation was at a minimum. Engagement with the researcher was also
limited. The first part of the lecture passed as an almost transmissive session. Which was
disappointing considering the level of engagement that had been observed by the
researcher over the weeks in the run up to this lesson. The cohort were nervous about
their lack of knowledge in relation to their level education as their experience had been

limited to their time at NUIG - five weeks.

During the collaborative exercises the development of interpersonal relationships within

the groups was notable. Groups that had not previously formed cohesive bonds or spent a

lot of time sharing information began to re-orientate the desk arrangements (Figure 6.5)
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in the room so that they could engage with each other and consequently the historical
content of the module, as at this stage of the cohorts’ exploration of the history of
education was indeed limited to the lecturers Keynote presentation and to various sources
available to them on the web. The scaffolded experience that had got them this far was
disappearing and the prospect of independent exploration was beginning to loom large on
the horizon. The development of more cohesive groups within the cohort was observed
by the researcher as a direct consequence of the removal of the scaffolding and this group
were beginning to make the transition form second level educational environments in to

undergraduate education dynamic and towards professional practice.

Week 1:Desk Orientation Week 6:Desk Orientation

Figure 6.5: Desk structure within D302 in Week 1 and after Week 6

6.2.9.7 Lesson 7

Students were given a final lecture on the development of third level education in Ireland
in the initial part of the session. These session was scheduled for students to be given an
opportunity to have their emergent, collaboratively constructed artefacts informally
reviewed by the researcher and to receive feedback from the researcher in line with the
grading rubrics supplied the participating students. All groups were encouraged to share

their progress up to that point through an informal process of display and explain.
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A final question and answer session during the last ten minutes of the lecture finished out
the session with students engaged in, for the most part, technical questions regarding the
construction of the iBook and some of the advanced editing features that were due to be
covered in the next lesson. It was evident to the researcher that the technological aspects
of the design model were quite pertinent to the participants at this stage and for some a

bone of contention within the module.

6.2.9.8 Lesson 8

Students exploration of fourth level education began in the same vein as previous levels
of education with the initial part of the session being dedicated to defining what fourth
level education night mean for them as graduate teachers, in-service professionals or
perhaps as members of seconded curricular research and development groups in Ireland
and perhaps outside of the state. This topic while initially a topic that many of the
participants were shying away from turned out to be quite engaging in this initial session.
Questions regarding jobs, pay and conditions, additional subjects, management and
educational research began to surface. Particularly evident within those discussions was
the research that they had carried out in the previous weeks. Their comments were
informed and insightful, they drew comparisons with time gone by and many noted a

relative lack of progress in certain areas while other areas had experienced growth.

Of particular interest to the researcher was the importance of the cohort as grouped within
the classroom. While tension was emerging in relation to the technical aspects of the
digital submission, students were, as a consolidated large group discussing and arguing
developments that would either impact on them in the immediate future or upon the
students that they might teach. In this session they began to refer, for the first time to
themselves as teachers rather than just as third level students. It was evident to the
researcher that when examining the evolution of postgraduate education that

conversation, discussion and agreement were critical in exploring this area of education.
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6.2.9.9 Lesson9

Lesson 9 was structured so that a maximum amount of time could be given to the
competing of the StoryXchange process and the development of the students academic
submissions. The researcher was available to the students to respond to technical queries
and to tease out, in a couple of instances, some finer points of historical exploration. In
general this session was incredibly focused on the completion of the collaborative iBook

and consequently the collaborative activity in the classroom was reduced accordingly.

In discussion with some of the group members the researchers found out that getting the
collaborative aspects of the iBook contribution, in particular, the development of a fourth
level narrative had been frustrated as students found it difficult to organise time to see

that suited everybody and that coincided with the availability of the Apple Suite on

campus. They found this incredibly frustrating.

6.2.9.9 Lesson 10 - Revision Lesson / Workshop

This lesson had been specifically designed for the development of the students completed
iBooks. Student were given a short tutorial on certain aspects of the authoring tool to help

them if required. Also, students were again given informal feedback on all aspects

highlighted in the grading rubric supplied to them at the start of the module.

6.2.9.11 Lesson 11

This session had initially been assigned for the presentation of the iBooks to the cohort
and a final assessment mark for the presentation. However their was a significant
resistance to the prospect of presenting their productions to the rest of the cohort. When
the researcher investigated this further they core reason for this was that the productions
were not complete and again this was blamed on the availability of the Apple suite to
them at times the suited the participating groups. To this end the rest of this session was

dedicated to helping participating groups complete their digital artefacts.
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Finally, a last group session was instigated by the researcher to mirror that of the first
session that the group had together. Participants were asked to again, tell the story of their
education to date however this time they were asked to tell the group what they thought
the future of education might look like and what part they feel that they may or may not

play in that future.

6.3 Design Cycle 1 - Analysis

The above commentary on the development of the module over a period of twelve week
is intended to supplement an understanding of the evolution of this design model and the
emergent lesson plans (Appendix 11). Furthermore, they preface an analysis of the
multiple interdependent variables within the design model, informed by the design

sensitivities, which established the following findings:

» Collaboration - in-depth exploration of the module content and exposes a

variety of experiences amongst participants.

+ Engagement - as a consequence of an introspective and intersubjective
investigation of the relevance of the module content to personal experiences,
however, success in those areas was limited by the single platform approach
which ultimately hindered the development of a holistic engagement with the

module.

* Narrative construction, StoryXchange, facilitated intersubjectivity founded
on collaborative biographical exploration of similarities, differences and

possibilities.

» Technologies utilised and embedded in the design model contributed to the
engagement of participants with the module content and the development of
self-efficacy, however ultimately restrictions on platform and accessibility

frustrated participants.
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6.3.2 Collaboration

Measures of assessing the degree to which group members collaborated had been built
into the academic assessment rubrics (Appendix 1) in the form focused areas of the
interdependent variables. Consequently, the collaboratively constructed iBooks contained
numerous references to group members experiences satisfying the assessment rubric
provided for accreditation. However the researcher wanted a more personal response
from the participants and therefore designed a multi-point questionnaire (Appendix 3),
discussed in Chapter 4, to get a sense of the participants views on the multiple
interdependent design variables and their effectiveness with regard to their engagement

with the history of education, as new entrants to third level education.

6.3.2.1 Face-2-Face Collaboration

Participants indicated that the collaborative nature of their interaction enhanced their level
of engagement with the module content. In particular participants cited the Face-2-Face
group sessions as particularly relevant. During the Face-2-Face sessions participants
developed feelings of ‘team spirit’ (Student 4, 2014) where they ‘made friends with
people in their course much faster’ (Student 12, 2014). Student 7 remarked that the
Face-2-Face sessions left her ‘intrigued by classmates opinions’ helping to ‘generate
ideas, opinions and debates on particular topics.’ (Student 7, Reflective Submission,
2014) The exchange of stories in the StoryXchange process and the collation of other
people stories accelerated the a process of relationship building within the groups and
wider context of the cohort. Participants enjoyed talking, discussing and sharing stories of
their own lives with new people, people they would spend a significant amount of time
with over the course of a four year undergraduate degree programme indicating that story
sharing and working with other were the aspects of the collaborative exercise that

participants enjoyed the most (Figure 6.6).
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Storytelling
Friendships

@ Course Content
Reduced Workload

No Response

Figure 6.6 Aspects of Collaboration Enjoyed the Most

6.3.2.2 Pre-Assignment of Groups & Roles

Participants also indicated that the pre-assignment of roles, with clearly defined
responsibilities and a shared vision helped them to work together from the outset (Figure
6.7). This was confirmed in focus group sessions with the participants where they

indicated that

‘it was good how you put us into groups....I think that everyone would have

went away from Fourth Level... there probably would have been a bit of a

b

row

(Participant 2, Focus Group, 2014)
In addition Student 19 remarked

‘I liked that we were split into groups chosen by the lecturers because at that
point none of us really knew each other and it helped us to become
acquainted with one another. As a group we had to come together to make a

collaborative iBook’

(Student 19, Reflective Submission, 2014)
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12

Strongly Agree Agree Neutral Disagreee Strongly Disagree
M | had a clear role wthin the group
Group members understood their roles within the group
M | was content with my assignmed role within the group

Figure 6.7: Participants perceptions of pre-assignment of groups an