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Preface
Cultural heritage is a significant force in empowering individuals and nations in a
globalised world. Moreover cultural and historical heritage, created by humans and
captured by socially negotiated actions, attain a transformed nature in globally changed
practices, such as learning, teaching, and everyday communication. New information and communication technology (ICT) enables flexible knowledge creation, but
on the other hand, it requires multiple qualities from learners. The cultural foundations of a learning environment reflect prevailing values of a learning community,
such as ´global society´ or ´knowledge society´. Knowledge and understanding related to information and communication technology is globally highly respected as
an indicator of movement to a knowledge society. To the extent that development and
change are obvious in societies and in educational environments, schools, universities, and other educational institutions have to respond to this requirement. This publication reveals some dimension of this.
This book derives from the second conference organised by the NEOTHEMI project,
in Helsinki in September 2003. It reflects the NEOTHEMI project as an example of
the ways in which ICT can be used to develop the educational abilities of learners;
contributors to the publication discuss a range of other approaches. NEOTHEMI is
an EU-project (2001–2004) involving 13 partners from 10 different countries to create an educational e-learning environment for cultural heritage. This forms a manifold world to examine cultural differences in artefacts, but also in ways of learning,
teaching, adapting information, interaction, and communication. According to Puurula
(2002) that could include different approaches from media education; virtual pedagogy; and telematic teaching which crosses borderlines and collects human capital
for a use of a wide, extended audience.
The first NEOTHEMI publication (Karppinen, 2002) outlined theoretical aspects of
cultural heritage and the use of ICT in cultural issues. This book, the second
NEOTHEMI publication, delineates the extended view in research on cultural heritage, relating to the use of new technology and its benefits in learning and teaching.
The book is divided into four parts, after an introduction, which focuses specifically
on the NEOTHEMI project. The first part addresses other research which has used
ICT to convey cultural heritage to the young, and assesses the ways in which new
technology can assist the eternal need of learners to be active constructors of their
own understanding of their culture and to reinterpret their cultural heritage. The sec-
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ond section draws on research, which considers the value of ICT in developing learning skills across a range of disciplines, in ways, which should be applied to cultural
heritage. The third section explores approaches to flexible learning in the area of
cultural heritage, as these are potentially fertile areas for the development of the ICT
approaches described in the second section. The fourth section includes articles related to national examples of cultural heritage, and the current state of the NEOTHEMI
national pavilions. Papers in the fourth section are available only in pdf-format on the
web site: http://www.edu.helsinki.fi/tt/neothemi/english/publications.html.
Although in learning processes today a noteworthy emphasis is on the constructivist
approach, on student-centred learning, and on self-regulation, the need for social interaction, tutoring, and mentoring is increasingly acute. Currently, constructivists have
been criticized for allegedly propagating approaches that are unproven, atheoretical,
and impractical (see e.g. Land & Hannafin, 2000). However, articles in this publication show that a notable feature is the stress on the social processes of learning. In a
range of contexts in this publication, from pre-schoolers and reception-class children
(e.g. Bølgan, Felgueiras, Lahti et al.) to university students (e.g. Kondoyianni, Tissari,
Raevaara, Ojala et al.), it is the social interaction which is the most important aspect
of the learning situation. Indeed Luodeslampi found that children derived much more
from the social challenge of constructing computer games than from using them once
constructed.
Even adult students need some individual, preferably face-to-face, support to develop an effectively supportive social learning group. Therefore, the meaning of ICT
use is not only to gain prompt information, but also to deepen interaction in the learning process and an understanding of individuals participating in it. That corresponds
with a socially shared cognition (e.g. Brown & Cole, 2000), by which Brown and
Cole mean that cognition is distributed among such important elements as the participants, the artefacts they use, technology tools (this author’s addition), and the social
institutions within which they are housed. As three papers in this publication (Ojala
et al., Raevaara, and Tissari) show, providing the level of support required means that
ICT is not, contrary to some expectations, a labour-saving method. Thus, even though
the ‘meaning’ of teaching is to make the teacher redundant, this involves a continuous demand for supporting students’ construction of knowledge, but with a gradual
decrease in the support: like Vygotsky’s (1978) use of the term “scaffolding”, which
refers to the progress from assisted learning to non-assisted learning.
The two papers in the introductory section directly connected to NEOTHEMI offer
contrasting approaches to creating an interactive social process; involving young learners in the creation of a resource for others to use, as against creating a resource (with
adult educationalist knowledge) which is designed to involve young learners as they
use it. Saccone describes how the NEOTHEMI project draws on theories of collaborative learning, which have been put into practice in the Helsinki conference workshops. These workshops have created material for the project, exemplifying the type
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of educational approach which is endorsed by UNESCO. Saccone quotes work by
students in two of the NEOTHEMI countries, which was explicitly directed to developing material for the NEOTHEMI pavilions; other pavilions have also drawn on
student work, some by children too young to explicitly design work for the Web.
Neill discusses a contrasting approach by which hyperlinks between national themes,
and across to themes in other national pavilions, allow the NEOTHEMI project to
encourage social learning. By offering a range of different paths through the websites,
different groups in a classroom are likely to encounter different paths (or can be
encouraged by the teacher to find these different paths). The resulting contrasting
experiences offer the potential for discussion, which can encourage learners to engage with trying to understand the world-views of people in other countries or other
periods of their own history.
Part I of the book addresses the problem that the fast development of technologies
creates different demands on learning and teaching, but also offers new ways to grasp
information: as Saccone states: can digital content and network applications transform teaching and learning? That is, from Saccone’s point of view a crucial question,
which is one of the main issues in all research projects which are using new technologies as a powerful resource tool, not only the NEOTHEMI project. According to
current research, the main interest is no longer on information-distributing and communicative potentials, but on new technology’s potential for providing tools for managing information that could help learners to construct meaningful knowledge from
the flow of information available for them (e.g. Land & Hannafin, 2000; Niemi &
Ruohotie, 2002; Pyysalo, 2002). However, the articles in this book illustrate how
technological foundations for learning environments can support, constrain, or enhance a learning process. Technology can used to facilitate understanding that would
be difficult, if not impossible, to support otherwise—as in Mejer’s and Tetard’s papers.
Mejer describes the ways in which increasingly cheap and powerful chip technology
will transform the way in which information can be provided; in addition to a wide
range of potential applications in other spheres, the technology has wide possibilities
in the visualisation of cultural heritage.
The CHIMER project and its subsidiary projects described by Tétard have the aim to
provide a virtual archive of cultural heritage information accessible via the new generation of mobile devices—but Tétard discusses two additional features which should
encourage a constructivist use of the technology. Firstly, enabling the user to ‘pull’
out a free choice of information, rather than having information, which relates to a
perceived user profile but may be unwanted—‘push’-downloaded. Secondly, and much
more important, children will be involved in constructing the archive, which should
both make the archive content more relevant to young users, and enable the young
providers to experience the benefits described, for example in Lahti et al.’s and
Luodeslampi’s papers.
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Lahti et al.’s paper is an example of how children could learn while collecting material for an archive such as Tétard’s. They studied how ICT could be used as part of the
process by which children developed their understanding of artefacts and their cultural development. ICT was used both to support the collaborative building of knowledge and collaborative visualisation, using the program ‘Knowledge Forum’, and,
via the Web, to collect supplementary information to that which the children had
gained by studying real artefacts in school and museum settings. Knowledge building in Lahti et al., which originates from Bereiter’s and Scardamalia’s approaches,
derives from a concept of socially shared cognition (e.g. Brown & Cole, 2000). Both
refer to receiving, using, and experiencing in common with others, as well as distributing knowledge between oneself and others. That is essential in the socialconstructivism approach (see e.g. Hacking 1999; Pear & Crone-Todd, 2002), of which
Lahti et al.’s paper is an example: children spent more than half of their working time
in ‘searching out and sharing’ information.
Indeed, in the social knowledge creation process, ‘others’ have a meaningful role as
‘reflectors’. In other words, as Lahti et al. also show, learning about the constructed
knowledge of others is a necessary element on the construction of one’s own knowledge (compare Pear & Crone-Todd, 2002). To enable children and students to gain
socially constructed knowledge (as in Lahti et al’s and Luodeslampi’s papers) the
tasks and questions are not multiple choice; rather, the questions and problems require composed or constructed answers and should be created in a manner which
activates students for reflection and verbal communication about the subject area.
The project, which Luodeslampi discusses aimed to develop religious knowledge—
factual knowledge about a historical period or another culture, with the additional
stimulus of constructing an adventure game. However Loudeslampi’s questionnaire
show that participants felt that they had learned primarily factual information, rather
than ethical understanding, for example of what it means ‘to be Finnish’. The discussion, which took place during game building, was, as Luodeslampi points out, the
most educational part of the project.
Too little attention has been paid to the cultural differences in adaptation of knowledge, cultural interaction, and culturally varied learning systems; but Katz and Rimon
discuss this in their paper. Cultural material, especially that from other cultures, presents
challenges to understanding the worlds from a new viewpoint, as does communicating with learners from another culture. Katz and Rimon describe a project for international distance learning, across cultures; asking students to discuss key works of
literature from each participating country, shared in English translation. Here the
actual ICT-communication is only the last part of the task, preceded by each group
having to reconsider their taken-for-granted assumptions about themselves as they
consider how to present the book from their own culture on a website to others who
are unfamiliar with that culture. As Katz & Rimon point out, asynchronous communication via email allows for plentiful discussion with peers and teachers during the
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process of framing messages, so the necessary social support should be available for
effective use of the ICT component.
Part II, the second section of the book, deals with values and challenges in the elearning process. Learner-centred environments, as virtual environments are expected
to be, supply interactive, complimentary activities that enable individuals to deal
with unique learning interests and needs, study multiple levels of complexity, and
deepen their understanding.
Pratt’s paper describes how technology mediates mathematical thinking. He focuses
on the transition from working with computer-based tools to working in more conventional settings and proposes how we might exploit in very special ways ‘where
the physical and the virtual meet’. Mathematics has the character that, while many
concepts may be embodied in artefacts, the underlying ideas are abstract and complex, and can be difficult for young learners to grasp. Pratt’s earlier work drew on the
potential of computers to produce dynamic simulations, where change can be demonstrated without the distractions or ‘noise’, which often occur in real-life demonstrations. He used computer-simulated ‘gadgets’ to draw attention to the characteristics of randomness generators such as coins and dice. The Webkit project, like some
of the devices described by Mejer, links the real and virtual world, so young children
can simultaneously carry out manipulations with real objects and see their virtual and
conceptual representations.
Even though new technology inventions bring new tools for educational settings, the
basics of learning or demand of social support and face-to-face interaction have not
changed, as articles in this book evidence. However, a virtual environment has specific characteristics. As Niemi and Ruohotie (2002) point out in their current publication on learning in the virtual university, knowledge production necessitates from
learners high meta-cognitive abilities; capacity to manage one’s own learning process; capability to select appropriate information; and knowledge how to use a variety
of strategies to develop one’s own personal approach for self-regulated collaborative
lifelong-learning (Niemi & Ruohotie, 2002; Ruohotie, 2002). The qualities required
corresponds to the students’ qualities in web-based study programmes described by
Raevaara, Tissari, and Ojala et al. in this book. To gain self-management abilities,
according to Ruohotie (2002), a conscious and critical observation, and evaluation of
one’s own activity is essential.
Working with distance learning masters’ degree students, Raevaara stresses the central place of interaction and discussion in learners’ development of skills; in contrast
to Tissari, at masters’ level course content was specifically tailored to the individual
needs of students, and there was a considerable degree of face-to-face support, which
somewhat smoothed the transition to e-learning. Adult part-time learners (and this
would also apply to schoolteachers who were learning to use ICT to work with their
classes on cultural heritage) have a different set of problems to full-time students;
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effective time-scheduling and accepting that distance learning (and teaching) are much
more time-demanding than they initially appear, especially when teachers and learners are developing familiarity with the technology. Motivation and will play an indispensable role in adapting new ways of learning. The lack of strong will forced some
students to drop out, but for those who persisted, the degree of support provided by
the programme organisers to course leaders, and to students, made the Virt@ programme a highly successful initiative which is now being built on.
Tissari describes another network-based study programme cooperated by eight Finnish universities. A difference between the school and university levels is the expectation that adult undergraduates should be autonomously self-supporting—an expectation which created difficulties of motivation and time-allocation, especially at the
start of the course. The need for face-to-face interaction is also stressed in Tissari’s
paper. Personal contact, with other students or staff, was seen as vital in establishing
the social relationships which made for the most effective learning. In addition, the
design of the web material and website has a meaningful role in motivating and activating learners; as Tissari points out; the network-based environment should be easy
to use and the instructions and assignments should be very clear.
Ojala et al. also stress the importance of interaction if ICT is to support the learning of
early-years student teachers. From their experience of six IT-based teaching packages, including one culture-related (planning and design), they point out that even
simple ICT can be valuable if it meshes with the tutor’s pedagogical skills. Their
planned project on cyberlearning in European teacher education (CETE) stresses the
existing pedagogical expertise of participants and the ways in which relatively simple technological solutions can assist interactive constructivism. They draw attention
to the teacher qualities required (such as innovative, flexible, supportive, sharing),
and the problems teachers should be prepared for in cyberlearning situations, in addition to positive aspects, for example uncertainty, unwillingness, and lack of motivation.
Bølgan makes it clear that young children are receptive to new technology (usually
more than their teachers)—having no memory of a time when it did not exist, they are
not surprised that computers can for example download and modify images from
digital cameras. Children need to develop skills in order to cope in the society of the
future; they need to acquire skills about how to use the language of new media, and
they need skills to access the computer world. Debate in recent years about when
would be an appropriate age to start to use computers and get children acquainted
with virtuality seems to have lost its meaning. Bølgan, like Luodeslampi, found the
computer provided a fruitful focus for discussion, serving a social educational purpose in addition to its cognitive one.
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Pritchard stresses, like Lahti et al. (Part I), that new knowledge and concepts have to
be constructed by the learner on the basis of existing understanding, which forms an
essential foundation for the new construction. Echoing many other contributors, he
sees this as not merely an individual, but especially a socially interactive process
following a social constructivist view, as Ojala et al. also point out. Pritchard emphasises the social processes which can practically be used in the classroom—teacherled discussion, individual or paired brainstorming, concept mapping, website or video,
educational games (which could be based on ICT). He sees these processes as central
to learning, but his paper also links to those of Katz & Rimon (Part I) and Neill
(Introduction), which point out the difficulty for learners in understanding those who
are geographically or historically remote from them, because they do not share the
same existing understandings.
Niinistö, like for instance Ojala et al., emphasises the importance of student teachers
getting familiar with new technology. Despite the pervasive importance of the media
in forming the world-views of teachers and their classes, and the presence of media
education on the curriculum, student-teachers, in Niinistö’s view, could only give
abstract accounts of what they understood by media education, though they did aim
to give children a constructivist experience, by looking at examples of media forms,
and intended to develop children’s critical facilities. Though students who produced
autobiographies made skilled use of ICT, the Web was not reported as a salient element of the media. Niinistö, as a teacher educator, sees in that a challenge to enhance
the media competence of future class teachers.
Part III shows that educational and cultural material, indeed virtual material even
more, may hide valuable information, which requires sophisticated analysis to reveal
it. Pieroni analyses the hidden depths of images. He draws attention to the fact that
the ‘naturalistic’ conventions of photography are in fact socially constructed, deriving ultimately from painterly traditions stretching back to the Renaissance. Despite
the saying that ‘the camera never lies’, as Pieroni points out, it is necessary for students to explore the social construction of photographs; the known ease of manipulation of digital images may make their artificiality more generally salient, and make
viewers more critical in interpreting images.
Oksanen addresses the metacommunicative messages behind the pictorial rhetoric of
teaching materials (an issue also addressed by Pieroni), and especially the way in
which facts are hidden behind an approachable narrative. In Oksanen’s view, the
child is seduced, by a feeling of condescension towards the mammoth, into accepting
the new technology; there are hidden depths behind the apparently innocuous pictures.
Recently the importance of cultural heritage and the role of museums began to appear
in a new light in educational settings. Kondoyianni and Felgueiras & Sousa, (also
Lahti et al. in Part I), suggest that a museum should be a space in which diverse
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groups construct public and personal knowledge through processes of conversation
and inquiry. Additionally virtuality allows a cross-curricular approach and themes in
instruction, and it offers an opportunity to study a particular cultural heritage, regardless of resources to travel to the actual sites and museums (Puurula, 2002).
Felgueiras & Sousa observed how, when nursery children interact with museum exhibits, the children’s dialogue shows them as acutely perceptive and constructive
observers. Indeed their perceptiveness suggests that young children have an ability to
see through and question artistic conventions (in the way Pieroni suggests), which
has been lost by Niinistö’s students (Part II). The preschoolers’ avid curiosity draws
on the relation between their existing experience and the novel experiences the museums provide. This despite the potentially unwelcoming nature of the museums, which
have taken little account of the needs of their youngest users, seen for example by
mounting exhibits too high for young children to experience.
Kondoyianni discusses another relationship with museums—the creative processes
and outcomes used by Museum Education undergraduates in designing proposals for
museums of drama education. The relative freedom of design, offered by modern
materials to architects, has been used in existing museum and cultural buildings, such
as the Kiasma modern art gallery in Helsinki or the Laban dance centre in London, to
produce a building whose form alludes to its cultural purpose—more directly than
was possible with traditional materials, and therefore representing a potential new
form of cultural heritage, and one eagerly adopted by the students. Though the students used ICT only as an element specified in their proposals, and the design process
involved pre-eminently the same types of creative discussion described by other contributors, it is clear that a suitable computer-aided design package could have made a
valuable discussion focus for the design work as described, for example, by
Luodeslampi and Bølgan.
In contrast to Luodeslampi (Part I), Kallioniemi is primarily concerned with how to
move outside a parochial cultural heritage and meet the demands of the new Finnish
Religious Education curriculum, which has a greater emphasis than previous versions on intercultural understanding in a multicultural society. This raises many of
the same questions of understanding different world-views across time and space,
which were discussed by Neill (Introduction) and Katz & Rimon (Part I). Kallioniemi
includes ICT-based resources as an important element in the resources which groups
of students can draw on in exploring ‘deep’ religious or ethical/cultural questions.
Despite the opportunities offered by new technology and eagerness to use it in various ways and situations, there do exist elements, which cannot be experienced through
technology; for example the sense by which the material object is felt, or the touch by
which music is created. The intuitive feeling of creating something concrete by diversity of senses cannot be replaced by technology, as Ruokonen and Muhonen show
in their papers.
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Ruokonen discusses the way the traditional musical heritage of the Finns relates to
the Kalevala, the national epic, and to the way in which young children can learn to
play the kantele (the instrument mythically invented by Väinämöinen, the wise elder
of the Kalevala) in a revival of a living folk tradition. The musical simplicity of the
kantele lent itself to a folk practice of social improvisation and composition, which
can be recaptured with great enthusiasm by young children, with sensitive support
from teachers and support from re-enactments of the Kalevala. Roukonen’s description of composition based on traditional folk improvisation leads into Muhonen’s
discussion of the nature of composition, especially the type of free and informal composition, drawing on intuitive skills, which is accessible to young children. All cultural habits are not transferable through technology. Rather it may lose the richness of
the cultural value, and therefore preserving the values as they exists is a necessity.
Muhonen’s case study of songcrafting with young children, which uses ICT in translating the children’s spontaneous composition into conventional musical notation,
shows that this method of drawing on their creative skills leaves a long-lasting and
warm impression on their memory and gives them the confidence to create their own
parochial cultural heritage, instead of being only a passive cultural recipient.
Part IV; in this fourth section (available only in pdf-format: http://www.edu.helsinki.fi/
tt/neothemi/english/publications.html) Ferreira’s paper discusses the historical development of the school system as part of cultural heritage, and its meaning as a
symbol of modernity and indicator of development in different regional contexts. He
expresses ‘school as universal’ because it is geographically found in all continents,
and in every village. But relatively, what makes it global today is the fact that individuals can be ´all the time everywhere with everyone´. Correspondingly, if development means new ways of creating knowledge, no longer does any educational institution or group have a monopoly on knowledge; as Niemi and Ruohotie (2002) point
out; knowledge creation has become diffused through society.
In this section the partners of the NEOTHEMI project also portray the current state of
the national pavilions (web sites) from Denmark, Finland, Germany, Hungary, Ireland, Italy, Norway, Portugal, and the United Kingdom. The general aim of the
NEOTHEMI pavilions is to present aspects of the national culture, which are of particular importance to national identity, but also to focus on aspects of regional identity within the national identity, and to make links across countries to encourage learners
to reflect on their European, as well as their national and regional heritage.
Finally, as editor I intend this book to be useful to its readers to get acquainted with
the variety of ways to approach cultural heritage and to create culture; to expand
views on e-learning possibilities and range of strategies; and to help learners to discover and generate their own capacity for learning. Hopefully, this book also gives
some suggestions for virtual adventures. Nevertheless, technology cannot never to-
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tally compensate for physical interaction or the risk of losing humanity. The more we
are in the virtual world, the more increases the need for social interaction in reality.
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Neothemi: A Collaborative Project Fostering
Creativity and Critical Thinking in Art and
Culture
Claudia Saccone
University of Molise, Italy

Art does not evolve by itself, the ideas of people change
and with them their mode of expression.
(P. Picasso, 1923)

1

Introduction

The NEOTHEMI (The new Network Of Thematic Museums and Institutes) project,
involving ten European countries, is developing a virtual museum of cultural heritage where each country has its own themed ‘pavilion’: ‘Folklore and Traditions’ (Denmark), ‘Communication and Interaction’ (Finland), ‘Arts and Cultures’ (France),
‘Through Memory’ (Germany), ‘Culture of work’ (Hungary), ‘Ordinary People (Ireland) ‘City Images’ (Italy), ‘Sense of Identity’ (Norway), ‘Educational Heritage’ (Portugal) and ‘Symbols of Citizenship’ (UK). Collaboration and learning through action
occurs both between project partners and with other educational institutions, permitting links between the different perspectives gained from countries with different
historical and cultural experiences. Virtual reality permits access to cultural heritage
promoting flexibility of access, a global perspective and critical thinking. The potential advantages of virtual environments in promoting collaborative learning, social
and emotional involvement, and creative personality development will be assessed
through the organized feedbacks incorporated in the project.
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1.2 Two unanswered queries
1.2.1 The medium is the message?
In his influential work Understanding Media Marshall McLuhan claimed: “In a culture like ours, long accustomed to splitting and dividing all things as a means of
control, it is sometimes a bit of a shock to be reminded that, in operational and practical fact, the medium is the message.” (McLuhan, 1964)
In spite of McLuhan’s indifference to any concrete socio-political dimension, which
has in the long run limited the scope of his work, the idea that the vehicle of a message might claim as much attention from the receiver as the content or the form of the
message itself, might still continue to exert a belated seduction. McLuhanophiles still
agree with his claims that media change us, and that social life is more dependent on
the nature of the tools through which people converse with each other, rather than on
the communication context; moreover as the inventor of the notion, and catchphrase,
of the ‘global village’, he is the patron saint of the overpowering information industry.
If it is unquestioned that information technologies have modified the nature of civilization and brought a new framework filled with ideas and ideals; but a significant
number of tools, created with advanced technologies and offering users previously
unknown possibilities for self-development, remain solutions looking for a problem,
not being used to their full capacity because people are not prepared for them.
Besides, when information technologies were introduced in such areas as arts and
education, a wide range of problems became even clearer than in other fields, and
reactions have ranged from complete rejection through misuse to exaltation.

1.2.2 Can digital content and networked applications transform
teaching and learning?
This crucial question, which can be applied to the Neothemi project, is one of the
main issues in all research projects, which are using new technologies as a powerful
resource tool.
The U.S.A. has historically been the country where ICT (Information and Communication Technologies) have reached an earlier and fuller development but
“across America, people told us the Internet offers one of the most promising opportunities in
education ever. And yet they were troubled by their inability to harness its potential advantages”
(Web-Based Education Commission, 2000).

Therefore the wave of technology, despite great efforts and investments, was felt to
have a marginal role, which prevented it changing teaching and learning styles. It is
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in fact still an open challenge to make new technologies influence the ways in which
schools work, teachers teach and students learn.
More then 40 years ago Engelbart expressed the concept of augmenting the intellect
by contact with communication technologies, by “increasing the capability of a man
to approach a complex problem situation, to gain comprehension to suit his particular
needs, and to derive solutions to the problem” (Engelbart, 1962). His research findings and the literature which has stressed the advantages of introducing technologies
in education, together with the concept of ‘collaborative learning’ can offer a theoretical background to organizing schools as learning communities and not simply as
organizations that support learning.

2

A collaborative community and collaborative outcomes

Nowadays the increased diffusion of new technologies helps the supporters of the
concept of collaborative learning; moreover the general changes in organizational
and social infrastructures have stressed the importance of creating a team and being
able to interact within it.
From the very beginning Neothemi has promoted the concept of collaborative learning with grouping of learners, for the purpose of achieving common academic goals.
The success of one learner can help other students to reach an acceptable performance if we mix individuals at various levels. Considering the general framework of
the project and the fundamental importance of culture, it is more interesting to notice
how collaboration can develop an active exchange of ideas among learners, increasing interest and promoting critical thinking.
Shared learning gives students the possibility to participate in active discussions, to
take responsibility for their acquisitions (Totten, Sills, Digby, & Russ, 1991) and
achieve higher levels of thought (Johnson & Johnson, 1986).
Among the ten countries participating in the project, the variety of institutions (schools,
universities, museums, training centres) has led to some individual methodological
choices within a common framework of reference where objectives, results and methodology were negotiated and approved in the planning phase. In partner schools,
therefore, more than in research based universities, an active collaborative learning
has taken place. The basis for effective collaborative learning has respected, according to Slavin (1989), both group goals and individual accountability. Each member of
the group must learn something and therefore strong emphasis is placed on both giving and receiving explanations within the group work. The possibility of exchanging
views about culture can show the diversity in terms of knowledge and background
within a group, and can improve students’ understanding and evaluation of the concepts.
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Respecting the basic idea that knowledge construction is a social event, effective
communication and collaboration are essential to become a successful learner. Examining different cultural perspectives, both within the same country and even more
when there is a common and shared activity involving more than one country, the
students become self-determining, and knowledgeable and the project objectives come
alive. The focus on a collective learning environment changes the role of students
and teachers and the way they interact in the classroom. In the partner institutions
where students are actively participating in the creation of the content, the dominant
metaphor where the teacher is the information giver has been abandoned, in favour of
a leaning community built upon personal experiences, strategies, language and culture that students bring to the situation. Teachers are encouraging students to use their
knowledge, still providing skills, instruction and content and helping them to listen to
each other, in an open and meaningful dialogue. The perspectives, backgrounds and
experiences of all students are important and enrich the material to be produced, and
teachers are facilitators providing opportunities for collaborative work and problem
solving. One of the main aim is to give students new roles so that they become collaborators and active participators. At the very beginning of the project, (January
2002) students were introduced to the general project, being asked to participate in
setting goals and plan learning tasks in relation to each of the different institutions
and themes. During these two years of work they have worked together in organized
groups accomplishing different tasks and monitoring their progress. The role of teachers
was crucial at this moment in organizing well-balanced groups where each person
has a different expertise. Considering the nature of the task, students’ titles have ranged
from’‘Information collectors’, ‘Information editors’, ‘Word processors’, ‘Designers’,
‘Web searchers’, ‘Web artists’, ‘Web navigators’ etc. Everyone has a substantial role
and can teach an area of expertise to the others. In a social context where more and
more team-work competences are required to reach Neothemi goals, learners are learning to take responsibility for creating knowledge, adjusting, monitoring, self-questioning, and questioning each other. Though dissimilar results from cooperation have
been experienced in different groups and different countries, all students have been
involved in gathering information within their local and global environment, which
helped enlarge their perspectives and learning styles. An emphasis placed on peer
editing and evaluation is opening up new ways of communication, helping students
to reach out to other cultures, ideas and perspectives.

3

WWW, too much information for the web-surfers?

“The world is made up of a mosaic of signs, each of which opens a door onto another
mosaic, and so on infinitely. Which handle should we turn? Which link should we
click on?” (Levy, 1997)
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In Neothemi, a project, which is largely using the World Wide Web both for collecting and disseminating information, the students are experiencing the pros and cons of
redundancy and super-saturation of the learning environment.
The increasing speed and capacity of information channels have been widely debated
already in the 90s expressing both disadvantages: “in a society where we are bombarded with often contradictory information, we must cultivate the ability to evaluate
it critically.” (Macedo, 1993) and advantages: “The WWW offers immediate access
to up-to-date raw information on every conceivable topic from a huge variety of
sources.” (Abrams, 1998)
Besides, the Internet is the powerful metaphor of contemporary learning environments, which are redundant with messages, ideas, quotations, and symbols.
Unfiltered and opposing messages ask for critical literacy: “in the real world this is
precisely the kind of information students must deal with” (Wilson, 1988) and therefore one of the educational challenges is teaching skills to process complex and often
contradictory information. In the workshops organized in Neothemi, teachers stressed
the importance of selecting and sorting the abundance of information and stimulated
learners to become critically literate readers and thinkers. Teaching active competences
can be reached through a process leading learners to abstracting, systematizing, discovering core features of information packages, and eliciting interconnection and
interaction. This is precisely the area where multimedia products and ICT can be a
precious tool for teaching these methods, by helping analysis, modelling and visualization of information.
More in general, within a society and an economy which is knowledge-based and
global, 21st century teaching should in fact promote, in the education sectors rooted in
arts and humanities, forms of thinking that allow to deal with ambiguity and complexity, and a capacity to treat situations flexibly and to form imaginative responses.
Neothemi has promoted research in different culture-oriented fields to help all participants to understand other perspectives, change personal behaviour, and foster greater
awareness of others’ backgrounds, needs and aspirations. Through a new ‘cultural
citizenship’ social cohesion can be reached, respecting, celebrating, and valuing cultural differences.

4

A virtual museum: the Neothemi learning environment

Currently a large number of digital resources are used in museums around the world.
They allow access to enormous collections of digitalized images, publish e-catalogues
and encyclopedias, host virtual tours of museum holdings. Only some of them let the
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students have a real interaction with the material for example, solving a puzzle, drawing, colouring etc.
Neothemi is planned and organized as a virtual museum, a 3D environment realized
with VRML software, which is the result of a creation of a totally new virtual setting.
It is an act of choice and freedom using the potentials of its medium.
“The Internet represents the
unmediated presence of humanity to itself since every
possible culture, discipline
and passion is therein woven
together. The fact that everything is possible on the
Internet reveals mankind’s
true essence, the aspiration towards freedom.“ (Levy,
1997). The museum of the
project is an open metaphor
bearing the idea of preserving
and showing different national cultural heritages
through ten countries’ pavilions, electronically constructed and each representing
a different national identity.
Through the main entrance
and the virtual hall, different
settings can be visited (a classical Italian museum, a Tudor
yard, a Danish surreal landscape, a Finnish art gallery, an
Irish fort, a Norwegian log
cabin, a old German factory,
a historic Portuguese train station) and in all of them visual images act as clickable links connecting to themes. If
the museum therefore respects its main aim of providing information about cultures
employing ICT devices, at the same time it is helping students to develop visual
literacy through digital technologies. Current art pedagogy is stressing the importance of developing visual literacy appropriate to the 21st. century, and new technologies are not only another medium but they also offer “unique features which give
opportunities for new techniques and expression” (Loveless, 1995). Learners are accustomed to receiving information from visual media such as film, video, television
and computer game consoles and therefore the multimedia environment created in
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Neothemi can increase their motivation both as producers and receivers of cultural
contents and enhance learning.

5

Sharing expertise and planning future international research: The Unesco Institute for Information Technologies in Education (IITE)

“ICTs offer the potential to expand the scope of learning, breaking through traditional constraints of space and time as well as boundaries of current education
systems…The challenge is to define the best use of ICTs for improving the quality of
teaching and learning…ICTs will be the objects of study since computer literacy is a
basic skill for performing in the knowledge society.” [Unesco Medium Term Strategy
(31 c/4) 2002–2007, 2002)]
Besides the interest in proving how, and to what extent, new technologies can improve the quality of education, the Unesco medium-term strategy stresses the use of
ICT in art and culture. Through different steps it emphasizes “how ICTs can, in particular through the formation of networks of specialists or of virtual interest groups,
increase exchange and cooperation in its fields of competence” [Unesco Medium
Term Strategy (31 c/4) 2002–2007, 2002]. For this scope the expert meeting “Education, Arts and ICTs: Integration for the Development of Personality””was held at the
UNESCO Institute for Information Technologies in Education (IITE) in Moscow
(Russian Federation) on May 12–13, 2003.
Neothemi was invited to the meeting and presented its outcomes, focusing first on its
theoretical background followed by a more practical approach showing what had
been realised in the project with the use of new technologies in art and culture.
Important issues were raised in relation to the importance of a real integration of ICT
into actual training processes and especially those activities, which have contact with
art and cultural heritage. The community of educators should design new approaches
and methods of organizing classes and cooperating with museums, art galleries and
artists to promote an open dialogue with the variety of institutions responsible of
culture. All participants underlined the necessity to find a way of teaching skills of
abstraction and selection and, more generally, to avoid a mere reproduction and translation of art through technology. They stressed the importance in education of shaping information according to the chosen audience and highlighted demands for a new
literacy in cultural heritage.
The experts agreed on these main issues and, through their variety of backgrounds,
gave suggestions about different ways of connecting art and new technologies. As a
result of the roundtable the participants grouped issues into sections (Museum educa-
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tion and ICT, Educational institution and visual thinking using ICT, Quality criteria
in digital art and cultural heritage and IT base developing capacities of arts for special
needs) which will be highlighted in an analytical survey on ICT, education and art,
promoted by Unesco in the following two years.
Besides, they agreed on the importance and specificity of art and cultural heritage in
social life, on one hand, and a lack of relevant applied researches and scientific information, which could be helpful for teachers, learners and decision-makers in educational sphere, on the other hand.
Neothemi fully shared Unesco’s fundamental goal in promoting the judicious use of
ICT as innovative and experimental tools to renew education, fostering an innovative
way of promoting artistic education and visual literacy. The development of specialized training modules for educational personnel will be organized as a follow-up step
by the experts, inducing a closer understanding of cultural diversities.
As a common paper and first tangible result of the meeting, a recommendation was
written:
UNESCO INSTITUTE FOR
INFORMATION TECHNOLOGIES
IN EDUCATION (IITE)
8 Kedrova St. (Bld.3)
117292 Moscow
Russian Federation

IITE/MOS/ME1/01/DOC.2
May 2003
Original: English

Recommendation
The expert meeting “Education, Arts and ICTs: Integration for the Development
of Personality””was held at the UNESCO Institute for Information Technologies in
Education (IITE) in Moscow (Russian Federation) on May 12–13, 2003.
We, the participants from France, Italy, Kazakhstan, Lithuania, Russian Federation,
and United Kingdom, have discussed aspects of ICT application in art and design
education, adverting to the Information Materials prepared by IITE:
• Sharing the UNESCO position as a forum for multicultural aesthetical reflection
on science and technology,
• Supporting the UNESCO initiatives regarding consideration of aesthetical and
socio-cultural challenges of the information society as a high priority for the sustainable development of personality,
• Taking into account the importance and specificity of art and design in social life,
on one hand, and a lack of relevant applied researches and scientific information,
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which could be helpful for teachers, learners and decision-makers in educational
sphere, on the other hand
Suggest:
• To support the IITE’s undertakings in the field, including those aimed at elaboration of an analytical survey on the basis of submitted Information Materials, in
accordance with the preliminary structure attached;
• To ask IITE to form an international working team for preparation of the survey;
• To develop specialized training modules for educational personnel;
• To consider, in planning of the IITE’s clearing-house activity, a design and development within the framework of the IITE information system of a special subsystem supporting the features of obtaining and disseminating data on the existing
experience and best practices on the issues under discussion.’

6.1 Art and creativity: Neothemi art-laboratories
According to the theory of bilateral brain asymmetry, left-brain domination determines logical and verbal cognition process, and a predominance of this formal logical analysis and left-brain cognitive style is stressed in modern civilization; rightbrain thinking functions instead as simultaneous perception of numerous contradictory connections, and creation of their holistic representation. Right-brain cognitive
strategy, that allows capturing a large number of connections and variants, is the most
important component of a creative process; advantages can be obvious when information is complex, contradictory and redundant. A balanced stimulating learning
environment should offer students the possibility of developing and performing both
anaIytical (left) and holistic (right) processes. Introducing ICT in education can therefore help students in reaching this goal, while conjugating art and ICT can allow
them to develop forms of creative personal communication. In Neothemi the choice
of a virtual museum offers great opportunities and challenges as students may ‘wear
the hats’ of archivists, researchers, artists, educators among others, analogous to those
who work in traditional museums. They can keep opening new ‘wings’ and ‘art-labs’
providing alternative paths for the virtual visitor to explore and experience the exhibit. Students find the opportunity to express their images, their ideas and concepts,
and to use cultural experiences for expressing their images and ideas by means of
ICT; for this purpose, students are trained in methods of processing information,
mastering various artistic techniques, and interpreting cultural experience.
Various approaches have worked together to reach similar goals, and learners have
been motivated to make art personally relevant, to pursue creative learning, to reach
independence, responsibility and self-direction and practice constructive assessment.
The project has therefore been a stimulus to creativity promoting the birth of art
laboratories in different countries.
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6.2 Three practical labs: three artistic techniques and examples of best
practices
CASE STUDY N∞1 – Italy
TITLE
Invisible Outskirt
CONTEXT OF THE PROJECT
One year project (Sept. 2002/July 2003) funded under the Culture 2000 programme. The
coordinating institution is the Municipality of Rome Department of Art and Archeology, and
the project has different co-organizers in Hungary: Budapest Institute of Education, in Finland:
Municipality of Jarvenpaa, in Poland: Lodz University, in Romania: Bratianu National High
School and in Spain: Malaga County Council.
AIMS
The main purpose of the project is to organize a platform based on contemporary visual
arts on the theme of the “outskirts” where young artists, students and the general public
can meet, work and discuss using the same artistic media. Young people were asked to
explore visually the “outskirts” of their own cities, that are usually “invisible”, making
these areas ‘visible’ through the creation of art works (photos, videos, digital art). The
project was planned in strict contact with the Neothemi network and the Italian chosen
theme ’City Images’, the city outskirts being unquestionably a cultural relevant subtheme.
The project promoted the following aims:
•

•
•
•
•

Encouraging young people to find out about and evaluate the work of young
artists on a basis of knowledge and respect combined with a shared interest in
ICT (Information and Communication Technologies);
Disseminating photographic works, video works and cyberart to an everyday
audience;
Increasing and sharpening young people’s creativity and sensivity to the
widest range of digital arts;
Providing a deeper and wider visual education;
Introducing and developing interchange between new technologies and art for
didactic purposes.

METHODS and MEANS
The main pedagogical and didactical methodologies have a common basis in developing
analytical abilities and project work through the promotion of visual literacy and the use of
ICT. ‘In-visible Out-skirt’ is based on a “user-centred approach” where young people are
involved and motivated to discover visual arts through their own personal involvement and
creativity. “Learning by doing” and “knowledge through experience” were therefore the main
approaches chosen by the network. Through the organization of workshops in all of the
European institutions, the project promoted visual education and new professional profiles.
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Two different types of workshop were organized: one, addressed to students, based on videofilming sessions with digital cameras and video-interviews to be realised in a joint project
between artists and students; the other, aimed at citizens of all kinds, helped in developing
the following profiles for information professionals: screen-designer and multimedia designer,
computer animation-designer and media-designer for picture and sound.
OUTCOMES
1.

2.

3.

4.

The creation of a website to show the project structure and a selection of the art
works realized by students: a virtual and flexible catalogue which can be widely
disseminated;
The realization of an on line cyber art competition of photos, videos and digital art
open to all the young Europeans. The art works have been selected and published
on the web site;
The creation in the cities involved of temporary video-installations disseminated in
urban and suburban areas where “life flows”, such as squares, malls, youth meeting
points, etc. These video installations have “narrated” the outskirt through a flow of
images related to the project theme;
the publication of a bilingual report (English-Italian) of the final conference that
includes a CD-Rom with all the works realized in the workshops (photos, videos,
animations, etc.).

GUIDELINES FROM EXPERIENCE/TRANSFERABILITY/RECOMMENDATION
Monitoring and evaluation was carried out through questionnaires administered to teachers,
students and in general participants of the project. They showed satisfaction and, above all,
interest in deepening the topics they dealt with (especially those regarding “know how”),
with the intention of passing on to real professional specialist courses.
From the project final conference:“The project has helped young people to discover a world
inside them, that can be described with images and also with the support of the most advanced
technologies. Nowadays youngsters live in a world in which images can suffocate fantasy
and imagination, therefore our task is to help them in using them in a positive way. I mean,
not with a distracted heart, or a passive attitude, but considering them a setting for new
ideas, a means of communication for new achievements, as a means to reinforce selfconfidence and look at oneself with new eyes.” (Prof. Emma Urgesi, Principal of the Technical
Institute Bottardi, Roma)
CONTACTS
Project website: www.in-outvisible.net
Stefania Fabri, Claudia Saccone
Comune di Roma – Sovrintendenza comunale BB.CC. ( Beni Culturali )
Piazza Campitelli, 7 00186 Roma
Tel:+390667103501
E-mail: sfabri@comune.roma.it, api@mclink.it
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CASE STUDY N∞2 – Norway
TITLE

Art outside the classroom
CONTEXT OF THE PROJECT
Brundalen secondary school.
Department of art and design, Ruth Skagseth
Department of foreign languages, Inger Langseth
AIMS
Giving students a chance to show their products to a larger audience by means of the
world wide web and also in print through a newsletter.
Using student products in a larger, international context.
METHODS and MEANS
Students paint or draw their own paintings according to the goals set up in the national
curriculum. A selection of their paintings is used on the web and in a newsletter. When the
paintings are ready, they are scanned and formatted for the web/ print by means of a
computer.
So far, the paintings have been used to illustrate the Neothemi Norway pavilion theme ‘a
sense of identity’.
OUTCOMES
Website http://www.neothemi.net Norway pavilion
Newsletter http://www.neothemi.net pdf and printed
TIPS FROM EXPERIENCE/TRANSFERABILITY/RECOMMENDATION
Considering the strict copyright restrictions regarding material produced on the web, this
is very desirable.
Students get a chance to show their work to a larger audience.
Students from different departments can work together in words and images.
CONTACTS
Brundalen,secondary school, Yrkesskoleveien 7458 Trondheim, Norway
Tel: 004773891400 Fax: 004773891450 E-mail: inger@norwenglish.
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Made by student at Brundalen Secondary School

Reinhardt Søbye
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CASE STUDY N∞3 – Italy
TITLE
The Colours of Thought
CONTEXT OF THE PROJECT
Bottardi secondary school.
Anna Maria Panzera, teacher of Italian and History and Historian of Art;
Stefano Santelli, teacher of History of Art and Architect.
AIMS
In the general context of the Comenius 3 project (the making of a virtual museum,
in which every European country could preserve, create and make known its own
cultural heritage, by means of thematic pavilions), the group dealt with City and
Knowledge.
First step: to recognize the spaces of knowledge in the city; to search for images
of those spaces, to elaborate didactic pages and to put them on the Italian website.
Second step: 1) to consider the artists’ studios as places of knowledge and to study
the way Contemporary Art can influence or change the urban space, acting on
people’s perception: art is a special way of thinking; 2) to request the artist Veronica Montanino to give some lectures about her own experience, applied to the
living and urban spaces; 3) to prepare a Laboratory of Visual Art in which students
could realize pictures collaborating with the artist; 4) to realize the art exhibition
“I colori del pensiero” (The Colours of Thought) in the ancient building of Casale
della Cervelletta .
Third step: 1) to document the developed work by photographs and videos; 2) to
put this documentation on the internet.
METHODS and MEANS
The most important thing was to avoid giving students only ‘cold’ information
about the theme: on the contrary, we planned to start from the students’ own
experiences and from the relationship they had with there own urban territory.
For this reason, brainstorming was fundamental: the students experience how structured knowledge can interact with their own life. They understood contemporary
art is a language, able to express their own deepest thoughts and their own deepest sensations. Unlike traditional art, often wanted by institutions and academies,
contemporary art could be an instrument to react (or simply to reply) to a lot of
challenges. Moreover, contemporary art uses all the modern technologies and instruments, really beloved by youth: photographs, videos, digital images, simple
and cheap materials. In this occasion, the students used photographs, videos, and
acrylic colours.
OUTCOMES
•
•

Excursions in the urban territory.
Lectures and exercises about the expressiveness of lines and of shapes.

18

Claudia Saccone

•
•
•
•
•
•
•

Lectures and exercises about the sense of space.
Lectures and exercises about the preparation of an exhibition.
Exercises about the use of modern technologies.
Theoretical and practical laboratory of visual arts.
Creation of ten paintings, then displayed in the Casale della Cervelletta.
Organization of the exhibition.
Documentation and dissemination of all these activities through the internet site
of Neothemi.

TIPS FROM EXPERIENCE/TRANSFERABILITY/RECOMMENDATION
The activities converged into the exhibition “The Colours of Thought”, made the students
able to develop a specific aesthetic taste, but also to realize practically artistic products,
which were submitted to the judgment of the public and of some specialists in the study of
the arts. The success students obtained made them more secure about their own individuality, and about their capability to create a kind of special knowledge, exploiting some urban
places. Moreover, this knowledge can be disseminated through the modern technologies: in
this way the students feel themselves (and really are) leading parts of a cultural context,
fighting the risk of becoming more and more oppressed and passive.
CONTACTS
Istituto Tecnico per il Turismo “L. Bottardi”, via F. Petiti, Roma
Anna Maria Panzera,
a.panzera@tiscali.it tel. 0658330716
Stefano Santelli, santste@hotmail.com

Bottardi 1
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Mind mapping Neothemi second year results

Mind map
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The Past Is a Foreign Country
They Do Things Differently There1
Sean Neill
University of Warwick, UK*

As pointed out by other contributors (e.g. Saccone, 2002), the current trend in
museology is to place emphasis on visitors rather than objects, and to provide an
interactive experience for visitors, and this is reflected in the NEOTHEMI pavilions.
This emphasis in the virtual museum is consistent with trends in real museums; for
example in Birmingham the Birmingham Museum of Science and Industry has been
closed and the major exhibits have been moved to the new Thinktank (Thinktank,
2003)—the very titles of the two museums indicate their relative emphasis. In the
Museum of Science and Industry heroic objects from Birmingham’s past as the workshop of the world, such as the oldest surviving Watt steam-engine, the foundation of
the Industrial Revolution, were presented as being of importance in themselves; interactive models to explain how they worked were secondary. In the Thinktank much
of the emphasis is on interaction between visitors and specifically designed exhibits.
However, by tailoring the display to the tastes of modern visitors, museums such as
Thinktank may avoid challenging visitors to realise that their ancestors held a different world-view which was equally valid from the cultural perspective of the time—
for example that people had to live with the fact that life and health were much more
hazardous in the period of the Industrial Revolution. Parallels can be drawn between
this realisation, and the realisation that the cultures of the different countries in the
NEOTHEMI project, and across Europe as a whole, are profoundly affected by history and geography (both as relating to climate and to strategic position). For example, some years ago Sophie’s World (Gaarder, 1996) became very popular in Britain,
but British readers were somewhat mystified by the celebration of Midsummer’s
Eve, as in modern Britain the relatively small climatic change between winter and
1

Hartley 1953
* Paper presented at NEOTHEMI: Cultural Heritage and ICT: Theory and Practice: Helsinki, 19th–20th. September
2003.
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summer means that seasonal celebrations, where they existed, have become obsolete.
A different example is the notorious ‘semi-detached’ attitude of Britain to Europe,
apparent for instance during the 2003 war against Iraq, which can be partly attributed
to the fact that, since the Middle Ages, ‘the sea that is the wall of England’ (Barnett,
2000) has allowed British governments to resist whatever was the currently dominant
Continental power. Despite the current antipathy to the imperial past, the imprint of
the British Empire, especially in the status of English as a lingua franca, remains
(Ferguson, 2003). Much of the resulting world-view is shared with Portugal, another
post-imperial country with a similarly globally disseminated language, also sharing a
position on the Atlantic, which similarly makes her tend to look outwards from Europe (Felgueiras, 2002).
Similar examples could be multiplied. A common European identity needs to take
into account different national histories and world-views; the challenge for a virtual
museum is how to present these to students in a way, which persuades them to engage
with and respect different perspectives. Critical to whether this can be done successfully is the question of whether students can genuinely enter the perspective of people from a different period in their own history or from a different part of Europe. If
they could genuinely do so, they would share the qualia of the target group from a
different historical or geographical location—by qualia are meant the subjective experiences (Dennett 1993), such as the experience of red or the emotions created by
hearing a national anthem. Is it possible, for example, for a student from Britain to
genuinely appreciate what a student from Finland feels on hearing the Finnish National Anthem, or for that matter, to experience what the first hearers of ‘Land of
Hope and Glory’ felt?
Hofstadter (1980) discusses the extent to which two people can genuinely share experiences. He uses the analogy of geographic knowledge—knowledge of major geographic features, for example large cities such as New York, is virtually universal,
and similarly, major belief patterns are widely shared. Pinker (2002) argues that these
similarities in basic beliefs, which allow modern audiences to empathise with great
historic works of fiction such as Shakespeare, are largely due to evolutionarily functional predispositions; for example, warm feelings to friends and colleagues have
been evolutionarily selected as they lead to beneficial co-operation. Such feelings
will underlie broad similarities, for example, in responses to national anthems, so that
it is possible for a student of one nationality to appreciate in general terms the patriotic feelings of people of another nationality. Would it be possible for perceptive
modern British students to draw analogies between their own strong feelings about
modern cultural icons and the jingoistic feelings of their counterparts a century ago
on hearing ‘Land of Hope and Glory’?
As Hofstadter (1980) points out, the problems of translating literary works make
clear the vast amount of non-shared cultural knowledge possessed by readers in the
original linguistic culture which cannot readily be appreciated by readers of the trans-

24

Sean Neill

lated version; he likens this to the detailed knowledge of one’s own locality which is
not shared with visitors—familiar to everyone who has had to give a stranger directions. It can be difficult to perceive what knowledge the resident has which the stranger
lacks. Similarly, Dennett (1992) argues that a modern audience cannot exactly experience what the original audience felt on hearing Bach’s music for the first time. The
modern audience both has knowledge of how music developed in succeeding periods
which the original audience of course lacked, and lacks the intimate knowledge of
the chorales on which Bach based his chorale cantatas, and their religious associations. Only by immersing themselves in the culture of the time could a modern audience be aware of the associations perceived by the original audience, and, Dennett
argues, it would be even more difficult to forget their knowledge derived from later
periods.
More usually, an individual encountering an unfamiliar culture lacks the implicit
knowledge which is shared by native members of that culture—for example to speak
modern Hebrew absolutely fluently, it is necessary to know the Bible in Hebrew,
because the language draws extensively on Biblical phrases (Hofstadter, 1980). Shakespearean phrases have a similar influence in English, and to an English native elicit
half-remembered knowledge about Good Queen Bess and Drake playing bowls (the
examples are deliberately obscure to those who are unfamiliar with English history,
but could be paralleled in any other country), which would be quite inaccessible to
most fluent speakers of English as a second language. The effects of unfamiliarity
apply equally to understanding of past periods of one’s own national culture:
thus’‘running out of steam’ continues to be used as a metaphor in current English,
though it has lost much of its force to a generation which has no everyday experience
of the vagaries of the steam locomotive, let alone the hot and frustrating struggle of
the driver, forced to devote ever more of his limited power to maintaining the waterlevel in the boiler (Rolt, 1971—as more water was required to produce the same
power with decreasing pressure, there was positive feedback, since a decrease in
pressure led to increasing water demand while with increasing pressure less water
was used).
If we are trying to convey these cultures distant in time or space to students, what can
we realistically expect to convey? Though a simulator could convey the physical
experience of the heat and vibration of the locomotive cab in the same way as an
aircraft cockpit simulator can convey the physical sensations of flying an aircraft,
like an aircraft simulator it could not reproduce the knowledge that a failure would be
fatal (McColl, Parker, & Seeger 1965). However the basic positive-feedback nature
of the boiler could be conveyed through a simple mathematical simulation, or, as
above, by a verbal description. As well as the nature of the machine itself, students
would have to understand the craft skill and self-respect of the driver—‘The old railwayman, it was a tradition, it was part of your life. Railways went through the back of
your spine like Blackpool went through rock’ (McColl, Parker, & Seeger, 1965) for a
genuine empathy. This self-esteem and identification with the craft skill of the job
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(Rolt, 1971) reflects a less individualistic cultural attitude in the Britain of a century
ago, which reached its apotheosis at ship launches, when the engineering skill of the
shipbuilders was celebrated (McCaughan, 1998). This ‘collectivist’ viewpoint persists to a greater degree in affective attitudes in Southern Europe (Katz et al., 2003),
another parallel between historical and geographic differences.
The challenge is how to engage children, especially, with understanding such differing viewpoints. An approach which has been used with apparent success in the United
Kingdom (and no doubt examples could be multiplied from elsewhere) is via “living
museums”, where surviving vernacular buildings are restored to their original condition and operated in as close a way as possible to the original. For obvious reasons,
schoolrooms are particularly popular for educational purposes, and given the long
life-cycle of school buildings, sufficient Victorian schools have survived from the
early years of compulsory education for it to be relatively easy to find suitable examples for restoration, either by rebuilding the schoolroom in an existing museum (e.g.
in St. John’s Museum in Warwick—Warwick Town Council, 2003), moving the school
brick by brick and rebuilding it in a new location (Black Country Museum, Dudley—
Black Country Living Museum, 2003) or in the original location (British Schools
Museum, Hitchin (2003), which includes a range of school-rooms of different periods). In such settings, children can act out the education practice of the period, with
its rigid rules and punishments. At the Styal water-powered mill (National Trust,
2003) the Apprentice House, which accommodated the young apprentices who worked
on the mill machinery, has been restored to its original condition. Children can take
part in re-enactments in the Apprentice House, after seeing the risks child workers
ran from unguarded machinery in the mill, and debate, for example, whether the risks
of rebelling against the working conditions would be worth the risk of losing their
jobs.
In these situations, the actual setting and appropriate costume combine to encourage
involvement in the situation—but even in these situations the main reaction may be a
chauvinistic rejection of the historical period, on the grounds that clothes or haircuts
are unfashionable or sanitation primitive or non-existent. It is especially difficult for
younger children, who lack any historical perspective about events in their own brief
lives, to appreciate that people living in a previous period may have been content
with the existing conditions, when these people were not aware of future alternatives.
However it may not be realistic to expect any educational system to convey this level
of heterophenomenogical understanding, which can only be realistically be expected
at maturity. The most that can realistically be achieved is to engage children in making connections which they have not previously made, so they can reconsider what
has previously been taken-for-granted, or become aware of parallels between their
own experience and the experience of those remote in space or time, of which they
had not previously been aware.
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How can children be encouraged to engage in a situation in this way through ICT? As
Puurula (2002) has pointed out, research indicates that ICT can be extremely involving to children, while Pritchard (2002) stresses the importance of engaging children’s
involvement by posing problems which require them to participate actively rather
than simply providing material which they can cut and paste. With the facilities available in NEOTHEMI, detailed simulations are impractical, and they would in any
case be inappropriate to most of the themes, which deal with cultural concepts rather
than relatively simple physical phenomena, which are susceptible to simulation. The
approach taken therefore has to be one of interactivity, setting the web pages up so
that users have to move from page to page, with multiple paths through themes and
open-ended questions being posed, to which no answer is given in the theme. The
aim is to push users towards reconsidering the connections between existing knowledge—to ‘disequilibriate’ their understanding so that they have to do cognitive work
to re-equilibriate their world-view, rather than accommodating their existing schemas
to take in the new knowledge.
The structure of the themes is such that if several groups of students from a class
work with a theme, they will come up with different answers, either because the
theme poses open-ended questions, or because the theme offers alternative paths,
both within the theme itself, and via linkages to other British themes, themes in other
countries, and outside websites. Thus in discussion or brain-storming between groups,
different groups should come to the discussion with different prior knowledge derived from their exploration of the website (Pritchard, 2003), allowing them to be
mutually supportive in building up each others’ knowledge. Several of the themes
linked to other pavilions, and their interlinkings, can be used to illustrate this approach; these themes are specifically associated with the cultural heritage of Coventry and the Midlands area. Examples are given in the following paragraphs, but it is
difficult in a linear text to give a full account of the range of interlinkages in the
pavilion website.
The theme ‘Sent from Coventry’ deals with a major industry in Coventry, before it
was replaced by the bicycle and motor trades in the late 1800s and early 1900s, that
of silk ribbon-weaving (Dodge & Crook, 1988). Little trace is left of the industry as
most of the ‘topshops’ (domestic weaving workshops, which as the name implies,
were situated at the top of the house in order to get good light) were destroyed by
war-time bombing and post-war slum clearance. This destruction links this theme to
‘Moonlight Sonata’, the theme on the rebuilding of Coventry Cathedral, described in
Neill (2002b).
In the early 1800s, ribbon weaving was done on hand-looms, with both power and
pattern depending on the weaver’s skill, but from the late 1820s these were supplanted by the Jacquard loom in which the pattern is automatically generated by punchcards—the first programmable automatic machine. The automatic control of the Jacquard loom permitted the use of steam power, which could drive larger and faster
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looms. The ribbon-weaving theme therefore links with the parallel theme ‘Pixelated
Tapestry’ which links to the ‘Moonlight Sonata’ theme (as the tapestry was part of the
building of the new Cathedral), and also to external websites dealing with the evolution of computers—as the theme title implies, image processing in computers has
much in common with the age-old techniques of tapestry design. The theme looks at
the way in which patterns are transferred from design to product, both in the automatic Jacquard loom and in artistic weaving such as the great tapestry in Coventry
Cathedral. This theme therefore has the potential to encourage users to consider the
technology they are using to access the website and to reach an understanding of
links between present and past.
New technology transferred power from the hand-weavers, who had been autonomous craftsmen who could choose their own hours of work and negotiate prices with
the wholesaler ‘Great Masters’, to factory owners who could enforce work hours to
fit the times the factory engine was running. Factory workers became servants of
‘The Lord of Steam and Iron’ (Kirkpatrick, 1994). In addition, the ribbon trade was
fashion driven and changes in fashion made prosperity highly volatile (Dodge &
Crook, 1988). Pages from ‘Sent From Coventry’ invite users to consider the effects
of their own fashion choices, and to consider where their own clothes are made and
what happens to the people who make them. Ironically Hillfields, the district of Coventry which had the most prosperous weaving community, has now become a deprived area of the city with a high percentage of asylum seekers, some from the
countries to which the clothing trade has now migrated. There is therefore a geographical link between past and present, which links ‘Sent from Coventry’ to ‘Respecting Diversity’, a British theme which will draw on the work done by Hillfields
schools to support asylum seekers.
It is therefore possible for users starting into either of these themes to follow multiple
paths, going from technology to the use made of it and its social effects, and following diverse links out from the themes. In addition, ‘Sent From Coventry’ links to two
other themes dealing with traditions of life and work in the English Midlands. The
Coventry Canal was built to bring coal in for the steam-engines from the coalfields
north of the city, and ‘Sent from Coventry’ links to ‘History on the Canals’, which
looks at the way in which canal structures preserve evidence of horse-boats. Part of
this theme looks at the way in which the bright decoration of the boats reflects the
pride of the ‘Number One’ owner-boaters, a pride in craft parallel to that of the weavers, but also paralled by the fact that the steam age, in this case the railways, again
undermined a preceding industry and led to a decrease in living-standards (Lewery,
1974). Before the advent of the railways, canals had been sufficiently profitable that
boaters could afford a house; railway competition meant that boaters could only make
ends meet by moving their families onto the boats. The rich decoration of the boatcabins, today a valued cultural heritage, resulted from the concentration of the livingspace into a small cabin, but the need for economy was reflected in clothes being
recycled into rag rugs on the floor.
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This links to a similar recycling of clothes for economy involved in the rag jackets
worn by Morris dancers, shown in the theme ‘The Morris’. Morris dancing was originally a strictly seasonal phenomenon (the season varying from one place to another),
which allowed the dancers to collect money, which might as much as double their
income for the year (Sharp & Macilwaine, 1991). The theme explores, as well as the
instruments and dances involved, how the modern revival of Morris dancing has
shifted the tradition from a primarily male activity with a largely money-raising function to a mixed-sex family activity; changes in culture lead to changes in social relationships. Both this theme and ‘Sent from Coventry’ are linked to the British theme
‘Equality at Work’ which explores issues of gender equality—in the case of ‘Sent
from Coventry’ the greater dexterity of women weavers allowed them to produce the
highest quality ribbons, and to challenge the male dominance of the Jacquard loom,
with its emphasis on strength and technological knowledge. Similarly, the Morris
theme and ‘History on Canals’ (through the thread on canal iceboats) emphasise the
greater importance of the seasons in traditional than in modern British life—a hundred years ago food was strongly seasonal and heating inefficient. These conditions
are largely forgotten today in Britain, and the seasons effectively ignored except on
rare occasions when travel is strongly affected by weather—but the seasons remain
salient, and seasonal celebrations important, in Scandinavia. Thus a historical comparison within one country links across pavilions to current cultural heritage in other
countries.
The aim of these interlinkages between themes is to encourage young users to interconnect the new material with their existing experiences and taken-for-granted knowledge and reconsider the implications, as well as having virtual access to experiences
which might be considered hazardous (such as a steam tug towing a boat through a
canal tunnel) or might be difficult to arrange logistically (such as watching the annual
Morris dance at dawn on May Day). The virtual museum allows access to artifacts,
which may be available in real museums, but under a more controlled conditions in
the classroom—in some cases the excitement of a school trip makes it difficult for
teachers and their helpers to control effective learning. In addition the structure of the
website allows connections to be made between artifacts and themes with a flexibility which would be impossible in a real museum. This is, in a different sphere, a
similar approach to that taken by Pratt (2003) in exposing learners to mathematical
experiences, which will challenge their preconceptions and allow them to advance
their mathematical understanding. However the resources available to NEOTHEMI
do not allow the rigorous assessment, which is possible in Pratt’s work on mathematical learning, in the more diffuse and wide-ranging sphere of cultural heritage,
though the feedback questionnaire (Neill, 2002a) should give some indication as to
whether this approach has been effective.
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Cultural Heritage and ICT
Preben Mejer
TDC, Innovation Lab Katrinebjerg, Denmark

This paper outlines technology development in a number of key areas on a 3–6 year horizon, and
how this will affect education and cultural heritage.

1

Pervasive computing and communication

The acceptance of the Internet Protocol (IP) as basis for all kinds of communication
has created a world where information and communication is now available to a
number of different devices, not only PC’s. Internet and ever more inexpensive computer chips mean that we are moving into the next phase of development where technology becomes pervasive.
Within the next few years we will see a shift from mostly human-centric communication to device-centric communication. Not only humans will use the net for communications, countless devices will begin using the net for communication, and this will
make for new uses of ICT.
As shown in figure 1, a broad range of web access devices will lead to a large number
of internet connected devices and equipment. Today, top-line copying machines are
Internet connected, so they can call for service, vending machines from Coca Cola
submit stock levels to the distribution centre, and heating systems monitor status and
temperature over the Internet.
The next step will be our infrastructure becoming Internet enabled as well, so dynamic traffic systems will not only adjust flow according to time of day, but based on
actual traffic load. Buildings will monitor status of all sorts of equipment, elevators
and so on.
In 2010, Harbor Research forecast, more than 500 million new-networked devices
will be released annually; 40 percent of the potential of networked devices will be
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enabled. This will have a
significant impact in most
areas, including education
and cultural heritage.

Figure 1. Pervasive
computing development.

2

Harbor Research Co.

Technology

Technology is evolving in a broad range of areas, now also with nanotechnology
moving in. We will see benefits from nanotechnology in our products around 2007–
2008; CPU speed, batteries, memory capacity, and displays are among the products
that will be affected by nanotechnology development.
I will focus on a select number of technology trends that are of importance to education and cultural heritage
One area is display technology, where OLED displays could change the way we use
displays, moving from a display locked to the computer to inexpensive wallpaperlike displays, pointing towards a near future with a large number of displays placed
wherever relevant. The OLED display can be produced in all sizes, enabling us to
make wallpaper type displays within the next 3–4 years. Also the display will be
flexible, and rollable for transport within the same time horizon. An OLED display is
very bright, and this does away with the need for backlighting; also the OLED display prices look attractive.
Another important development is the trend towards wireless communication, where
a number of standards are going to co-exist. One of the most important is the 802.11
Wireless LAN standard. Again, the wide acceptance of this standard means that close
to 100 percent of all future laptops, or more than 50 percent of all PDA’s in the future
will be equipped with Wireless LAN. The ease of setting up networks and the flexibility of a wireless network are going to change the way we use these devices.
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Apart from Wireless Lan, 802.11, shorter distance, low speed standard Bluetooth also has
some importance, and outside of the wireless
LAN coverage of 100 meters, GPRS and 3G
mobile networks will play a significant role.
From Personal Area Networks, Bluetooth
based, to Local Area Networks, Wireless LAN
based, to Wide Area Networks, GPRS based,
mobility and wireless access anywhere will
change the way we use computers, and access
information.

Figure 2. OLED Display compared to traditional
TFT flat screen
Kodak Inc.

Figure 3. Wireless
communications
standards and typical
applications.
Forrester Research inc.

The third technology trend that creates interesting opportunities related to education
and cultural heritage is in the area of sensors and tags. RFID tags are small stamp-like
objects including a chip with a unique number, and a radio antenna. The tag is remotely activated by a radio-emitting device, and supplies its unique number when
activated. The RFID tag is becoming very inexpensive, and tags can link to databases
where any kind of information can be stored.
Tags can link to databases about history, specific information, movies, pictures or
anything else. The museum can tag its objects, and visitors can carry information
about themselves that makes it possible to present information on the level relevant
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(young children and adults receive different information, or tourists receive information in the language of their choice).

Forrester Research Inc.

Figure 4. RFID Tag

3

The practical use of all this technology

The trends I have described above will enable us to display information in a number
of new ways; it will enable us to access information wirelessly nearly anywhere, and
it will enable an object to carry information about itself, so the information not only
is on line, but comes on site together with the object.
These illustrations show the use of some of the technology, wirelessly and on site.
The use of augmented reality can put a layer on top of the real world, here showing a
future bridge, or this could be pictures of the past state of the site, such as an old
Viking village, or buildings now demolished.
Also, the widespread use of wireless technology and the trend towards devices with
cameras make it possible to collect data in new ways, using cameras, mobile camera
phones, and video recorders as
part of the learning process.
Here, a school class is collecting information in the field,
and transmitting it back to
class, using mobile phones
and cameras

Figure 5. Augmented Reality

University of Aarhus, Dept. of Computer Science
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Figure 6–8, Concept video of a school class collecting information and presenting their
findings
University of Aarhus, Dept. of Computer Science

In the school class, objects are
tagged, so, for example, an
insect carries information
about itself; during their research, the pupils can call up
a specialist at the local museum to discuss with him.
When presenting their work,
the students can use a number
of displays, no longer limited
to PC’s, also, the tagged objects interact with the display.
In conclusion, pervasive computing, with technology embedded in any device and in
our surroundings will create
a number of interesting new
ways of using ICT in education and cultural heritage:
Using displays and wireless
devices to display information anywhere, on site or remote, showing things of the
past or the future with augmented reality;
All objects carry information,
making it possible to have the
information not only online
but also on site;
The extensive use of video
will make for a much more
engaging educational situation, and the ability to connect
and discuss will bridge the
distance gap across borders or
time lines;
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The dynamic use of content can address any student at any level in any language, and
no longer necessitates “one size fits all” teaching.
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Cultural Heritage and Mobile ICT
A Case Study
Franck Tétard
Institute for Advanced Management Systems Research, Finland

Introduction
This paper presents the CHIMER project. CHIMER (Children’s Heritage Interactive
Models for Evolving Repositories) is a EU-funded project running 2002–2004. The
purpose of CHIMER is to research tools and methods to encourage schoolchildren
across Europe to participate in building a living view of the cultural heritage of their
villages, towns and regions. The project intends to combine the didactic and organizational expertise of teachers, museums and libraries with technical partners familiar
with the latest developments in multimedia compilation and delivery in a mobile environment. The project will be the basis for the further development of models for
wider applications, such as cultural heritage tourism. The paper aims (i) to give a
general overview of the project, (ii) to look further into the technical solutions and
applications, which have been developed, mobile applications in particular, and (iii)
to discuss usability issues of such applications.

1

Overview of the project

1.1 CHIMER objectives
CHIMER (Children’s Heritage Interactive Models for Evolving Repositories) is a EUfunded project running from 2002 to 2004. The purpose of CHIMER is to research
tools and methods to encourage schoolchildren across Europe to participate in building a living view of the cultural heritage of their villages, towns and regions. The
project intends to combine the didactic and organization expertise of teachers, muse-
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ums and libraries with technical partners familiar with the latest developments in
multimedia compilation and delivery in a mobile environment. On this basis, models
for wider application will be developed. Special attention will be devoted to the insights
of children in how emerging technologies can be applied.
Four main objectives have been formulated:
1. To establish an open international network of schools, children and public institutions to produce a sustainable mass of information necessary for developing the
Evolving Digital Heritage Archive as a storage medium for European Culture
repositories. In this respect, a network of 5 schools (focusing on children at the
age of 10–11) and 4 cultural institutions from all over Europe has been created.
This network helps the participants to access their common heritage and exchange
their experience using new and evolving technologies (WAP1, GPRS2, and UMTS3).
2. To introduce eLearning by developing an innovative paperless direct “touch and
learn” cognitive learning method based on a combination of use of the technology and content management. A cognitive methodology including features for
content creating, accessing, exchanging and modifying is needed. This should be
an open learning method, which facilitates the creative use of evolving technologies, new formats, media and terminals.
3. To involve children in developing the new generation of platforms, tools and applications, such as eMap, eGuide, mGuide. The project includes the creation of
two platforms and two applications; these are developed in cooperation with children, teachers, cultural institutions, and technical specialists.
4. To combine available Internet, GPS and GIS technologies to develop interfacing
and user access tools adapted to evolving 3G networked multimedia technology.
The application developed by CHIMER will be IP-based, Java runtime environment, flash-enabled, ready for the WAP, GPRS and UMTS technologies. CHIMER
aims to create a mobile multimedia guide based on 3G technologies, which will
be ready for use by the new generation of mobile devices. The mobile guide will
enable presentation and access to the multimedia digital material created in
CHIMER.

1.2 Cognitive methodology
Involving children in the creation of a Digital Heritage archive implies the development of a learning methodology. Children are becoming increasingly familiar with
1
2
3

Wireless Application Protocol
General Packet Radio Service
Universal Mobile Telecommunications System
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information technology, at least in gaming and communication activities; but for the
purpose of CHIMER, knowledge of a wide range of software applications (text, web
content and multimedia editing) and devices (scanners, digital video, cameras, GPS
tools) is needed.
CHIMER intends to produce a cognitive learning method based on “touch-and-learn”
principles. Children will learn through their mistakes, being guided by their teachers,
technicians, and museologists. Learning takes place in real time by encouraging the
children to feel comfortable with the technology, independently of the limits of the
technologies. Taking into account that children are fast learners, the methodology
developed throughout the project will enable children to obtain much greater global
skills in IT in a short time. These skills will be used for creating digital content.

1.3 Digital Heritage Archive
The Digital Heritage Archive is a new open platform for storing heritage content in
different formats. It is open and evolving, because it will be capable of being enlarged by any user who joins the existing network of schools, cultural institutions...
Museologists, together with children, will select the heritage objects of interest to be
digitised, and they will develop the heritage information associated with each object.
Supplementary local tourist information will be added to related heritage content.
Heritage content will be created using a wide range of formats (text, audio, video)
enabling the creation of complex multimedia data.
The archive will become an interesting repository of cultural heritage content at the
local level, but it will also become a tool for creating and mapping our common
European Heritage.
This heritage content will be ready for access by the newest generation of mobile
technology and devices; we now speak of the notion of mobile evolving cultural
heritage.

1.4 E-map, E-guide, and M-guide
Two applications are being created to access digital content stored in the Digital Heritage Archive platform: E-guide and M-guide. The e-map is a tool, which enables
new value adding dimensions to the content of the Archive.
The E-map is a tool for retrieving geographical information through digital and mobile devices. When creating digital cultural heritage content, children and museologists
will also collect geographical information related to the cultural objects of interest.
This geographical information can be GPS coordinates, routes, … This data will be
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stored as a vector map of the selected territory. This information, when combined
with the digital cultural heritage content, will enable the creation of geo-cultural content accessible by mobile devices.
The E-guide is the first application developed for CHIMER. It is a multilingual multimedia application operating on a platform of geo-heritage information (the combination of the E-map and the Digital Heritage Archive).
The M-guide (mobile guide) is the second application developed for CHIMER; the
M-guide can be understood as a mobile version of the E-guide, exploiting the specific features of mobile technologies. In a sense, the M-guide offers a new way to
access and retrieve cultural heritage. Like the E-guide, the M-guide is a multilingual
multimedia operating on a platform of geo-heritage information retrieved from the
Digital Heritage Archive linked to the E-map. The M-guide is a wireless, personal,
multimedia, system for accessing information services focused on geo-heritage and
retrievable through mobile devices. The features of the M-guide will be fully exploited by the next generation of mobile devices (operating on UMTS networks with
GPS features).

1.5 Related projects
One of the by-products of CHIMER will be the development of business models and
commercial applications for cultural heritage information retrieval with mobile devices. In this respect, there is a number of related projects funded by the EC, from
which CHIMER can benefit. For example, CIPHER, COINE and Tellmaris. Also, a
number of trials concerning the design and usability of such services have been carried out in several other projects (e.g. LOL@): mobile cultural heritage tourism, and
tourism in particular, has been a topic which has drawn a lot of attention from the
community of mobile commerce professionals. A short description of these projects
is given below.
CIPHER is a EU-funded research project, whose objectives are to enable communities to celebrate and explore regional heritage through cultural heritage forums that
allow active construction of narratives with digital content, adoption of forums by
interested consortia, and have strong ties to the physical world, including regional
commerce. CIPHER’s technical objective is to develop a toolkit, including ontology
driven tools for dynamic narrative presentation, innovative navigation and exploration facilities, discovery tools for the creation of personal and shared spaces, language technology and interface templates for contextual media.
The COINE (Cultural Objects in Networked Environments) project empowers European citizens to tell their own stories about cultural activities. It provides the tools
needed to create structured, World Wide Web-based environments which are hospita-
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ble to local cultural activity but which allow content to be shared locally, regionally,
nationally and internationally. The COINE software provides facilities for rendering
everyday objects—texts, images, sound files and so on - digitally. It provides a framework for the creation and maintenance of descriptions (metadata) and dynamic links
to other collections.
TellMaris focuses on tourists and European citizens on the move and their need for
rapid and effective access to correct and customised tourist and leisure information.
In the project, marine tourists travelling in the Baltic Sea Region are used as a case
study. The fragmented product is reflected in a complex information collection. The
main scientific objective in TellMaris is the development of new technology to support interactive interaction with 3D maps to retrieve tourist information on mobile
computers. This will give the European tourist new means for search and retrieval of
tourist information in a three dimensional space. This space reflects, in a more natural manner than a 2D map, the human beings’ perception of the real world.
LoL@ (Local Location Assistant) is a demonstrator of a mobile multimedia Tourist
Guide. It accompanies visitors through the historical first district of Vienna. LoL@ is
able to determine the user’s position and to give him or her a guided tour of various
sights of the city. LoL@ offers location specific content: multimedia tourist information, maps, and navigation. LoL@ is a showcase for mobile services and their requirements in the near future. Whereas today’s mobile networks can transmit data or
voice, mobile services of the third generation will combine functions like localization, speech and video and therefore enable a variety of new applications and services which will be predominately customer-orientated. LoL@ can be seen as an example introducing such new technologies.

2

Mobile technology for cultural heritage applications

2.1 Mobile technology – state-of-the-art
Many scenarios have been created to illustrate the potential of cultural heritage applications for mobile devices. The nature of the content available is such that there are
numerous opportunities to use multimedia content in various forms and situations.
However, we must admit that the characteristics of current mobile applications cannot quite support the realization of such scenarios. When speaking about multimedia
application, we can really only apply this term to mobile devices operating under
UMTS: both GPRS and WAP are limited in fulfilling the needs of applications such
as the cultural heritage tourism applications.
UMTS is expected to be launched at the turn of 2003 and 2004. More than a hundred
UMTS licenses have been issued. UMTS allows fast transmission of data, which
should correspond to the needs of multimedia applications. In terms of devices, a
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wide range of devices is expected to be launched on the market, but it is very likely
that these will have disparate features. In terms of design, this means that the Mguide should be built according to general specifications in order to support a wide
range of devices (although the possibility to customize the M-guide for particular
devices might be investigated).
In terms of a billing system, nothing has been fixed yet. Users might have a 24/7
permanent access and might download as much data as they need, or they might only
pay for the amount of data that they download, which will probably lead to segmentation among users in terms of usage.
The M-guide, and other cultural heritage tourism applications, will be developed
using Symbian, supported by WID4 protocols.

2.2 Range of applications
The M-guide will be an interactive multimedia application, which will allow for
multimedia navigation through the application. It means that the user will give instructions about how to get to the relevant information, and the application will be
retrieved from the Digital Heritage Archive. The M-guide could be adopted by schools
or cultural institutions in order to make available their collection of cultural heritage
resources in a new manner.

Figure 1. Screenshots of the M-guide. Users can download localized maps of the territory and
find places of interests in their surroundings. By selecting a place of interest, users can access
related multimedia information and a wide variety of services (such as routing, for example).

4

Wireless Information Device
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Beyond the M-guide, there is potential to exploit the technical results in order to
build new applications for mobile cultural heritage tourism. The LOL@ project has
investigated the potential requirements of such applications, but CHIMER will demonstrate the technical feasibility and usability of such applications with the latest
technologies. The figure 1 illustrates the type of services that can be developed using
a Compaq Ipaq™ device.

2.3 Usability issues for mobile applications
One of the deliverables of CHIMER is the M-guide, which would be based on work
done on the E-guide. Beyond technological considerations associated with the implementation of the M-guide, the project is an excellent opportunity to consider usability
aspects of the M-guide. Usability aspects are much more than user interface issues
(screen size, look of the display, …); usability aspects implies a much broader perspective which includes aspects such as how users perform their tasks (in terms of
performance and correctness), what tasks do they perform, does the system provide
an interactive user experience, is the system error-safe, and so forth… These are such
aspects, which will contribute to determine whether a system is successful or not.
Also, it is important to mention the importance of usability aspects when dealing
with mobile devices: as large-public appliances; mobile devices’ success is very much
subject to whether the device is easy to use. Concerning usability of mobile devices,
it is safe to say that there is still a lot to learn about how to design mobile devices;
there is a lot of knowledge about how to design other computing systems (e.g. desktop PCs) but a lot of this knowledge is not directly useful for the design of mobile
devices, although good design methods, principles and guidelines can be adapted.
Fortunately, similar research projects (Cyberguidei, LOL@ii) have reported some work
on the issues of mobile interface design issues and highlighted interesting design
aspects; these are elements on which it is possible to capitalize.
The size of future mobile device’s displays will be comparable with the display sizes
of today’s PDAs, though maybe a bit smaller. A color LCD display with an integrated
touch screen is used. In addition, audio in- and output is available and could facilitate
speech recognition and speech synthesis. The kinds of systems, which combine different forms of input and output modes, are called multimodal systems. Input and
output modes can be used simultaneously. Multimodality is an important feature as it
means that the user does not necessarily need both hands in order to use the device
(for example, the user can have access to an avatar providing information about a
given object using speech synthesis, instead of browsing through a piece of information displayed on the screen). It is also realistic to think that future mobile devices
could be equipped with a pointer (e.g. a stylus pen) similar to the ones provided with
PDAs (some phone models are already equipped with such pointers). Navigation
buttons have been tried on several phone models, and they work fine for navigation
purposes (e.g., menu navigation….) but they tend to lose in precision and speed for
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other pointing tasks. The use of a direct pointing device such as a stylus pen increases
greatly the number of interaction possibilities with the device and enables a more
effective use of the screen real estate (since all screen areas become available for
use). A problem associated with the use of pointers for phones it that it takes back the
user to a “two-hand” interaction mode, which can be very inconvenient in some situations, so the phone (or device) should absolutely need to support a one-hand (and
ideally a hands-free) interaction mode.
Another usability aspect on which it is important to draw attention is how information is provided to the device, in particular if the information is ‘pulled by’ or ‘pushed
to’ the user. The use of push information is always a risky business, because, when
poorly implemented, users tend to experience the information received as intrusive.
A problem associated with push information is that the information received has lost
its relevance compared to the context where the user is. This can happen for several
reasons: for example, the user has moved to another location and receives locationbased information about a given location where he was a few minutes earlier. On the
other hand, pull information should be implemented in such a way that users can
quickly and effectively access the information they look for.
Mobile usability research related to the CHIMER project is still going on, new devices are available on the market all the time, and it is realistic to think that new
paradigms and interaction modes will emerge in the near future. These new paradigms will influence how we can improve the design of cultural heritage tourism
applications such as the M-guide. A lot of ethnographic research about the potential
users in their context is also needed.

3

Discussion and conclusion

The objective of this paper was to present potential applications for cultural heritage
content delivery using mobile ICT. CHIMER is an example of such a project where
an application (the M-guide) will be developed to reach such an objective. The work
done in CHIMER shows potential to be exploited further in commercial applications,
mobile cultural heritage tourism in particular.
The difficulty of designing such applications has been pointed out at several occasions. Delivery of cultural heritage content through mobile device is technically feasible; but several issues, usability among others, remain unsolved. The issue of usability has been highlighted in this paper, because it is believed to be, together with
utility, one of the major hindrances to large adoption of such applications. We design
applications for devices that are not yet on the market, and it usually takes time to
find the right “tone” for such designs. Also, it is often the case that we influence
users’ expectations, and that we are not able to meet these expectations, and disappoint potential users as a consequence.
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From an education perspective, CHIMER offers the possibility to combine several
aspects (cultural heritage, information and communication technology, history, language education, multimedia content) in order to enhance the learning process of
children in a mobile and interactive manner.
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Introduction
An increasing number of teachers and researchers are orienting their efforts towards
supporting a knowledge-creation approach in educational settings. This approach is
based on advanced socio-cognitive processes for knowledge sharing and knowledge
building. According to Paavola, Lipponen, and Hakkarainen (2002), implementation
of knowledge creation requires both individual and collective practices of working
with knowledge and of engaging in inquiries for advancing knowledge. An example
of the knowledge-creation approach is the principles of knowledge building developed by Carl Bereiter and Marlene Scardamalia. A central aspect of knowledge building
is to create new conceptual artifacts, to engage in an intensive interaction among the
participants for elaborating artifacts, and to re-use the emerging knowledge for solving new problems (Bereiter, 2002). A challenge for teachers is to get students to take
responsibility for their knowledge-building process because usually the teachers used
to carry out such cognitive and strategic planning (Scardamalia, 2002).
To better understand the challenges and possibilities of knowledge building, we organized a knowledge-building project in an elementary school. This collaborative
project contributed to developing understanding of our own culture and diversity of
artifacts. Consequently, a museum and its collection were central to the construction
of knowledge within a classroom in this project. Our knowledge-creation approach
was in balance with a new kind of educational mission concerning the role of museums in educational settings. According to Jeffers (2003), a museum should be a space
in which diverse groups construct public and personal knowledge through processes
of conversation and inquiry. In addition, there are diverse pedagogical possibilities of
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virtual environments for teaching people about their cultural heritage. For example, a
virtual environment allows a cross-curricular approach and themes in instruction,
and it offers an opportunity to study a particular cultural heritage regardless of resources to travel to the actual sites and museums (Puurula, 2002).
The model of progressive inquiry was developed for supporting the knowledge-building process. Therefore, the model aims to structure and support students’ epistemological advancement and cognitive responsibility (Hakkarainen, Lonka, & Lipponen,
1999). Figure 1 depicts the main elements of progressive inquiry. The model can be
applied in various ways in an actual educational setting. Essentially, the teacher’s
role is to support students’ deepening question-explanation process and a shared process
of knowledge building. Discourse activities such as questioning, proposing, arguing
and negotiating are an essential basis for knowledge building. However, knowledge
does not only exist in individual minds and the discourse among individuals, but it
also exists in the artifacts that they use and produce. Artifacts are the objects of interaction; objects can be pointed out, talked about or developed further (Bereiter, 2002;
Perry & Sanderson, 1998). Knowledge creation is based on’expansive transformation of ideas, practices, and conceptual artifacts (Paavola, Lipponen, & Hakkarainen,
2002).

Figure 1. Elements
of progressive inquiry (Hakkarainen,
Lonka, & Lipponen,
1999)

The challenge is how to empower students and teachers to make meaningful connections to artifacts and each other through collaboration. For example, face-to-face collaboration can be supported with collaboration that takes place in a networked learning environment. Specifically for collaborative knowledge building, Knowledge Forum and its predecessor CSILE were created to prompt students to enter their ideas
into a communal space and engage in reflective activity (Scardamalia, 2002). Collaborative technology allows thinking to be more explicit and accessible to fellow
participants and, in consequence, enables students to share their ideas and reach joint
understandings of the problem and its possible solutions (Lahti, Seitamaa-Hakkarainen,
& Hakkarainen, 2003).
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Our project focuses on supporting students’ knowledge-building processes by providing spaces and tools for collaborative construction of conceptual artifacts, which
were formed in connection with their search of cultural artifacts. In this article, our
analysis will focus on what kinds of activities the teacher was able to create within
the cultural heritage project in order to support Finnish students’ understanding of
their own culture and the role and diversity of artifacts. In addition, we will examine
the classroom’s social practices and the use of Knowledge Forum during various
activities.

Project
The knowledge-building project was started in a Finnish elementary school class
(grade 4) in spring 2003. The project was designed in close collaboration between a
class teacher and researchers. In the first phase of the project, the students (N=30)
were asked to analyze artifacts within a cultural context. This phase spread over a 12week period. The structure of the project is presented in Table 1. The main point was
to learn to understand design principles and the historical development process of
creating artifacts in our culture. The students worked mainly in small groups; 4–5
students per group. For deeper investigation, each group chose an artifact; these were,
respectively, 1) a key, 2) a lamp, 3) some money, 4) an item of jewelry, 5) a ball, 6) a
clock, and 7) a spoon.
In order to support students’ collaborative working, we used a networked learning
environment, Knowledge Forum (see http://www.knowledgeforum.com), which provided sophisticated tools especially for building knowledge and visualizing. Ten computers were available for students working in the classroom. The teacher and students
had used the other collaborative learning environment (i.e., Future Learning Environment FLE3) before, but Knowledge Forum was a new tool for them. Figures in
Table 1 show three views of the Knowledge Forum database co-constructed by the
teacher and students. A view may contain notes, scanned drawings, photographs and
pointers to other views.
In the ongoing project, our aim is to break boundaries of traditional schoolwork by
supporting students’ collaborative knowledge building with the help of various experts, artifacts and tools. We are creating connections between students and diverse
expert communities, such as museum staffs and craftspeople. In addition to real museum visits, virtual museums are available for students. In the next term, the students
will study physical phenomena related to the selected artifacts listed above. Later in
this ongoing project, the students will design new artifacts for the year 2020.
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Table 1. Structure of the Project
Week

Project Phase

1–4

A. Classifying artifacts

Subject
Drawing the objects in one’s own
pocket
Orientation to the diversity of
artifacts
Our own environment of artifacts
Producing the common classification
of artifacts

1

B. Design and usability of artifacts
Design analysis of ladles
Aspects of the good ladle

4–12

C. Historical development of artifacts
Research plan
Questions about the artifact
Visit to the National Museum
Building mind map
Supplementing mind map by other
sources
Writing story about the artifact
Giving feedback
Building time line of artifact
development

8–9

D. Exhibition
Building an exhibition
Summarizing and practising for an
exhibition
Staffing an exhibition
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Data analysis
We based our analysis on the teacher’s reflective project diaries. The teacher was
instructed to write a project diary based on a form that was created beforehand. The
structured diary guided her to reflect on the process activities and time frame, how
the knowledge-building community in the class was socially organized in practice, as
well as the role of Knowledge Forum in the project.
The teacher’s project diaries were first divided into segments, each representing a
separate activity. Each segment was labeled with the time frame based on the teacher’s definition. In a few segments, where the definition was insufficient, the investigators estimated the time frame. Sometimes the class was divided into parallel groups,
and, because of this, the teacher covered the same activities twice. In this analysis,
the time frame indicates an average of one student’s working time, not the teacher’s
total working time.
The classification schemata consisted of three categories: 1) activities, 2) social practices, and 3) use of Knowledge Forum. The activity category includes the ways the
teacher organized students to work in following activities: a) creating b) searching
and sharing, c) arranging, and d) evaluating. Each segment was considered to represent just one of these subcategories in terms of its dominant content. These
subcategories may be explained as follows: By creating, the participants formed their
own questions and explanations of knowledge. Knowledge building progressed by
searching deepening knowledge concerning the diversity of artifacts and by sharing
achievements with others. Through arranging, the participants organized the process
or classified the information. Evaluating statements referred to assessment of different solutions.
The second category, social practices, was used to assess the modes of participating
in knowledge-building process during the project. The variable had four discrete values, according to whether there was a) individual, b) group, c) class, or d) teacher as
the main actor of the activity. Each segment was considered to represent just one of
these subcategories. In addition, each segment was classified as to whether the Knowledge Forum was in use or not.

Results
An examination of the teacher’s diaries indicated that the project, in all, took 53
lessons (2370 min.). The analyzed diaries revealed that about half (52%; 1220 min.)
of the project activities represented searching and sharing information, whereas the
amounts of creating and arranging represented about one fifth each, 19% (460 min.)
and 21%, (495 min.) respectively. Moreover, evaluating was emphasized in 8% (195
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min.) of the activities. Figure 2 demonstrates the distribution of activities both in
general and in different project phases.
Activities by Project Phases

Activities of the Project
8%

19 %

900

Evaluating

800
700

Arranging

21 %

600

Searching
and sharing
Creating

Minutes

500
400
300
200
100

52 %

0
A

B

C

D

Project Phases

Figure 2. Project activities

Note.

A. Classifying artifacts
B. Design and usability of artifacts
C. Historical development of artifacts
D. Exhibition

The project phase A (see Table 1 and Figure 2) concentrated on classifying the cultural artifacts. The aim of the phase was to create a context for the project. The phase
was based on creating and arranging, i.e., the students got acquainted with the environment of artifacts by drawing objects in their pocket and making a list of the objects used during a day. Gradually, the students produced the common classification
of artifacts. After classification, the students studied the design and usability of artifacts. The project phase B took only 3 lessons (140 min.), but it was central for supporting students’ own explanations and theories of the artifacts. By comparing different ladles, the students constructed their own design analyses of artifacts, i.e., by
analyzing what are the main functions or elements for good ladle.
The project phase C started in week 4, when the students had created the context of
the various artifacts and analyzed the design and usability of artifacts. In this phase,
each group focused on one specific artifact and its history. In the beginning, they set
up research questions as a part of creating activities. On the grounds of research
questions, the students searched new information from various information sources.
The main source of information was the Finnish National Museum. The students
obtained deepening knowledge of their respective artifacts during the guided museum visit. In the classroom, they rewrote all information and pooled it, building the
group’s common mind map of the artifact. After that, they studied more about the
history of their own artifacts by searching deeper knowledge from books and the
Internet. The teacher had posted to the database Internet links for virtual museums
and other historical sources. Moreover, the teacher and students critically evaluated
the progress of knowledge-building process during the 12-week project.

54

PART I

Henna Lahti, Marjut Iivonen, Pirita Seitamaa-Hakkarainen

The project culminated in organizing an exhibition of the results of the knowledgebuilding process. The students collected many artifacts related to their respective
study projects to the classroom. The project phase D contains both building the exhibition and its hours of opening. The students shared their inquiry achievements with
the audience, i.e., with their parents, schoolmates, and teaching staff over three days.
For this reason, the sum of searching and sharing (740 min; 16 lessons) was large in
this project phase.
Further, the project activities were analyzed in relation to the classroom’s social practices. Figure 3 presents the general time frames of activities by social practices. The
analysis revealed that the greatest part of the activities (41%; 970 min.) was spent
working as members of a collaborating group. Collaboration among the group members was distributed between all classified acActivities by Social Practices
tivities; creating, searching and sharing, arrang1000
900
ing, and evaluating.
800
Minutes

700
600
500
400
300
200
100
0

Evaluating
Arranging
Searching and sharing
Composing
Individual

Group

Class

Teacher

Figure 3. Project activities by social practices

Social Practices

The whole class worked together for one third of all activities (33%; 795 min.). The
main part of class-centered working consisted of information sharing during the exhibition. The class worked also together in so-called rise-above sessions. Rise above
means learning to work with diversity, complexity and messiness, and out of that to
achieve new syntheses (Scardamalia, 2002). For example, the class produced the
common classification of artifacts that would be a conceptual artifact and also, as an
illustration, collected the aspects of the good ladle.
Students individually performed approximately 17% (395 min.) of the activities. The
individual level of working was emphasized during creating (e.g., drawing, making
one’s own list of artifacts) and searching for information (e.g., building mind maps in
the museum). Only a small part of the activities (9%; 210 min.) was teacher-centered;
for example, the teacher instructed students to specify their theories through evaluation, and she organized the museum visit by giving advice on working methods.
Finally, we examined whether the networked learning environment called Knowledge Forum was used to support knowledge-building process. The analysis indicated
that Knowledge Forum played a significant role in the students’ knowledge building:
58% (1375 min.) of the activities were performed through Knowledge Forum. Knowledge Forum supported collaborative thinking and made ideas visible to others, espe-
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cially within a group. It helped individual students to share their knowledge inside
the group and groups to have examples and advice from other groups’ processes.
Also evaluation was easy to make through Knowledge Forum.

Conclusions
Our project aimed at developing sophisticated practices for collaborative knowledge
building and helping to cross boundaries between traditional schoolwork and expert
communities. Such knowledge-building processes require changes in the ways that
the work and practices are organized in classrooms and in schools. Change is also
needed in the students’ and teachers’ conceptions of what learning and knowledge is
about.
A complex topic—cultural diversity of artifacts—integrated different subjects for
collaborative knowledge building. In the project, the students created new conceptual artifacts and engaged in an intensive interaction for elaborating them. Different
activities in the project phases varied from personal knowledge gathering to the collaborative solution of knowledge problems. For example, an individual student produced his or her own mind map in the museum; after that a group collaboratively
built a mind map in Knowledge Forum and finally the class together produced a
common time line of artifacts based on the mind maps. This means that the students
worked continuously to improve the quality and coherence of conceptual artifacts,
which is stated to be a central principle of knowledge building (Scardamalia, 2002).
The results indicated that the teacher’s role became that of organizer of the collaborative knowledge building instead of being a main information source. In place of the
teacher as source, the students searched for deepening knowledge from several information sources and deepened their understanding of different artifacts with the help
of Knowledge Forum. However, it is important to notice that students were not left
working without guidance. A teacher is needed to structure the collaborative efforts
and to provide advice in networked learning environments, just as in traditional classroom settings.
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Religious Education, Computers and
Learning—A Puzzle to Be Solved
Juha Luodeslampi
The Institute of Religious Education, Finland

During the period from autumn 2002 to spring 2003 the Institute of Religious Education carried out a case study with the University of Helsinki training school connecting religious education to modern ICT methods (Luodeslampi, Kortelahti, & Tyni,
2003).
The basic idea was to divide RE lessons to two different parts. The first part of the
lessons was a conventional teacher guided classroom situation. The second part was
carried out in the computer laboratory with another teacher. (Luodeslampi, Kortelahti,
& Tyni, 2003, pp. 20–25.)
The aim of the computer laboratory section was to ‘trans-format’ information from
basic lessons and Internet sources into a computer game. At the classroom level the
teaching was divided into two basic themes. A major part of the learning procedure
was a typical classroom and teacher based situation. Ten hours of a total 36 hours
learning period was devoted to Internet working. In the teacher guided lessons pupils
learned the basic level of information. In the computer based lessons the aim was to
make a simple Internet game about ‘substance’. (Luodeslampi, Kortelahti, & Tyni
2003, pp. 20–35)
Two students (Ms. Eeva-Maria Kortelahti and Mr. Jaakko Tyni) carried out the research with their lecturer from the Faculty of Education. The aim of the research was
to find out how well this method could serve the curriculum and what was the learning experience of pupils. (Kortelahti, 2003; Tyni, 2003)
The pedagogical background for the project was developed from Paolo Freire´s ‘pedagogy for the oppressed’ (Freire, 1996) and Jerome Berryman´s theory (Berryman,
1995) about Godly Play. Freire´s idea ‘to be in a dialogue with the world and change
it’ is some kind of frame of reference for this project. Berryman gives a high value to
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playing. Playing is one way to understand the world and one’s role in it. (Berryman,
1995, p.1–8; Freire, 1996, p.17–18, 33, 94; Freire, 1999, pp. 104–106; Luodeslampi,
Kortelahti, & Tyni, 2003; see also Rouhiainen, 1996)

There is no e-learning
E-learning has been a very popular word in Finnish computer related educational
discussions (Enkenberg, 1998; Kiviniemi, 2000; Lakio, 1994; Lehtinen, 1997; Sinko
& Lehtinen, 1998; Sinnemäki, 1998; Tella, Vahtivuori, & Sutinen, 2000;
Tella,Vahtivuori,Vuorento, &Wager, 2001, pp. 45–46; Luodeslampi, Kortelahti, &
Tyni, 2003; Manninen & Pesonen, 1997, pp. 267–273; see also Kommers, Grabinger,
& Dunlap, 1996). The meaning of the term e-learning is very vague. If it means
something to do with computers and learning, then this session was an e-learning
session. If e-learning means a special learning procedure, then this was not an elearning experiment.
Mostly this computer game was made away from the computers. The most important
part of the work was to make pictures and questions for the game. Those pictures and
questions could be planned on paper. This was also a very helpful aspect because
during this period there were too few computers. (Luodeslampi, Kortelahti, & Tyni,
2003, pp. 20–32)
Pupils’ understanding of learning was explored through a survey. The survey shows
that their understanding of learning was connected to a propositional concept of knowledge. It is quite clear that there was no sign of e-learning experience among pupils.
This same type of learning could be received also with old-fashioned methods. It is
obvious that the computer was only one possible tool to make this kind of project but
it did not change the learning process. (Luodeslampi, Kortelahti, & Tyni, 2003, p. 65;
see also discussion about learning and knowledge Audi, 1995; Lakio, 1994;
Rouhiainen, 1999; Sajama, 1993)

7th grade: Roman Empire and religion
The task for the class was to make a game about the Roman Empire in the Internet.
Ten hours were spent at a computer laboratory. The rest of the learning process was
typical classroom teaching. (Luodeslampi, Kortelahti, & Tyni, 2003, pp. 20–24)
The framework of the teaching and game was Fridell’s theory of cultural dimensions.
This model divides society into a set of fields: economy, lifestyle, population, spiritual culture, religion and governmental policy. During ICT laboratory sessions some
of the students were willing to make an action game about the oppression of Christians. (Luodeslampi, Kortelahti, & Tyni, 2003, pp. 20–24)
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The group was divided to smaller groups. Each group first made some maps and
drawings. After this visual material the group wrote questions and answers, which
were put into a ready made Java script form which was filled in with a text editor.
(Luodeslampi, Kortelahti, & Tyni, 2003, pp. 20–24)
The teacher collected forms and pictures for the game. Forms were connected with
links and passwords. (http://www.srk-opisto.fi/upi/norssi/aikamatka/) There was also
newspaper material made by another class. This material was connected to this game.
(Luodeslampi, Kortelahti, & Tyni, 2003, pp. 20–24)
Playing the game is simple. You must fill in a quiz and get over 70% correct. In the
forms there are 10 questions and four different answer options for each of them.
(Example question: All roads lead to: London, Stockholm, Rome, Athens.) You get
passwords after 70% right answers. Passwords lead further into the game.
(Luodeslampi, Kortelahti, & Tyni, 2003, pp. 20–24; see also http://www.srk-opisto.fi/
upi/norssi/aikamatka/rooma.htm)
The action part was made using a Java applet, found in the Internet. The original
game was Jonah and the whale. The story around the game was re-written with a new
purpose and also pictures were made to serve this new theme. The idea of the game is
to guide a Christian around the Roman map. Soldiers are chasing the Christian. The
Christian is able to collect some items. The Bible gives him triple speed. The whale
gives him shelter against soldiers as well as bread. While he is running away from
soldiers and collecting some items he is getting points. (Luodeslampi, Kortelahti, &
Tyni, 2003, pp. 20–24; see also http://www.srk-opisto.fi/upi/norssi/vaino/joona.html;
About technology see also Paananen, 2001)
After the project the pupils were asked to evaluate their learning period. The evaluation was divided into three themes: What have I done? What have I felt? What have I
learned? (Luodeslampi, Kortelahti, & Tyni, 2003, pp. 20–21)
What have I done?—was answered very honestly. A typical answer was: I have been
drawing; I have formed questions and done some surfing in the Internet. A very remarkable result is that drawing was mentioned in every single answer.—(Luodeslampi,
Kortelahti, & Tyni, 2003, pp. 20–21)
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Table 1.
What I have done
in ICT laboratory

Drawings

Information
searching

Question forming

n=16

16

9

13

Answers about learning were in two categories: ICT and RE.
What I have learned

How to use computer

Learned about religion

n = 16

8

16

Answers about feelings were also of two kinds: toleration and enjoyment. One of
the pupils felt this laboratory session was boring.
What I have felt

Boring

Tolerable

Pleasant

n=16

1

5

10

(Luodeslampi, Kortelahti, & Tyni, 2003, pp. 20–21)

8th grade: cruising around the world
The task for the 8th grade was to make a computer game about cruising around the
world. This task was divided into two pieces. The first class made a tour of Africa.
The second class made a tour of India. The time for this was the same, 10 hours, as in
the 7th grade project. The framework for the game was the same Fridell´s cultural
model. (Luodeslampi, Kortelahti, & Tyni, 2003, pp. 21–22)
The big group was divided to smaller groups. Each group first made some maps and
drawings. An extra information source was Internet databases explored with Google
and Altavista. After the picture material the group wrote questions and answers. In
the Africa section they used a ready-made Java script form, which was filled in with
a text editor. The India section of the game was made with a simple link method. In
the form there was a place for questions and a place for wrong and right answers. This
was possible to fill in with the text editor. After the working period the teacher connected pieces of the game. (Luodeslampi, Kortelahti, & Tyni, 2003, pp. 21–22)
When playing the game you can just choose between links; choose the right link and
you proceed. If you choose the wrong option then you get a feedback response from
it. (Luodeslampi, Kortelahti, Tyni 2003 pp. 21–25, see also:http://www.srk-opisto.fi/
upi/norssi/matka/bush/bushmann.html)
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Surprising moment
This project raised some pedagogical questions. One group of disoriented pupils did
their job very well. This might be some kind of indication about a change in psychological process resulting from this method. This might be an issue for further research. (Luodeslampi, Kortelahti, & Tyni, 2003, p. 65; see also Peltonen & Ruohotie,
1992)
At the same time there were mirror projects in senior high school philosophy. It was
interesting to see that the same method could be used with different subjects in a
different age group.
The quality of the game produced was variable which was not connected to the age of
pupils. For example the game produced by younger children was much more creative. (Luodeslampi, Kortelahti, & Tyni, 2003, p. 65)

Analysis of the game
The game is mostly based on propositional knowledge. Quantitative and qualitative
analysis of the learning experiment proved that game developing could be a helpful
method for learning, but the result, “the game”, seems to be deeply simple; it followed an input-response learning form. A better format of the game could also include some kind of need to ‘know how’. Making games could be a good way to learn
about cultural heritage, but the games could also be a new form of cultural heritage.
(Luodeslampi, Kortelahti, & Tyni, 2003, p. 65)

Pupils‘ opinion about learning
Pupils felt that they had learned some information about other religions. Ethical or
moral issues were restricted in their minds. The Finnish curriculum in RE includes
the idea of understanding what it is to be Finnish. This issue, “to be Finnish”, was not
found in the answers of pupils. The average of all questions was 2.8 which means that
pupils felt their learning was based quite well on the curriculum of RE. (Luodeslampi,
Kortelahti, & Tyni, 2003, pp. 51–62)
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Table 2.
Average value
4,0
3,5

Answer

3,0
2,5
2,0
1,5
1,0
0,5
0,0
1

2

3

4

5

6

7

8

9

Question

Questions:
1)
2)
3)
4)
5)
6)
7)
8)
9)

Experiment made me to think about right, wrong, misery, meaning of life etc.
My knowledge about other religions is better now
It helped me to understand other kind of believers
It made me to think about consequences of my actions
Now I can understand better being Finnish
I had an opportunity to use my creativity
It was possible to discuss things that I am willing to talk about
It helped me to understand the news
It helped me to understand how religion is connected to daily life

Scale
1
2
3
4

I disagree
I somewhat disagree
I somewhat agree
I agree

(Luodeslampi, Kortelahti, & Tyni, 2003, p. 63)
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Learning
In this case actual learning during game developing was not explored. The game
itself is a quite simple input-output engine. The only constructive part of this experiment was the game making moment. This actual developing moment should be an
issue for research. Playing the game is quite simple and it does not give a rocket boost
for learning. The value of this experiment was the group dynamical development of
the game. It was clear that teamwork was one task learnt when the game was made.
(Luodeslampi, Kortelahti, & Tyni, 2003, pp. 65–68; see also about learning Uusikylä
& Atjonen, 2000)

Conclusion
One special interest was to find out how religious education as well as cultural education could be connected to an Internet based learning method. In a nutshell the idea
was to connect old heritage and a new method and see how it works. In the Finnish
curriculum of religious education, cultural heritage is one of the major themes.
(Pyysiäinen, 1998; Pyysiäinen & Seppälä, 1998; POPS 1994.) Cultural heritage was
in focus in this experiment in two different ways. The game deals quite a lot with
cultural heritage, but at the same time, making the game is also some kind of new
cultural heritage. (Luodeslampi, Kortelahti, & Tyni, 2003, p. 65)
The result of the experiment is simple. RE and ICT can be connected together. Learning is a complicated task but making games is a good way to develop teamwork and
creativity. If someone can make a game from information it must have something to
do with learning. During the experiment laughing and fun were in the air. If learning
could be fun it might be a good thing also for the subject. Surprisingly, playing games
was not such great fun as developing games. (Luodeslampi, Kortelahti, & Tyni, 2003,
p. 65; see also about motivation: Peltonen & Ruohotie, 1992, p. 27)
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Introduction
There are several reasons for the need to develop a collaborative learning model for
pupils from various types of cultures via the Internet: Israel has common borders
with four Arab countries, Egypt, Jordan, the Palestinian Authority and Lebanon, and
has signed peace agreements with the first three. However very little success has
been achieved in the development of extensive mutual cultural ties. Furthermore, the
population within Israel is divided, demographically speaking, into different sectors:
Jews, Arabs, Druze, Bedouin, etc. Even among these sectors there are national groups,
that are separate from one another for a variety of reasons. In such a heterogeneous
environment of peoples and demographic groups the educational leadership of Israel
considers it most worthwhile to develop a learning model that on the on hand emphasizes cultural diversity but on the other can bring about mutual understanding and
cooperation.
The need to develop a cooperative learning model does not end merely with the recognition of the importance of cultural cooperation between countries. In an era when
globalization is a key factor, and obtaining and processing information are major
issues, the educational system must strive to equip its pupils with communications
skills, especially countries in which English is not a native language.
One more reason for developing a collaborative learning model is the need to perfect
a teaching system that breaks down the boundaries of the classroom, in order to turn

66

PART I

Yaacov Katz, Ofer Rimon

learning into an interesting and broadening experience that relates to the world in
which we live. Learning should involve the Internet, academic institutions and cultural institutions that lie outside the realm of the school—so that the learning experience becomes an integral part of the world outside the school, rather than being alienated from that world.
In the 2003/2004 school year we embarked on an international project in which seven
Israeli high schools collaborate with high schools in five countries: China, Greece,
Italy, Japan and Mexico.
The idea of studying translated literary works places the culture of each country at the
core of the project. By selecting suitable literary contexts, different cultural symbols
can be dealt with effectively. A story written in a particular country can, in many
cases, serve as a window to the culture of that country.
Moreover, when reading a translated story there is always the question of the subtle
differences between the original and the translation. Naturally there are words and
symbols that are almost impossible to translate into another language. Sometimes,
these words and symbols can serve as a basis for learning about the other, or even
learning about oneself. For the project to be symmetrical, it was decided to conduct it
in countries whose native language is not English, so that both countries could benefit from participation in the project.
Later on it was decided to add the sphere of film and television to the project, where
the basis would be two films produced in the two native languages with the same
principles and goals described above.

Theoretical background
The Internet is the outcome of dramatic development. As time passed the network
has become more dynamic, and evolved into a medium for international communications that have transformed the world into a global village (Richardson & Merkle,
2000).
The purpose of the present paper is to highlight the elements underlying the project,
and these are: collaborative learning, the Internet as a venue for social encounters,
and the necessary changes in teaching in light of technological advances, the mass
dissemination of information, and globalization.
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Collaborative learning
Collaborative learning is a collection of ideas and techniques aimed at expanding and
enriching the learning experience through encounters between pupils. Cognitive and
creative skills develop when pupils meet with their peers, and these include: brainstorming, asking for explanations, raising collaborative questions, discussions and
problem solving (Tan, Gallo, Jacobs, & Lee, 1999).
Collaborative learning began to gain momentum during the 1970s, and has continued
to develop through to present times. There are various approaches to collaborative
learning, but the following two ideas are shared by most of the approaches:
Individual accountability—where each individual feels responsible for his or her
own learning as well as that of the members of his or her group.
Positive interdependence—the feeling of each group member that the group’s success or failure is shared. Individual success is the group’s success, and vice versa.
Technological development in the field of computers provides numerous opportunities for collaborative learning that become increasingly more readily available. (Ackan,
Lee, & Jacobs, 2001; Braine, 1998).
Beauvois (1998), who researched the subject of using computers to teach French as a
second language, referred to computer based communication as “slow conversation.”
He noted that using computers to encourage conversations between pupils and as a
language-study tool has yielded positive results in the linguistic and cognitive spheres.
Simpson (2002) suggested that new methods for learning and teaching are possible
using computer-mediated communications (CMC). A comparison between this type
of learning and regular learning shows improved pupil participation. In addition, the
role of the teacher changes from an authority in possession of all the knowledge to a
guide and a facilitator of learners.

The Internet as a venue for social encounters
When examining the virtual world of the Internet, it appears that interpersonal communications have changed dramatically due to the universal nature of this medium.
Social links, that traditionally took place in the community through face-to-face encounters, are now carried out over the Internet. Thus, in addition to all its other possible advantages, the Internet has become a social medium (Karut et al., 1998).
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Early empirical evidence related to using computers to create and maintain social
relationships among people came from institutions that used e-mail in the workplace
(Finholt & Sproull, 1999). Many other studies followed these, investigating the many
effects of Internet-based technological means, such as: chat rooms, forums and MOOs
(Multi-user dimensions, Object Oriented) (Parks & Floyd, 1996; Parks & Robert,
1998).
Regarding the effect of the Internet on interpersonal social relationships, early research concluded that the Internet does not create a social atmosphere that can lead to
the development of interpersonal relationships, since the electronic encounter is anonymous and lacks the quality that face-to-face encounters have (Keisler & Sproull, 1992).
However, later studies have raised doubts regarding those pessimistic assessments,
and claim that relationships that develop via the Internet can be intensive and involve
a great deal of self-discovery (Park & Roberts, 1998). There is increasing evidence
that the Internet serves as a venue for social interaction, and as such it opens up new
possibilities for developing interpersonal relationships (Parks & Floyd, 1996). Research has clearly demonstrated that the Internet supports social relationships
(McKenna & Bargh, 2000) and educational studies on the topic indicate that the
Internet positively promotes these social relationships at the high school level (Yablon
& Katz, 2001).
The change in the perception of the Internet as a platform for creating social relationships occurred over time, following the disappearance of many of the distinctions
between face-to-face communication and computer-mediated communication. When
the restrictions of time are removed, groups that communicate via the computer and
groups that meet in person describe similar feelings of connection. It appears that
possibilities for using the Internet for long-distance communication, the opportunities for planning the personal introduction and cautiously choosing the messages you
want to transmit—all these endow Internet communication with numerous advantages over face-to-face communication. Many researchers have claimed that Internet
communication may sometimes be more intimate and intense than face-to-face communication (Yablon & Katz, 2001).
Studies conducted at the end of the 1990s by Wysocki (1996; 1998), have confirmed
that Internet users can initiate intimate relationships even more quickly than relationships established in face-to-face communication.

Changes required in teaching in light of technological
advances
In a study conducted by Warschauer (2000) regarding the connection between changes
in the international economy and the future of teaching English, he noted that the
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extensive and rapid changes that have resulted from globalization and technological
developments demand that educators ask themselves what impact these developments
will have on education.
In the new world order, two opposing forces can be identified: one that pulls in the
direction of globalization, with the other pulling towards local identity. Warschauer
claims that reading and writing do not take place in a vacuum, but rather under specific social-cultural circumstances, but it is not enough to know how to read and write
in order to develop the ability to communicate with other cultures.
The theoretical survey highlights the importance of developing distance-learning
projects, in which pupils deal with topics relating to cultural identity. An example of
this can be found in a study conducted by Kern (1996) in which he described a learning project involving French pupils and their American counterparts. The main idea
behind the learning was the presentation of the pupils’ historical and family background through discussions, and the way pupils relate to history in general. He indicated that the importance of such projects includes the study of language that takes
place in an interesting and effective way, as well as the creation of cultural awareness. According to Kern, there is an advantage to be gained in using asynchronous
communication for such projects. This type of communication allows pupils to consider and analyze their thoughts, and in particular, enables teachers to direct pupils’
work.
Kern’s research indicates that teachers play a significant role in such projects, by
increasing the pupils’ motivation and by preventing them from engaging in superficial communication. It seems that the chance for such projects to be perceived by the
pupils as important depends, first and foremost, on the teachers.

Main phases of the present project:
A. Pupils from each country study the book written originally in their native language (that is, at this stage the Israeli pupils will be studying a story written by
an Israeli author)
It is well known that learning about oneself is the basis for learning about others.
Therefore, the pupils should first study the story written in their own language.
Studying this story will highlight, among other things, the cultural context in which
the story was written, a context with which the pupils are familiar, although they
may not always be aware of it or define it.
B. Pupils establish an Internet site presenting different aspects of the story.
Establishing the Internet site is one more stage in learning and becoming familiar
with the pupils’ own culture. The assumption is that when the pupil engages in
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presenting the story and comparing his own cultural context with another culture,
he will ask himself many questions relating to his own identity: Who am I? What
characterizes my culture? How do I represent my culture? This stage of learning
has other goals: studying the Internet and related technological tools; and learning
English, since the pupils design the site in English.
C. Pupils study the translated story in class, using the Internet site prepared for
them by the overseas pupils who already studied the story in the original language; and through learning that takes place outside the school.
Studying the translated work is the stage that opens up the window to the other
culture. The pupils are expected to read the translated work, and use the site that
was established for them. Learning about a work representing another culture is
integrated with studies outside the school, which include, among other things:
museum visits, seminars at a Cinemateque, lectures, and cooperation with the
university.
D. Pupils communicate with one another using asynchronous communication.
Communication between the pupils is the final stage of the project. The idea is
that this contact will take place after the pupils have studied the story from the
other country and learned about the other culture, in the hope that after such steps
the communication between pupils will be more meaningful. Telecommunications projects between pupils in which the contact is initiated during the first stage
are liable to lead to shallow communication. The reason communication at this
stage is not synchronous (it will take place in Internet based forums or via e-mail)
is to enable pupils who have not quite mastered English to participate as well,
giving them the time necessary to formulate their question or response, so they
can carefully consider what they wish to say or to seek assistance from the literature or English teacher.
E. Video-conference between pupils
The video-conference at the end of the project is a sort of farewell party. We hope
to conduct the conference together with the teachers of those pupils who participate in the project.

Enrichment activities
As stated, in this project the schools embrace learning outside the school, in museums and universities, and invite experts to the school to enrich their learning. Below
are several possible enrichment activities.
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Learning modules at the Tikotin Museum of Japanese Art in Haifa
This learning module is composed of four sessions, three of them at the museum and
one in school. It is aimed at the school that will be working in tandem with the Japanese school.
Familiarity with Israeli culture through Israeli art—Israel Museum
This encounter is designed for all schools participating in the project. This is a session at the Israeli Museum, consisting of a lecture and a tour of an exhibit. The purpose is to demonstrate to the pupils, using the exhibit of paintings and photographs,
the changes that have taken place in the way in which many of the topics underlying
Israeli culture are presented.
Encounter to become acquainted with Chinese culture—Israel Museum
This encounter consists of a lecture, a visit to an exhibit on Chinese art, and a calligraphy workshop. During the session the pupils hear a general lecture on China and its
culture, they are exposed to Chinese art, and learn about Chinese writing.
Seminar at the Cinemateque—on the subject of Italian / Mexican / Chinese / Japanese / Greek film
This seminar is based on a film made in the overseas country about which the pupils
are studying. The seminar begins with an introductory lecture given by an expert, in
order to guide the pupils’ viewing. After the film there is a discussion and a concluding lecture. The purpose is to introduce the pupils to the culture via a film made in the
overseas country, and to use the film as a means of illustration and as a catalyst for
presenting and explaining the cultural elements related to the overseas country.

Project evaluation
In the first stage of the project’s operation, evaluation will be formative and will
focus on examining the schools’ ability to assimilate the project into the school curriculum, exposing problems in project implementation, looking at the advantages
and disadvantages of each operating model, and examining whether the goals defined have been achieved. Evaluation tools will include interviews, questionnaires,
observations and data collection.
For each school in which the project is being implemented, we will issue a summary
report that will include the following:
Description of the operating model—grade level, the scholastic setting in which
the project was implemented and which teachers participated in the activities, which
literary works were chosen and how frequently those participating in the project met.
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Description of the stages—How each stage was implemented, how the Israeli story
was studied, who prepared the Internet site, how many pupils were involved in setting up the site, how the pupils used the site of the participating country, how many
pupils were involved in the communications stage and how, what activities took place
in the school, what activities were conducted by the pupils during their free time and
what activities were held as part of learning outside the school.
Questionnaires—Pupils and teachers who participate in the project will be asked to
respond to questionnaires. A random sample of participants will also be interviewed.
The questionnaires will indicate to which extent the project’s goals were achieved.
Thus, for example, we will clarify whether the project helped improve the pupils’
ability to communicate in English and in what way; whether the project helped pupils
learn about their own culture and the overseas culture; did the pupils acquire skills
for the Internet and relevant technologies as a result of their participation in the project;
did the activities outside school contribute towards helping pupils learn about the
overseas culture and foster project implementation; and does this method of teaching
contribute towards improved learning than standard teaching methods.
We will attempt to clarify these questions from both the teachers’ and the pupils’
points of view. Furthermore, observations of lessons and data collection will serve to
supplement the findings obtained through the interviews and questionnaires.
Naturally, the object of this type of evaluation is to uncover the difficulties that were
encountered when implementing the project, both at the pedagogic and technical levels. We will ask the teachers, pupils and observers to describe and map out any difficulties that arose during the stages of implementation of the project, and to classify
them according to whether they were pedagogic or technical in nature. Thus, for
example, at the stage when the pupils are studying the translated literature, one type
of problem might be that the pupils could not access the web site prepared for them.
Another problem could be difficulty in connecting, understanding or finding interest
in an unfamiliar work from another culture.
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Where the Physical and the Virtual Meet
Dave Pratt
University of Warwick, UK

Preamble
The focus of this paper is on how technology mediates mathematical thinking. In
particular, it focuses on the transition from working with computer-based tools to
working in more conventional settings and proposes how we might exploit in very
special ways where the physical and the virtual meet, utilising a very strange human
aptitude.
We all, it seems, possess a capacity to fool ourselves into believing that the pretend is
real. Indeed most of us inhabit the virtual world for increasing amounts of our lives,
reacting and interacting in that virtual world to stimuli and simuli (sic) that are never
going to touch us, never going to harm us. The Neothemi vision of a virtual museum
is just one such example (Saccone, 2002). Another can be found in how a game such
as SIMS1 enables us to create pretend characters to which we attribute personalities,
blurring the real and the simulated, and many other examples exist in which we take
a physical phenomenon and create a virtual equivalent of it.
However I want to think about a rather different way in which the physical and the
virtual might profitably meet. In mathematics and mathematics education, notions
like variables, triangles, and randomness are not physical objects. Whereas museums
and people start off being physical and we turn them into virtual artefacts, mathematical ideas start off non-physical. Indeed, maths educators have for many years
tried to turn them into physical entities.

1

The SIMS is a game in which the users plan the everyday lives of a family of simulated characters (http://
thesims.ea.com/)
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Manipulatives: The physical setting
I want to discuss briefly the research on so-called manipulatives, a range of physical
gizmos invented by mathematics educators to support the learning of mathematics.
Here are a few examples of the sorts of physical devices I have in mind (Figures 1 to
4).
It has been suggested that the use of manipulatives allows learners to develop a repertoire of images that can be used in the mental manipulation of abstract concepts
(Moyer, 2001). Indeed, research findings generally support the view that the use of
manipulatives is associated with enhanced performance (Davis, 1986; Raphael et al.,
1989; Suydam, 1986; Moch, 2001). However, there is also a significant body of research that has reported problems associated with the use of manipulatives (e.g. Cobb,
1987; Gravemeijer, 1997). Cobb (1995) found that use of Dienes’ apparatus does not
support learners in constructing new concepts, though it does provide a focus for
dialogue and reflection about newly formed concepts. Nunes (1997) believes that
manipulatives do not support conceptual learning, claiming that even apparent success disguises a failure to recognise the mathematics built into the material by the
designer. Beishuizen (1999) also reports that teachers in the 1960’s and 1970’s using
Dienes’ apparatus complained that children could “read” answers without any understanding. Even more worrying, Beishuizen claims that children were often reluctant
or unable to give up the apparatus and work unsupported.
The key complaint is nicely summarised by Gravemeijer (1997):
“Although the models as such may be concrete—the mathematics embedded in the models is
not concrete for the students. Or to put it another way, the manipulative approach passes over the
situated, informal knowledge of the students.” (p. 315)

0.7

0.8

0.7 x 0.8 = 56 hundredths or 0.56
Figure 1: Base 10 apparatus, often used
to support the learning of place value

Figure 2: The One Hundred Square, here seen
being used to support multiplication
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Figure 3: Cuisenaire Rods, used especially to
support number operations

13

12

Figure 4: A Number
Track, a special sort of
number line
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The difficulty appears to lie in supporting children’s conceptual development when
attention is focussed on the particulars of the physical resource. In the last decade or
two, mathematics educators have made considerable efforts to produce software to
support children’s mathematical understanding. I now wish to examine some research
on the use of computers in mathematics.

The use of computers: The virtual setting
Spreadsheets have been widely used to support the learning of graphing (e.g. Ainley,
Pratt & Nardi, 2001). More specialised software can hot-link tables, graphs and algebraic representations. Cabri Géomètre has been used to reintroduce geometry into the
mathematics curriculum (Laborde, 1993). Derivatives of Logo, such as NetLogo,
engage children in programming (Wilensky, 1995). Why have designers put so much
effort into building virtual environments? What do they have to offer that perhaps
physical settings do not?
I will focus on the pedagogic contribution of microworlds and borrow heavily from
the Constructionist analysis (Harel & Papert, 1981). We can identify five affordances
of the virtual: Quasi-Concrete Objects, Using Before Knowing, Integrating the Informal and the Formal, Dynamic Expression, and Purpose and Utility. I will look at each
of these affordances in turn.

Quasi-Concrete Objects (Turkle & Papert, 1991)
Papert has talked about how the computer can provide instantiations of mathematics
that capture some of the formality of mathematics and some of the playfulness of the
physical:
“The computer stands betwixt and between the world of formal systems and physical things; it
has the ability to make the abstract concrete. In the simplest case, an object moving on a compu-
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ter screen might be defined by the most formal of rules and so be like a construct in pure mathematics; but at the same time it is visible, almost tangible, and allows a sense of direct manipulation that only the encultured mathematician can feel in traditional formal systems.” (p. 162)

I have referred to the notion of phenomenalising as the process of creating virtual
artefacts as computational representations of mathematical concepts (Pratt 1998).
Phenomenalising is almost the opposite of modelling in that it creates a (virtual)
phenomenon from the mathematical representation. In a sense, it turns mathematics
into physics.

Using Before Knowing (Hoyles & Noss, 1987)
This affordance has also been referred to as the Power Principle (Papert, 1996).
Microworld settings provide the possibility of children working with concepts that
they do not yet understand. Understanding emerges through activity. In this sense,
using comes before knowing. According to Papert, the Power Principle re-inverts an
inversion that conventional pedagogy in mathematics has always imposed. Thus,
mathematics teaching tends to start from definitions and what the mathematics is.
Phenomenalising enables the teacher to offer quasi-concrete objects that the child
can learn about by using, in much the same natural way that the child learns most
other things in life.
An example will help. When a child is learning about graphs in the conventional
classroom, she would spend many many hours learning how to create axes, plot points
and the various different types of graphs. Yet the important aspect of graphs is its
interpretation, how and why it is useful (its utilities). Spreadsheets allow instant generation of graphs such as scatter graphs. So a child can come to understand a graph as
an analytical tool rather than merely for presentation. The spreadsheet graph is a
quasi-concrete object. Pedagogies are being developed that allow the child to learn
how a scatter-graph might be useful even before they are able to draw one for themselves as proposed in the Power Principle. (Ainley, Pratt, & Nardi, 2001)

Integrating the Informal and the Formal (diSessa, 1988)
Microworlds offer the possibility of capturing the informal way in which physical
manipulatives can be used whilst at the same time fusing the formal symbolic representations apparent in pure mathematics:
“Building analytic or other formal tools right into experiential environments should become
more and more a standard part of microworld design. The idea is not to juxtapose experiential
and formal points of view but to fuse them.” (p. 64)
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Dynamic expression
A critical aspect of microworld design is that the child is able to interact and control
that dynamism. The control may be exerted by direct manipulation or through programming, a notion diSessa has called “computational literacy”.

Purpose and Utility (Ainley & Pratt, 2002)
The Constructionist paradigm can facilitate the coordinating of purpose (as construed
by the child) and the utility of the mathematical concept as might be demanded by the
teacher. Later we shall see an example in which the children are offered the task of
mending some computer-based gadgets, a task which was taken on by the children as
meaningful and with purpose. At the same time, it was likely that the children would
stumble across important mathematical ideas, such as randomness and distribution,
engaging with how those ideas might be used and why they might be useful (the
utilities).
Despite these strong affordances in the virtual setting, we might nevertheless conjecture that virtual environments like these suffer from the same problem as physical
manipulatives. In the case of computer-based microworlds, Hoyles and Noss (1993)
have referred to a “cul-de-sac”. Do children become trapped in the virtual resource as
many argue that they do in the case of physical resources?
Such a conjecture would be consistent with the situated cognition movement, which
argues powerfully that knowledge is embedded in the context within which it was
generated (Lave, 1988). Resnick (1991) offers a strong statement of the situated
cognitionist’s position:
“Every cognitive act must be viewed as a specific response to a specific set of circumstances.
Only by understanding the circumstances and the participants’ construal of the situation can a
valid interpretation of the cognitive activity be made.” (p. 2)

Noss and Hoyles (1996) propose the notion of situated abstraction as a useful construct for examining the situated nature of knowledge articulated in terms of the structuring resources embedded in the tools being used. I would like to look in more detail
at one study - the study which formed the basis of my own doctoral research (Pratt,
1998), based around a piece of software, which I called Chance-Maker. This work is
entirely based within that virtual setting and yet suggests a theoretical standpoint that
possibly begins to open up the aforementioned cul-de-sac (Pratt, 2000; Pratt & Noss,
2002). This study took the form of iterative design research (Cobb et al., 2003) in
which the study of the 10-11 year old children alternated with the development of
computer-based tools and resources. Before discussing the children’s situated abstractions, let us take a look at the Chance-Maker software, which emerged from the
research.
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Chance-Maker

Figure 5: Three of the gadgets in ChanceMaker.

Chance-Maker consists of a range of so-called gadgets, mini-computational devices
that simulate a physical random generator, such as a coin, a spinner, or a dice (see
Figure 5). These virtual gadgets behave as far as possible like their physical equivalents. They can be activated using a simulated strength control (depicted in Figure 5
beneath each gadget) or by clicking directly onto the gadget. In the latter case, the
trial can be replicated with the same strength as in the previous activation.

Figure 6: When the dice gadget is opened up, a range of tools become available for the child
to “mend” the “broken” gadget.

Where the physical and the virtual meet

83

Figure 7: A Pie Chart generated
from 100 throws of the “broken” dice

Some gadgets were programmed to behave in unusual ways. The children were challenged to find out which gadgets were not working properly. They were asked to
MEND any gadgets that they thought were not working properly. It was this idea that
supported the construction of purpose by the children. The children needed to use
special tools. They could access these tools by opening up the gadget. Let us open up
the dice gadget (Figure 6).
The children still have access to the dice gadget. They can switch OFF the graphics
and so use the REPEAT tool to do say 100 throws of the dice. The RESULTS box
shows the 100 throws. They can obtain a PICTogram or a PIE chart of the results
(Figure 7).
They can edit the workings box to change how the dice operates. In this example, the
children might realise that the dice has too many 6’s. A NEW experiment allows them
to try again. Perhaps they use
10 trials this time. Looking
at the pie chart, they might
still think that there is a problem (Figure 8).

Figure 8: The Pie Chart may
suggest to the children that the
gadget is still “broken” even
though the workings box has
been edited.
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The children would typically iterate in this way for some time before exploring what
would happen when larger numbers of trials were used. The idea that pattern emerges
even in (especially in) random situations was something of a revelation for them. As
the children worked with Chance-Maker, they eventually began to articulate two principal situated abstractions that seemed to be related to new emergent knowledge.
• The Large Number Resource (N): “The more times you throw it, the more even is
the pie chart”
• The Distribution Resource (D): “The workings box makes the pie chart fair”
Some children co-ordinated N and D to articulate:
• “The workings box makes the pie chart fair provided you throw it lots of times.”
This new knowledge is interesting but what is more pertinent to my argument is how
this new knowledge emerged. Typically, the children had begun to articulate N by the
time they had finished checking out the coin gadget. Yet when they worked with the
spinner gadget, they forgot all about N. It was if they were starting out all over again.
This observation is consistent with a situated cognition perspective. N was apparently completely attached to the coin.
However, the setting allowed the children to explore meaningful ways of making
sense of the spinner gadget. When nothing else worked, out of desperation they remembered N and recognised that N applied to the spinner as well as the coin. Even
so, when they began to explore the dice gadget, they once more started out by NOT
using N. This time though, after a relatively short period of time, they recognised the
power of N to make sense of the dice gadget as well. I observed similar behaviour
with respect to the distribution resource, D.
When the children moved from one gadget to another, they apparently did have their
prior situated abstractions available to them, alongside the many other (some might
be regarded as misconceived) means of making sense of the new gadget. But N and D
had low priority (in the style of diSessa, 1993) when compared to long-standing ways
of understanding coins, spinners and dice. So they were not called upon. Hence we
witness the illusion of a lack of transfer, and the illusion of tightly situated knowledge.
The situated abstractions were re-used but under quite well defined circumstances.
According to this theoretical framework, knowledge will appear situated; ‘transfer’
will not be observed, unless:
1. The new situation is “sufficiently similar” to that experienced, and
2. The new situation offers a means to reject long-standing meanings that are likely
to have higher priority.
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People often react to my work by asking whether the knowledge emerging from children working in virtual settings might be carried over to physical settings. This theoretical framework seems to suggest that this is unlikely. Physical settings are very
different from virtual settings, in terms of the structuring resources that they provide.
In particular, physical settings do NOT typically afford feedback mechanisms to encourage children to reject longer-standing beliefs. However, ongoing work in a European project, Webkit2, has given me a new insight. And this is perhaps where the
physical and the virtual really meet!

Where the physical and the virtual meet
First allow me to outline an example, which will, I hope, elucidate the concept of how
we can utilise so-called Tangible User Interfaces (TUIs).

The Number Line TUI
There are two versions of the current prototype for the Number Line TUI, each consisting of 11 pads, given the appearance of lilies. These lilies may be large-scale
versions that children are able to stand on at the front of the class, or they may be
desktop versions that can be manipulated by hand (see Figure 9). In the large-scale
version, children act as frogs and stand upon the lily pads. In the desktop version, the
children place small frogs onto the
lilies. In either case, when a frog
makes contact with a lily pad, the
frog appears on-screen against a
corresponding number within a
number line. Similarly when a frog
is removed it disappears from the
screen. In other words, the onscreen representation is an abstraction of the physical equipment with
which the children engage. We have
Figure 9: The desktop version of the
Number Line TUI allows children to
place the frogs onto the lilies, and see
the result on-screen abstracted as a
number line
2

Project WEBKIT – Intuitive physical interfaces to the WWW (IST-2001-34171) is a European initiative to identify means of exploiting RFID technology in educational contexts. The RFID tags emit radio signals that can be
detected by a reader connected to a computer. The tags can be embedded in almost any physical artefact to create
a tangible user interface. The main effort of the project has been to develop TUIs to support the process of argumentation in classrooms. Here I describe another focus of the project, which is to develop TUIs to support the
mathematical conceptualisation of the number line.
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devised various tasks (aimed at children of age 5 or 6 years) that require them to
decide where the frogs should be placed and connect the physical setting to its virtual
abstraction. The software allows the number line to be re-defined by designating a
new starting point and a new step-size.
Thus the number line could easily begin at 30 and increase in steps of 15, for example. In the next version of the kit, we intend to incorporate the use of negative numbers for older children by allowing negative step sizes or starting points.

TUIs in general
Focus not on this example but on the concept. A TUI is a physical means of communicating with the virtual. In a sense a computer mouse is one such example. But
research and development on TUIs is generating innovative designs covering a wide
range of knowledge domains such as financial modelling, narrative representation
and domestic controls. In the Webkit project, we are developing TUI interfaces to
support the process of argumentation in the classroom
(Figure 10) as well as the
Number Line TUI described
above.

Figure 10: In the Webkit, we are
developing TUIs to support children’s argumentation in the
classroom.

Perhaps TUIs offer us a means
for supporting children’s construction of meaning across the virtual/physical divide.
Our aspiration is to develop prototypical ideas like the Number Line kit.
Imagine for example developing the Chance-Maker concept. Children might throw
real dice or spinners that can be understood by a reader, connected wirelessly to a
computer. The results of the dice or spinners are immediately available to the children on the computer. Although the children might not be able to “edit” the workings
of the real dice or spinners in such a flexible way as the virtual ones, there are some
clear pay-offs.
Suppose the children had first been working with Chance-Maker entirely in a virtual
setting. Suppose further they had constructed N and D for the coin, spinner and dice
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gadgets. My conjecture is that the physical might be seen by the children as an extension to the virtual, if the TUI is designed to clarify the similarity of (rather than
emphasise the difference between) the virtual and physical settings. So in conclusion,
I conjecture that, by designing connected environments that bridge virtual, physical
and TUI settings, we might be able to encourage children to see the universal power
of mathematical ideas. They might see for themselves where the physical and the
virtual meet. And then mathematics might become at last a culture that many children
truly inherit.
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The Virt@—Exploring New Channels for Art
Teacher Training
Martti Raevaara
University of Art and Design Helsinki, UIAH, Finland

In Finnish the word virta has different meanings as power, river, current and stream. All these
can be used as a metaphor for the web-based art teacher education Virt@, implemented during
the period 2001-2004 by the school of Art Education at the University of Art and Design in
Helsinki.

Background and organization of studies
There is a shortage of educated teachers in Finland. This problem is especially faced
in the outlying regions but also in small and middle-size towns. Depending their
locality, children and young people are thus on a very unequal footing with regard to
educational services in arts subjects.
The Virt@ is a master’s degree training programme to provide qualifications for art
teachers, especially those who work in outlaying, sparsely settled regions in Finland.
The programme is arranged by the School of Art Education at the University of Art
and Design in Helsinki (UIAH). Part of the training is organized in collaboration with
the teacher training units at five Finnish universities.1
Cooperation is based on separate agreements with each university. In addition to the
pedagogical goals, the purpose of collaboration entails the networking of art pedagogy experts engaged in training teachers and working in the field. Cooperation seeks
to support teaching the visual arts, in the teacher training units. The initial experiences of collaboration have been highly encouraging.
1

The partners in the Virt@ programme are the Department of Teacher Education in Hämeenlinna at the University
of Tampere, the Department of Teacher Education at the University of Jyväskylä, the Department of Teacher
Education in Savonlinna at the University of Joensuu, the Department of Teacher Education in Kajaani at the
University of Oulu and the Department of Teacher Education in Vaasa at Åbo Akademi University (teacher training in Swedish).
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The students are divided into five groups, each of which has two faculty tutors, one of
whom is a lecturer in art didactics at the department of teacher education stated above,
and the other is a professionally experienced art teacher working in the field. The
tutors’ task is to guide and support students and to serve as the organizers and contact
persons of the local contact teaching courses.
There has also been cooperation with Finland’s other art teacher-training unit. The
Art Education Department of the Faculty of Arts at the University of Lapland has
produced some courses for the Virt@ and it will be also involved the next Virt@ II
programme starting year 2004.

Students and studies
There were about 200 applicants for the programme, of whom 60 were selected as
students. They can complete the degree of Master of Arts in 2-3 years. The studies are
based on the students’ former art or teacher education, and teaching experience in the
field. About 40 of the students have got a professional art training. They are painters,
graphic artists, photographers, designers, arts and crafts artists, media artists and so
on, who have also worked as art teachers. The rest have a teacher education and
qualification, but not in art.
A personal study plan is drawn up for each student. Because the training is organized
in the form of distance learning, it can be carried out alongside one’s own teaching
work. In fact, many of the study modules are based on applying and testing the subject matter in the student’s own teaching work and on sharing experiences on the net.
In addition to educating art teachers, the purpose of the training programme is to
support the development of methods applicable to e-learning in art and design. This
is not only a question of developing alternative teaching and study methods or elearning environments, but also a comprehensive reform of models of operation. The
objective is also to produce information of more general use and relevance, in solving training issues in the field of art and design.

Pedagogical principles and experiences
The evaluation and feedback data about the Virt@ programme are collected from
students and faculty with web-based questionnaires connected to a database. In addition, the teachers are interviewed after each course, and the students are accustomed
to give feedback and comments very easily by email.
The experiences of the first two years are predominantly very positive and encouraging although combining work and study entails problems. The pedagogical basis of
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the curriculum is an active, self-motivated and independent student, who creates a
personal curriculum based on his or her former education and studies, work experience and ambitions, and is able to carry out the plan alongside work and family life.
In practice this is a very demanding challenge. So far five students has been forced to
drop out of the programme, mainly because they did not realize how much time and
work distance learning in fact takes. It is not just a tube you connect to your head and
let the knowledge and wisdom run in. The freedom of time and space turn out to be an
illusion, at the latest when students have to organize and maintain learning facilities:
to map out timetable, to acquire appropriate tools and space for studying, to get help
for ICT problems, to gain the support of their own school etc.
According to the survey results (feedback on the first two years) the students are very
committed and hard working, and goal-oriented to get the degree. They see the personal value of studies as very high and rewarding. The atmosphere of studying has
supported their learning well and the education in practice has corresponded to the
stated goals well. The support of students’ own workplace varies a lot; some schools
and head teachers take excellent care of conditions for studying, but some students
have meet envy and resistance and had to fight to gain any flexibility and opportunity
for educating themselves. Although the Virt@ programme is organized to be carried
out alongside one’s own teaching work, the students are responsible for keeping the
balance, not to be too greedy for teaching work at the expense of studying.
Web-based teaching and study are new for most students and faculty members. Planning and producing a course for the Virt@ are based on a course teacher’s competence and ownership of teaching. The course teacher’s discipline expertise and teaching experience, joined to the enthusiasm for pedagogical improvement, are the most
important starting points. Obviously in the beginning course teachers also had difficulties in estimating how much time and work the web-based teaching and studying
takes, as participants are simultaneously learning to use ICT tools and e-learning/
teaching strategies. Frequently courses were overloaded with teaching materials, tasks
and exams and course teachers were amazed at how much work tutoring and giving
feedback entailed.
The course teachers have freedom to choose pedagogical methods and tools. We don’t
want to standardize teaching and ways of working. Instead of revealing technical and
financial limitations, it is more important to provide the foundation of encouraging,
supporting and open-minded teamwork for course production. A course is a project
of experiments and explorations. Inspiring examples are valuable and we believe in
progress-by-doing, by gathering experiences, analysing them and sharing the best
practices. Even small steps can lead to an innovative solution of great value, and
there are several ways to do an excellent e-learning course.
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Web-based teaching and using ICT is not an easy job for a course teacher. It encourages or forces the teacher to re-think and to re-evaluate teaching, contents, methods
and models of operation. It requires readiness for withstanding instability and also
involves the possibility of failure. Due to this we have emphasized that the students
are also learning and developing appropriate methods for e-learning with the teachers. Actually with the help of active studying in the Virt@, the students become more
and more advanced in e-learning and are very skilled in evaluating e-learning environments, teaching methods and pedagogical solutions.

Summary and discussion
As described above, the working methods of the Virt@ emphasize project oriented
teamwork and participants’ many-sided and wide expertise. The idea that a meaningful learning takes place primarily in communities and knowledge is not static but
situated in teams, peer groups, organizations and networks, connects the learning
concept of the Virt@ to collaborative learning.
The dilemma of Virt@ is, how to combine the personal freedom and ambitions of the
students and the teachers with collaborative and peer group learning (see picture
below). According to the survey results and teachers’ experiments the following elements are important to include:

The Virt@—Exploring new channels for art teacher training

93

•
•
•
•

Clear and explicit timetable, course structure and deadlines
Continuing and well-timed feedback and assessment
Emphasis on images in knowledge building
Contact teaching, tutoring and peer group meetings alongside working on the
net
• Several means to make the existence of a peer group and academic social
community vivid and inviting on the net
Many of the elements mentioned above affect how well a student can carry out a
personal curriculum, but these also make the progress and learning visible. That helps
the student to reflect and assess his or her learning and understand the process of
knowledge building within the Virt@ network.
Studying is also a process of building one’s professional identity/identities and of
becoming a member of the professional community. Certainly an encouraging and
open atmosphere in a web-based education programme is a good starting point, but a
lot of inquiries still have to be done to find out what are the central elements of the
identity process, and how to construct it when using e-learning environments.
According to the Virt@ experiences it is evident that, compared to traditional art
teaching, e-learning increase the status of text at the expense of images, especially
when course teachers are beginners in e-pedagogy and e-learning environments promote text-based communication and sharing. Therefore, not underrating the significance of text and speech, it is important to emphasize the use and power of images in
e-learning, knowledge building and interaction. More generally this is involved in
the identity and characteristics of art and design education.
The use of ICT is allowing an expansion in materials, methods and didactics to reshape educational settings. What we should not lose is the praxis and audiovisual
oriented knowledge of art and design education and research. This long-term tradition has to be the basis when using and developing the possibilities of ICT within art
education domains.

New projects of e-learning
The development work in e-learning in art and design education will be extended to
several projects and as a part of everyday teaching at the school of art education.
However during the next years there are two web-based MA degree programmes
dominating this process, Virt@ II and ePedagogy Design schemes.
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Virt@ II (http://virta2.uiah.fi/)
In spite of the Virt@ training in progress, there still will be a shortage of duly qualified teachers in Finland. The School of Art Education will launch a new training
scheme immediately after the present one ends. Virt@ II will be carried out in the
years 2004-2007. Moreover, the development of web-based teaching for the needs of
art education requires time and effort. The launching of a new programme supports
the continuity of development work and provides an opportunity to develop further
the pedagogical ideas and concepts that have evolved during the first training stage.

ePedagogy Design (http://epedagogydesign.uiah.fi/)
The Virt@ project has made evident the importance of international cooperation in
the field of e-learning in art and design education. There is a growing need for visually oriented pedagogical experts such as teachers, tutors, designers and developers,
who are capable of collaborative knowledge building and cooperation with other
experts from different fields, both from the private and public sectors and in an international context.
The School of Art Education at UIAH is creating a new international master of arts
programme (60 credits), called ePedagogy Design, for visual pedagogy in e-learning.
The School of Art Education is the leader of the programme and the other partners are
the Institute of Art and Design in Birmingham at the University of Central England
(BIAD) and the Institute of Aesthetic Education at the University of Hamburg
(IAEUH).
The curriculum planning is now in progress and the programme will be launched in
February 2004. The curriculum relies on the complementary areas of expertise of the
partners. The novel expertise emphasizes the creative and comprehensive implementation of visual skills and pedagogy.
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E-learning Co-operation Among Finnish
Universities from the Students’ Point of View
Varpu Tissari
University of Helsinki, Finland

1

Introduction

This article is based on students’ feedback on the Programme in Educational Use of
Information and Communication Technologies. The study programme has been designed and organized by eight universities participating in the Finnish Virtual University Project of the Educational Sciences (KasVi) 2001–2003. The implementation
of the pilot study programme has been evaluated at the Educational Use of ICT Programmes Evaluation Project of the Universities of Helsinki and Lapland (HelLa).
The HelLa research project is part of the KasVi project, which is one of the subjectspecific networks at the Finnish virtual university. In the network of the KasVi project,
eight faculties of education have cooperated with the result of two study programmes
using a network-based environment. Both of these study programmes also include
face-to-face interaction, so they are not entirely ‘virtual’.
In this article, the most important weaknesses and strengths of the Programme in
Educational Use of Information and Communication Technologies are reported. The
structure of the study programme is represented in Table 1.
The curriculum of the study programme was planned by professors, teachers and coordinators from eight universities and it was accepted by all of the faculties of education. Three of the courses were designed and organized nationally (courses I, II, and
III) and two of the courses (IV and V) were designed and organized locally at each
university. For example, the first part of the introduction course was designed and
organized by teachers and tutors from three universities. In total, there were about
140 students attending the first course at one of the eight participating universities.
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Table 1. The structure of the Programme in Educational Use of Information and Communication Technologies (30 ECTS).

I

Nam of the course

Credits

Introduction to educational use of ICTs

8 ECTS

Number of universities
organizing the course

1. Pedagogical and learning-theoretical perspectives on educational use of ICTs (6 ECTS)

3 universities

2. Perspectives of network culture (2 ECTS)

1 university

II

Educational applications of ICTs

8 ECTS

3 universities

III

Seminar in research on educational use of ICTs

4 ECTS

3 universities

IV

Optional skill-based courses

4 ECTS

V

Project Studies

6 ECTS

In total

30 ECTS

The preliminary results, reported in this article, are based on the evaluations and
experiences of the students who took part in the national courses (I, II, and III) of the
pilot study programme in 2002-2003. The results are mainly based on the analyses of
the qualitative questions in the web-based questionnaire. However, in order to give a
closer and more authentic view on the opinions of the students, some written and oral
feedback of the students is reported.

2

The HelLa research project and its methodology

The Programme in Educational Use of Information and Communication Technologies has been evaluated at the HelLa research project (i.e. Educational Use of ICT
Programmes Evaluation Project of the Universities of Helsinki and Lapland). The
HelLa research project is co-run by two Finnish universities: the University of Helsinki and the University of Lapland. The aim of the HelLa project is to produce designing and assessing principles to support teachers and students in acting in a network-based environment. The expected outcomes of the HelLa project are pedagogical models for the design and assessment of network-based education. The theoretical framework of the HelLa project is based on the teaching-studying-learning theoretical thinking (Uljens, 1997) and on the principles of the meaningful learning
(Jonassen, 1995) (see also Ruokamo, Tella, Vahtivuori, Tuovinen, & Tissari, 2003).
Both qualitative and quantitative research methods are used in the HelLa project:
ethnographic research (including observations and interviews of teachers and students) and survey (including two web-based questionnaires). One of the main research questions of the HelLa project is the following: How can the design, implementation and assessment in network-based education be developed?
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The aim of the present research and its methodology

The aim of the present research is to evaluate and develop the e-learning co-operation
between the faculties of education at the Finnish virtual university. The aim of this
article is to describe the strengths and the weaknesses of the network-based courses
from the students’ point of view. I have collected the data with a web-based questionnaire from the pilot study programme, which was designed at the KasVi project and
which was implemented at the Finnish virtual university. This article is based on the
opinions of the students (N=35) who answered to the questionnaire, and on the written and oral evaluations of the students (N=10) who took part in the pilot study programme at the University of Helsinki. I have analyzed students’ answers to the nonstructured questions by using qualitative content analysis (Tuomi & Sarajärvi, 2002).
This article includes also some comments from the private learning diary of a female
student who was my informant, and some relevant comments from students’ (N=55)
answers to the first questionnaire of the HelLa project.
In this article, I am answering to the following research questions: 1) How was network-based education carried out, according to the students? 2) How was e-learning
co-operation carried out, according to the students? In the questionnaire, I asked the
students to mention the most important strengths and the most important problems of
the pilot study programme (questions 125 and 126) among other qualitative and quantitative questions.

4

Preliminary results

4.1 The most important weaknesses of the pilot study programme
In the questionnaire, the students were asked as follows: “Which were the most important problem areas of the study programme from the point of view of your studying and learning process?” The students could evaluate both the contents and the
implementation of the programme. The most important problem areas of the study
programme can be categorized by using content analysis as shown in Table 2.
The most problematic area of the study programme is concerned with time schedules
of the courses. Problems with detached courses (B) are related to the fact that there
were many partners involved in the design and implementation process. The students
found it difficult to experience the study programme as a whole. The problem area C
should be analyzed in more detail in order to find new solutions to the problems
which teachers and students had with motivation and commitment. Some of the problems in table 2 seem to be typical of pilot study programmes and they can be solved
by the organizers of the course before the next implementation (e.g. A, E, F, G, and
H). Some of the problems (D, F, and G) might be based on insufficient technical
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skills of teachers or students, and some of the problems (A and E) might be solved by
fostering teachers’ pedagogical skills or by developing students’ studying strategies.
Most of the problem areas seem to be practical, and there might be several means to
solve and avoid them in advance. The problems and their solutions are being studied
in more detail at the HelLa project. Some of the main weaknesses of the study programme are discussed next and some quotations from a private learning diary are
presented.
Table 2. The most important problem areas of the study programme, according to the students
(N = 35).
Q126

Problem area categories of the study programme

Number of
mentions

A

Problems with time schedules

10

B

Problems with detached courses and with their connections to practice

7

C

Problems with motivation and commitment

5

D

Problems with network-based discussions

5

E

Unclear instructions for assignments

4

F

Problems with network-based learning material or with technology

4

G

Insufficient guidance to use learning environments

2

H

Other problems with implementation of courses

3

In total

40

4.2 Problems with time schedules
Many of the students faced difficulties with the time schedules of the study programme. According to the preliminary study of the HelLa project, one of the key
characteristics of network-based teaching and studying is an ability to control time
and the rhythm of the course (Vahtivuori et al., 2003c). According to the results of the
first questionnaire of the HelLa project, about 40% of the students (N=55) experienced that the time management of the introduction course was unsuccessful
(Vahtivuori et al., 2003a). The problem with time management is one of the factors
that prevent studying and learning, and it might cause drop-outs among the students
(Nevgi and Tirri, 2003, pp. 81–106).
The following comments are from the learning diary of a female student who studied
at the University of Helsinki, and who was an informant to the writer of this article.
“This hectic time schedule is annoying. I would like to reflect on things in peace. I
could reflect on them during the weekend, but we have to take part in discussions
from Monday to Thursday. Just like it would be possible to give birth to a baby only
during normal working hours! I understand that teachers have time limits - but still,

E-learning co-operation among Finnish universities from the students’ …

99

could it be possible to open discussion boards on Friday? The ‘freedom of time and
space’ is not like this.” (Diary 3.10.2003.) “There is not enough time for studying. I
feel almost anxious when I think about what is ahead of me. Help me! Do I have to
follow for the whole term the same rhythm that someone else has decided? ... I don’t
understand why we did not get the time schedule in advance, as the rhythm seem to
be so inflexible. My experience of time and space is something like being in a small
room which has no door.” (Diary 21.10.2003.) “Thanks to these experiences, I have
learned to plan my own courses so, that there will be enough allowance of time. This
kind of limitation of allowance of time does not foster motivation, enthusiasm and
interest. Instead of deep understanding, we have to jump from one topic to another.”
(Diary 3.10.2003.)
Flexibility and the freedom of time and space in network-based education are myths
if they are not realized in practice. Although the courses are ‘virtual’, time is needed
in order to reflect on ideas. It is important that the students allocate enough time for
their studying process, and the organizers of the course design realistic time schedules. It is important that the time schedules of the courses are introduced to the students early enough and that there is enough time to reflect on ideas. In addition, some
flexibility concerning the assignments and time schedules is needed. For example,
some alternative tasks could be organized for students who are facing difficult situations in their lives. Flexibility and alternative assignments can also foster students’
motivation and commitment.

4.3 Problems with motivation and commitment
Some students need to be motivated to commit themselves to the studying and interaction process. For example, face-to-face contacts are important for most students
and they can increase students’ motivation and commitment to the studying process.
“I am missing face-to-face contacts. They would give me energy.” (Diary 21.10.2003.)
It is important that the students commit themselves into the studying and interaction
process. “The assignment will not get done without act and action and without my
own involvement. I have to engage myself in it. One has to step down into the stream.
If you are studying in the network-based environment, the art of swimming is more
important than the fishing skills. In other words, the interaction is more important
than the ability to get a harvest.” (Diary 23.2.2003)
Co-operative and communal studying methods can increase motivation and commitment by the students, because the students can get feedback and support from each
other during the studying process. However, some students need to be encouraged to
express their thoughts in the network-based environment. Especially at the beginning
of the network-based courses face-to-face contacts can motivate and commit the students and make it easier for them to start working and communicating via the network-based environment.
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4.4 Challenges of interaction at the network-based environment
In the network-based environment the students need enough time to discuss social
practices in order to create space for social interaction and to create mutual understanding. “If we are trying to achieve a process of construction, we need much more
time to create a field of social interaction than what we would need while having
face-to-face contacts. I strongly think that it is not worth trying to implement the
ideas of constructivism in the tasks which last only a short period of time.” (Diary
14.11.2002.) “Constructivism does not happen on the part of the teacher and the material, although it happens in the field created by the teacher and the material. The
most significant (creation of knowledge) happens in the field of learning constructed
by the community of learners. Interaction has a significant role.” (Diary 23.2.2003.)
“The network-based environment supports well the transfer of knowledge. It gives
possibilities for interaction.” (Diary 23.2.2003.) Interaction among the students has a
significant role in the studying process, while the students evaluate learning material
and create shared understanding for example in network-based discussion.

4.5 Challenges of evaluation and feedback
Evaluation and feedback is import for the studying and learning process of the students. The students might get anxious if they do not get any feedback from the teacher.
“So far, I haven’t got any personal comments. I am missing them, although one knows
that teachers do not have time. I have a feeling, that nobody has read my thoughts.”
(Diary 21.10.2003) “I still haven’t got any feedback on my studies. I am worried that
I have not been able to deliver all of my texts properly and that they have not been the
kind of texts that are expected.” (Diary 9.11.2003.) “Now, I feel that I am lost with
these course assignments. I wonder if they have received my assignments and if I
have understood the tasks correctly. ... One of the teachers gave personal feedback by
email, and those few lines made me realise that at least one person has read my texts.
How do they evaluate all of the tiny assignments?” (Diary 13.11.2003)
Evaluation and feedback can also foster students’ motivation and commitment into
the studying process. However, the students need to get feedback and support from
teachers and tutors in time. It is also important that the evaluation practices are introduced to the students in advance. Otherwise, they might have expectations that the
teachers will not be able to fulfil. According to the results based on the first questionnaire of the HelLa project, the students appreciated feedback provided by the teacher
as well as mechanical feedback given by the groupware programme (Vahtivuori et
al., 2003b).
The problems and challenges reported in this article give some idea of the problems
and challenges that some students experienced during the pilot study programme.
Some of the students did not face any problems at all. Although there were some

E-learning co-operation among Finnish universities from the students’ …

101

problems, most of the students were satisfied with the study programme and they
mentioned some strengths of the study programme.

4.6 The strengths of the study programme
At the questionnaire, the students were asked: “which were the most important
strengths of the study programme from the point of view of your studying and learning process?” The students were allowed to evaluate both the contents and the implementation of the programme. The most important strengths of the study programme
can be categorized by using content analysis as shown in Table 3.
Table 3. The most important strengths of the study programme according to the students (N =
35).
Q125

Strength categories of the study programme

Number of
mentions

1.

The study programme or separate courses (16 mentions)

A

Courses of the study programme

11
5

C

Study programme itself and its material

2.

The development of students’ skills (9 mentions)

B

Written communication skills improved

6

H

Technical and pedagogical skills improved

3

3.

Expertise of teachers or activity of students (8 mentions)

D

Expertise and guidance of teachers and tutors

4

E

Active role of the student

4

4.

Implementation of study programme (5 mentions)

G

Flexibility of the courses

3

J

Different kinds of perspectives

1

K

Use of two languages (Finnish and Swedish)

1

5.

Studying and learning experiences (5 mentions)

F

Learning to use several web-based working environments

I

Experience of designing network-based learning material

In total

3
2
43

In Table 3, the main categories and content categories are represented, as well as the
number of mentions. The students regarded the study programme itself, or its separate courses, as strengths of the studies. The students were satisfied that their written
communication skills, as well as technical and pedagogical skills, improved. The
students were also satisfied with the expertise of teachers and the active role of students. Some students pointed out some specific characteristics of implementation,
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such as flexibility, different kinds of perspectives and use of two languages. The
students also regarded as strengths their experiences in using several network-based
working environments and their experience of designing network-based learning
material. In the next section, the value of the study programme is further discussed
from the point of view of e-learning co-operation.

4.7 E-learning co-operation is challenging
In this section, the e-learning co-operation between the faculties of education is discussed briefly based on some written and oral comments by the students. As one of
the students pointed out, the design and implementation of the study programme
were based on shared expertise. “This is an example of shared expertise. The whole
university community in the field of educational sciences in Finland have shared
their wise ideas and have planned a good course just for us. Co-operation has been
excellent. Well done!” (Questionnaire 1, female student, University of Joensuu.)
“It must have been quite challenging to plan and implement the study programme,
because there are so many universities involved. If we take that into consideration,
the result looks very good. Now, everybody just needs more practice: organizations,
teachers and especially the students (Questionnaire 1, male student, University of
Joensuu).” (Vaattovaara, 2003.) It is challenging for teachers and tutors to co-operate
or collaborate, because some administrative principles and social practices are somewhat different between the universities. It is also challenging for the students to cooperate or collaborate virtually.
Some students emphasized the value of interaction between students and teachers
who come from different universities. “It is interesting to study with students and
teachers who come from different parts in Finland” (Student D, 18.11.2002, University of Helsinki). Actually, teachers and students are crossing borders, or even breaking boundaries between the universities, with the help of information and communication technology. “The main value of the course is based on the fact that teachers
from many universities give instruction and that there are different kinds of working
environments” (Student G 26.11.2002, University of Helsinki).
Actually, the students had to use at least three network-based environments during
the study programme (namely WorkMates, Discendum Optima, Blackboard). “Changing of the platforms disturbed me to some extent. However, it is useful to get familiar
with several platforms (because) the skills to use working environments will improve” (Student D, 18.11.2002, University of Helsinki.) Although there were some
difficulties related to the working environments, the students found it useful for them
to learn to use different kinds of platforms. However, it is important that the networkbased environments are easy to use and that the instructions and assignments are very
clear. “It was not always easy to find the next tasks in different platforms. It was

E-learning co-operation among Finnish universities from the students’ …

103

difficult to experience the course as a whole.” (Student B, 18.11.2002, University of
Helsinki.) According to some students, some of the instructions and assignments need
to be further developed in order to better support the studying process. In the last
section, some recommendations are suggested for the implementation of the networkbased study programme.

5

Conclusions

In this article the Programme in Educational Use of Information and Communication
Technologies has been evaluated based on students’ opinions. The most important
problems and strengths of the study programme have been categorized by using content analysis. According to the preliminary results, the pilot study programme was
carried out quite well if the number of people at eight cooperating universities is
taken into consideration. However, some problems need to be solved or avoided before the next implementation of the programme (e.g. problems with time schedules
and with detached courses, and problems with motivation and commitment).
In this article some preliminary suggestions have been mentioned in order to solve or
avoid some of the problems in network-based education. First of all, the networkbased environment should be easy to use and the instructions and assignments should
be very clear. The students find it useful for them to learn to use different kinds of
platforms. However, proper guidance to use the network-based environment should
be given if it is needed. Furthermore, the students need to get feedback and support
from teachers and tutors in time, and the evaluation practices need to be introduced to
the students in advance. The significant role of interaction among the students themselves should not be forgotten, because it can motivate the students to commit themselves into the studying and interaction process. Network-based environments can
support interaction and transfer of knowledge but face-to-face contacts are also important because they can motivate the students. Face-to-face interaction at the local
universities is needed especially at the beginning of the courses, because the students
need enough time to discuss social practices in order to create a field of social interaction and to create mutual understanding. It can be argued, that the flexibility and
the freedom of time and space in network-based education are myths’– unless they
are realized in practice. Anyhow, it takes time to reflect on ideas, although the courses
are ‘virtual’. It is important that the students allocate enough time for their studying
process. However, the organizers of the courses could also provide some flexibility
and give some alternative assignments.
To conclude, the design and implementation of the study programme evaluated in
this article was based on shared expertise and cooperation among teachers, tutors and
coordinators at eight faculties of education in Finland. According to the preliminary
results of the present research, the e-learning cooperation among the partners has
succeeded very well. However, it is challenging for teachers, tutors and coordinators
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to organize a study programme in network-based environment at a national level.
The organizers of the study programme and the students need more experiences in
practice. In addition, students, teachers and tutors need to develop their media skills
in order to better cooperate and collaborate at the virtual university.
The problems and challenges of the study programme and its separate courses are
reported in several articles on the HelLa research project (e.g. Vahtivuori et al., 2003a;
Vahtivuori et al., 2003c). Recommendations for the design, implementation and assessment of network-based education are reported in the final report of the HelLa
project (see http://www.edu.helsinki.fi/media/hella.html).
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Fostering Cyberlearning
in European Teacher Education
Mikko Ojala, Katja Karevaara, and Jyrki Reunamo
University of Helsinki, Finland

1

Demands in new educational technologies

As higher education has experienced a massive expansion in recent years, teachers
and learners will need to work in different ways. Especially education as a traditional
activity has been fairly resistant to the integrated adoption of new educational technologies, despite the ’hype’. As a result its structures rarely make effective use of any
new developments, no matter how good they are. On the other hand, neither have the
possibilities of simple and well-known technologies been used to their fullest capacity (e.g. websites, Email, newsgroups). In education, organisations and in society
(family, peer group etc.) the adoption of new approaches is not linear over time and
threats to the status quo may dominate responses to new developments.
It is argued that there is a need for evolution of new pedagogy, more relevant to the
21st century. Failing to adapt to technological change is simply denial of the future, as
technology, and particularly the Internet, would have the power to transform education. These arguments are most probably relevant, but we argue that teachers’ existing pedagogical skills should not be underestimated when we study and make plans
for the future. Also, we argue that when choosing technologies they should be appropriate for educational needs (e.g. Ojala, Siekkinen, & Wright, 1996). In detail, the
following requirements have been generally stated for the new pedagogy (e.g. Burge
& Haughey, 2001):
• Remove barriers for open-ended learning.
• Make university learning available regardless of national and geographical location.
• The technology itself can make us aware of an experimental/tentative mode of
learning, waiting not only to explore but also raise critical perspectives (e.g. lack
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of skills and unfamiliarity with new technology, because we all are trained in
traditional classrooms)
• Supporting teachers turn into facilitators, and students into information gatherers
• By rejecting the business model of education where students are only customers
and teachers are knowledge workers, we can accept a collaborative model where
both students and teachers produce knowledge and change knowledge interactively and democratically
Furthermore, there are some critical arguments for the requirement for ‘new pedagogy’ (e.g. Tella, 2003; Karevaara & al., 2002)
• Although there are certain characteristics in web-based teaching, after all, the basic principles of teaching remain the same despite the environment
• If universities encourage teachers to develop cyberlearning, sufficient resources
should be offered
What are teachers’ new roles and responsibilities in the future, then? Teachers’ new
role is e.g. selecting and preparing learning materials rather than only delivering them,
as students of all ages need to learn more independently. However, the positive incentive for teachers is that, as easily accessible technology puts the power in the hands of
the user, a systematic use of technology ought to enhance, not limit, the role of the
teacher.’In detail, teachers in cyber classroom learning (e.g. Burge & Haughey, 2001)
should be prepared for:
•
•
•
•
•
•
•

Uncertainty
Willingness to experiment
Sharing experiences
Supporting students’ understanding
They also need new skills for evaluating practice.
To take the roles of facilitators, managers, resource specialists, co-operators etc.
Also the development of social skills including cooperative problem solving, teamwork and collaborative activities are essential.

Students also need new learning skills. It is recognized that they need to:
•
•
•
•

Express personal needs and choices
Accept their own strengths and weaknesses
Willingness to communicate and participate fully
Willingness to critically reflect on their own learning experiences etc.

Interestingly, in the 1990’s it was argued that the chief beneficiaries have been nontraditional students or those with limited access to regular study programs. However,
currently it could be argued that in the future, perhaps 2010 and onwards, all students
should be beneficiaries of the new technologies. Namely, with a wider introduction
of tuition fees, students will begin to demand cost-efficient and learner-centred higher
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education, focusing on their individual needs and demands. Delivery systems must
therefore be open to giving access to new information and knowledge regardless of
time and space and to developing lifelong learning skills, such as critical thinking
and teamwork. It is likely that many higher education institutions will seek to offer
online courses in the future to meet the educational needs of the newly computerliterate society.
However, we should remember also the following critical arguments when emphasising teachers’ and students’ new roles (e.g. Nevgi, 2003):
• The students cannot study wherever and whenever they want if there is a social
aspect in studying.
• Teachers’ workload will not become lighter, on the contrary, students need a lot of
tutoring.

2

Experimentations

In the recent past some experimentations have been conducted aiming to implement
information and communication technologies in traditional teaching practice in higher
education. In the following we describe briefly three experimentations of which we
have had first hand experience.

Cooperative Inter-university European course
The Cooperative Inter-university European course (1998–2000) for teacher education was established between participating universities in Finland, Germany, France,
the UK, Italy, and Norway. This electronic EU-supported product made it possible
for students to study nine extensive units in themes like Language Awareness, Preschool Education in Europe (see Ojala, 2000), Material Wealth in Europe, Nation and
Nationalism, Educational Systems and Market Logic, Prejudice and Stereotypes, and
Identities in Europe. Each unit was available with monitorial support for students in
all participating universities. The students were working and communicating with
the Internet. At the end of their learning period there was the obligation to produce a
shared essay, which was evaluated by the author of original unit.

Preschool Teacher training in the University of Helsinki
The role of ICT (information and communication technology) is interesting when it
is implemented in the most concrete part of student teachers’ studies: the practicum
in kindergarten. For evaluating different aspects of ICT, Kairamo (1999) presents a
useful tool (Figure 1).
There are two axes in the model. The vertical axis is “open and distance learning
(ODL) including face-to-face and other media” versus “network”. The horizontal
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Figure 1. Kairamo 1999. Teaching in the network.

axis is “product” versus “process”. These axes describe the possibilities of teaching
in the network (note that sections can be overlapping and an e-learning course can
contain aspects from one or more sections).
First, a network in e-learning could be seen as a delivery tool for teaching where the
network is mainly supporting face-to-face teaching. This seemed to be an easy and
helpful way to give access to information for student teachers, practicum teachers
and lecturers alike. The materials included instruction, forms and timetables.
Secondly, the network in e-learning is not only a delivery tool for teaching but the
focus is more in studying in the network and individual learning. E.g. the lecturer
puts interactive learning materials for student teachers on the course website. (PRODUCT—NETWORK). The students had access to guides for collecting materials and
doing observation in psychology, pedagogy and visual arts. This part of the implementation also seemed to be relevant, according to the student feedback.
Thirdly, the network is supporting face-to-face teaching but there are also interactive
activities online, e.g. tutoring discussions with chat or newsgroup. The network is not
only a delivery tool for materials. (ODL INCLUDING FACE-TO-FACE AND OTHER
MEDIA – PROCESS). In the pilot study the students had the possibility to use chat
and a discussion forum. The forum was meant for exchange of ideas and experiences,
but maybe the contacts during practicum in the kindergarten were more important,
because only about one fifth of the students used the interactive possibilities provided.
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Fourthly, the network is the working environment in e-learning where activity of the
learner is essential. Producing knowledge in collaboration is possible in a way that
has never been possible before. (PROCESS—NETWORK). Different intentions of
using e-learning as a way to process the practicum experiences into a new collaborative understanding were discussed but not implemented. The work of a kindergarten
teacher is often interaction face-to-face. With children the action is ‘here and now’
(see Reunamo, 2003). The work with co-workers is primarily group work happening
in the same space and time. The processes include personal, intimate and private
matters, which often are confidential and develop through a sustaining mutual understanding and trust. These conditions contrast with the characteristics of a virtual learning environment as it is often time and place independent, not face-to-face, and the
group work happens through discussion groups, shared files etc. Developing enduring and trustworthy interaction is questionable. Virtuality has no absolute value, but
it depends on the subject. The more the subject deals with delivering and producing
knowledge, the better. For personal, social and emotional processes the virtual environment can not, at the time of writing, compete with face-to-face interaction.

Pedagogical problems and solutions at the Helsinki University of
Technology
Technologies have been a natural part of everyday teaching at the Helsinki University of Technology from the 1960’s–1970’s. Thus, the use of technology itself indicates a certain pedagogical rationale just as much as does the use of any other teaching method selected. Therefore, based on the experiences of engineers, the aim of this
paper is to encourage teachers from other disciplines to trust their pedagogical experience when selecting technologies for teaching.
Teachers’ resistance towards tools in education is worrisome because teachers at all
levels and in all sectors are key persons in shaping the’“knowledge society”. The
possible reasons for teachers’ low motivation for using teaching technology could be
obscure terms with different prefixes like “e-learning” which is according to Tella
(2003) a kind of cliché. Also, technologies have been overemphasised because especially during the 1990’s, the development and testing of e-learning platforms was
popular. On the other hand, the overemphasised role of the constructivist approach
has perhaps been one obstacle. Finally, there may have been lack of understanding
what “technologies” mean as according to Karevaara et al. (2002), presently the line
between hardware and software technologies is obscure because of the multi-layered
nature of the programming. The following experimentations from the Helsinki University of Technology will clarify these obstacles by showing that pedagogical aims
should be the starting point for using technologies.

Fostering cyberlearning in European teacher education

111

CASE

Educational problem

Solution

1 Support
material for
compulsory
mathematical
courses
(MatTa)

How to reduce the
high number of dropouts in the basic
courses in
mathematics?

Support material for the students is collected on
the Internet for mainly free use. The material is
not the same as in the lectures, as 3-D moving
visualisations and interactive tests will illustrate
the most difficult content.

2 Self-study
material for
electromechani
cal engineering
students
(eOpetus)

How to develop
educationally high
quality material for
electromechanical
mathematics courses?

Support material with moving images and sound
is created on an open website. The basic idea is to
explore sustainable ways to produce easily and
cheaply material on the web.

3 Visual art in
Urban Planning
and Design

How to present and
evaluate students’
visual assignments
more effectively?

The professor and his assistant will start the
production process of an open course website and
virtual gallery with a “learning by doing”
mentality.

4 Light version
of Problem
Based Learning
(PBL)–method
on mass
courses in
programming

How to develop a
mass course for
hundreds of students
but with challenging
contents?

The PBL method was found to be not directly
suitable for mass courses. An application of PBL
will be put on the open course website. Students
will study independently or in groups, but also
regularly meet the assisting teacher.

5 Self-study
material for
developing
studying skills
(Teekkarin
Tehopenaali)

How to develop
engineering students’
studying skills?

A freely available website for the students for
practicing study skills will be created in the
Teaching and Learning Unit. The website
contains different kinds of tools, e.g. guidelines
for making better notes, and how to prepare for
exams.

6 Fully virtual in
Industrial
information
technologies

How to develop an
interactive course for
open and distance
learning students?

A fully virtual web-based course is implemented
in WebCT -platform.

A lesson learned from engineering teachers is that realistic, creative, and meaningful
use of existing, simple technologies like an open website in everyday teaching provides a sustainable change in all teachers’ practice. After all, a successful course—be
it virtual, semi-virtual or face-to-face—depends mostly on the teacher’s pedagogical
skills.

3

Research supported development

Based on pilot experimentations (e.g. Cooperative Interuniversity European course
in1998-2000, teacher training experiences in Helsinki University, experimentations
in the Helsinki University of Technology) we are planning with several European
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universities a comprehensive research project about cyberlearning. The project has
two general aims:
1. Study and compare cyberlearning conditions, processes, and the results of evaluation studies across European teacher training institutes. (COMPARE THE EXISTING SITUATION)
2. Encourage the implementation of information and communication technologies
in everyday teacher education in a meaningful and creative way. (INNOVATION
AND DEVELOPMENT)
Important target groups are both teachers organizing training and learners under training. The teacher training programmes are at different levels of teacher training (preschool, primary, secondary, adult, open education, in-service training) In this way we
can get a wide variety of experiences about conditions, processes, and contents in
cyberlearning. The flexible setting gives room for pedagogical and theoretical experimentation.
Important target groups are both teachers organizing training and learners under training. The teacher training programmes at different levels of teacher training (preschool,
primary, secondary, adult, open education, in-service training) are under focus. In
this way we can get a wide variety of experiences about conditions, processes, and
contents in cyberlearning. The flexible setting gives room for pedagogical and theoretical experimentation. When studying the cyberlearning following objectives and
methods can be a special focus:

Objectives
A. Learning conditions (BLOCK I)
1. What kind of personal experiences have teachers and
students had about cyberlearning and what are their personal
interests and motivation in different countries?

Methods and activities
Web-based survey and teacher
interview
Seminars and workshops

2. What kind of technological solutions do teachers use in
cyberlearning and how do they explain their choices?
B.Teaching practices and learning processes (BLOCK II)
3. What are the instructional aims, methods and contents
teachers are stating for students in cyberlearning courses?
4. How do teachers and students use technological solutions to
achieve pedagogical aims and contents?
5. How does the social interaction between teachers and
students change during cyberlearning?
C.Learning experiences and knowledge construction (BLOCK
III)
6. How do the teachers and students evaluate cyberlearning
processes in relation to instructional goals, processes, and
products?

Web-based survey and content
analysis
Interaction analysis
Case studies
Country specific and targeted
training
Seminars and workshops
Web-based survey
Participant observations of
students’ knowledge
construction and project working
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7. How do students construct the knowledge during
cyberlearning in relation to their individual as well as social
condition?
8. Based on the findings (1-7), what are the strategies,
methods, modules and examples of best practice to improve
the implementation of cyberlearning across European
teacher education?
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European training for
cyberlearning
Handbook for teachers and
students
Seminars and workshops
European conferences and
seminars

When implementing the project the following issues are important:
• We will put a great emphasis on training the teachers and supporting them itrying
new ideas via project web site, project meetings and workshops.
• Teachers are encouraged to trust their expertise and experience in pedagogy and
to use their imagination, instead of us telling them which is the “right” way to
carry out the courses. However, naturally most relevant results from previous
cyberlearning research will be critically taken into account.
• Teachers are reminded that simple tools do not restrict and guide too much. In
other words, it is permissable to start with simple technological solutions.
‘Cyberlearning ’ does not have to mean a fully virtual course, but that combinations of contact and web-based learning are possible.
• Teachers will be considered as active participants in developing the theory and
practice of cyberlearning
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Early Learners and the Use of Informationand Communication Technology (ICT) in
Kindergarten/Pre-school
Nina Bølgan
University of Oslo, Norway

Introduction
For the last few years I have been interested in how to use computers and other digital
tools in a more creative and qualified way in Kindergartens/Pre-schools. I want children to be playful, not computer nerds with square eyes.
The children of today grow up in a digital world, where almost all knowledge is
accessible. The knowledge explosion is among the most important instrumental factors in social change at present. If children are to be equipped to influence their future, they need to be receptive to new impulses and curious about their surroundings
and the future. They need to develop skills in order to cope in the society of the
future. Children need to acquire skills about how to use the language of new media;
and they need skills to access the computer world.
I am an Assistant Professor at Oslo University College in Norway. I teach Educational Theory and Practice in all levels of the degree programme in Early Childhood
Education. I am collaborating with Kindergartens/Pre-schools to gain experience of
how to work with the computer and other digital tools in a creative and playful way.
I will also discuss the use of computers in the training of Pre-school-teachers.

ICT in Norwegian Kindergartens/Pre-schools
A very large percentage of the Norwegian population has a computer at home. Children meet the computer with friends and with relatives like grandmother and grand-
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father. I do not understand why some people think we must exclude a toy—or tool—
that can teach children something they will need later in life. Children of today need
to be familiar with these media, which already have a big influence on their everyday
life.
In Norway children start in Kindergarten/Pre-school at one year or older. Children
start attending school from six years old. ‘Barnehager’ is Norwegian Pre-school day
care with a pedagogical agenda. Kindergartens/Pre-schools are intended to provide
children under school age with adequate opportunities for development and activity
and to be educationally orientated. The Ministry of Children and Family Affairs (1997)
has laid down a Framework Plan to provide guidelines for content and tasks.
The Framework Plan draws attention to the importance of technical aids in everyday
life. These are areas, which have traditionally been given little attention by Kindergarten/Pre-school. However, the computer is part of most children’s adolescence and
the oldest Pre-school children are absorbed by technical phenomena. Moreover, familiarity with everyday technical aids is established at the pre school age. The Kindergarten’s/Pre-school’s content should support a growing understanding of computer work if the Kindergarten/Pre-school has a computer.
To become a Pre-school teacher one has to enter the Degree Programme in Early
Childhood Education. The programme is normally entered on the basis of upper secondary education. It is a full-time course of study lasting 3 years.
Students in the Degree Programme in Early Childhood Education are offered an introductory course in the basic understanding of ICT in such a way that they can
manage the computer and the web. Students are expected to become familiar with the
most common user programmes.
However, until autumn 2003 this education did not instruct the students on how to
use computers with children. Courses did not include the procedures for creative and
multimedia programs, maybe with the exception of producing a nice web site, which
includes animations. Today there is a tension between traditional ways of teaching
and new areas of knowledge such as ICT. There is a special clash of interest between
the aesthetic subjects, which are of high educational value in Norway, and the introduction of ICT.
A new curriculum intention is that students from now on shall gain experience in how
to use ICT, both together with children in the Kindergarten/Pre-school and as an
administrative tool. Their education shall present ICT as help for organisation and
communication, and for play and learning. This should be carried into effect during
the three years to come.
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Approximately three years ago I wanted to find out about the use of computers in
Kindergartens/Pre-schools. I contacted 30 Kindergartens/Pre-schools through the
Internet in the area of Oslo. Since I had found them on the Internet, and they all had
an e-mail address, I assumed there had to be at least one computer there. I was right.
However, none of them made use of the computer together with children, nor did
they intend to do so. “That’s not for us”, they answered. I was very disappointed.

Development projects
Attitude and qualifications are important. Staff have to master the new media themselves and must learn how to use the computer in a creative and playful way. Staff
must be able to play an active part in the informal and formal learning settings in
which children acquire skills. Making use of computers requires a playful attitude
from the teacher, who has to experiment with programmes herself to understand what
the children are interested in and what they are doing. Teachers have to evaluate
which – as well as how – programmes can be used in pedagogical (didactic) work.
Shortly afterwards I was invited to collaborate in a European development project
called MediaGuide, that received funds from the European Union’s Leonardo program. Media Guide (see Bjerre, 2003) focused on the educational opportunities afforded by computers and other digital tools, and how adults can interact with and
help children and youth to use technology to produce and create, not only to consume. The aim of the project was to develop and implement a training course for
increasing the computer skills of staff in Kindergarten and after-school centres. In
Norway the course consisted of mostly Pre-school teachers working with children
from 1–5 years of age.
The Media Guide students experimented and worked with different software such as
presentation programmes, image programmes—tools you need for creating, editing,
and retouching your images, photographs, drawing animations and multimedia publication. Students experimented with sound, instruments and music, mixing programmed music with real musical instruments, mixing sound and voice. They made
animations and produced multimedia productions.
Most of this work had to be done in co-operation with children at their workplaces.
When the Media Guide participants had gained experience of how the different programmes worked, they had to discuss if or how the different programmes could be
used for didactical purposes.
But there was one problem. Almost none of the Kindergartens/Pre-schools involved
had their own computer. The Pre-school teachers had to use their own computer at
home, visit the only Kindergarten/Pre-school that had one, or borrow a laptop to
work together with the children at their place of work. So, I had a group of staff,
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competent, interested and eager to work digitally together with children, but without
computers.

KidSmart
Then I was asked by IBM to become the project manager of IBM’s worldwide
KidSmart Early Learning Program in Norway. The program focuses on children, who
do not have access to a computer at home, being given an opportunity to acquaint
themselves with computers at an early age. By donating computers to Kindergartens/
Pre-schools, IBM wants to contribute to building bridges across the knowledge gap,
between those who have and those who do not have a computer. As a project manager
I am responsible for the introduction of IBM’s KidSmart program into Norway and
have to find Kindergartens/Pre-schools that satisfy the criteria for computer donation. (See Bølgan, 2002)
Today 50 computers have been donated to approximately 25 Kindergartens/Preschools, most of them in Oslo, in Lillehammer and Dovre, a small community in the
mountains with approximately 3,000 inhabitants.
Everybody wants a free computer. The Kindergartens/Pre-schools must apply to join
in, present an ICT-project, develop plans for computer training and take part in special courses in editing graphics and photos. In many institutions staff have a fear of
the computer, and they do not know how to relate to the new media. When teachers
let go of their own fear of computers, young Per and Kari can play with the computer
themselves and be productive with sound and pictures.
Staff training is important. If the staff do not have computer competency, there is
little chance that creative work at the computer will be realised. There are many ways
of executing professional development. From my point of view it is important to
focus on developing and reinforcing local competency in the use of ICT in educational work.
The owner of the Kindergarten/Pre-school must lend support to the project locally, be
willing to buy equipment such as digital cameras, colour printers scanners and CDROM writers, and to connect the Kindergartens/Pre-schools to the Internet.
IBM’s donation program provides me with the opportunity to create a network of
staff that is eager to explore the possibilities, little by little becoming well-informed
and using computers of high quality. The network will form a basis for a future development project on ICT in Kindergartens/Pre-schools, in a staff development program
regarding promotions and research.
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What we have learned so far
When children work at a computer they will learn something about themselves. They
learn that they can control the computer and what is happening on the screen, and
they learn something about cause and effect. In some ways computers give them back
an answer and then the children can go on and try something new. To meet the challenge in the future many skills have to be stimulated and cultivated. To be competent
on the computer is an important skill today.
From my point of view computers themselves are not dangerous for children. The
computer is a tool for playing and learning, and playing is the most important part.
Children’s playful and creating approach to the world will be supported by the many
possibilities offered by computers. However, most programmes for small children
are constructed to formalise learning specific skills. They do not have a creative and
playful focus.
For the time being the Kindergartens/Pre-schools primarily focus on documentation.
Children take photographs with their digital cameras. They choose the theme, which
often is different from those the staff would have chosen. Children document something other than staff would have. They document another view of the matter. The
oldest children connect the camera to the computer. They load the pictures, open
them and choose which ones they will work on. Since they can see the pictures almost immediately, they can tell their story and sometimes make a new one. Drawings
and paintings can be scanned and become digital too, and children can edit them. The
colour printer prints the picture out. Children can show the picture to their friends,
they can put it on the information board, and they can take it home. This is also
important for learning language.
With the help of sound programs and a microphone, children can make sound, sing a
song and tell a story, and they can connect pictures and sounds. They can use presentation programmes and make small presentations.
Staff takes care of the children’s work/play products. Parents take part in the experiences of their child when the staff put pictures and sounds on a diskette or CD, or
make a small newspaper for those who do not have a computer at home.
With the help of more advanced programs the oldest children can make their own
jigsaw puzzles and computer plays, and become producers. Digital tools make staff
capable of working in alternative ways, that are supplements to written reports and
also a new means of documentation.
So, when these children sit in front of the computer at an early age, what will happen
to their social experience? The project so far shows that only on rare occasions were
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children alone at the computer. A social space is created in front of the computer, and
children learn new things, experience new social possibilities. This of course is also
about developing a ‘computer culture’.
Usually there are many children and a lot of communication is going on. They help
each other, show each other how to do things and they laugh a lot. There is joy and
humour. When the computer plays a catchy tune, all of a sudden the children are on
the floor, moving and dancing.
The computer is thus a new social arena. Children learn new things in a new way.
There is an interaction between the child and the computer, and also between the
children. They share a common task: to solve a problem and to achieve a result, so
they have to work together, make suggestions and reach decisions.
The children can choose amongst different activities such as LEGO toys, drawing
and painting, jigsaw puzzles, playing outside, or using the computer. Some days they
do not find the computer interesting at all, and this is fine.

Conclusion
In Theater Curtain, a book about how children worked to make a new curtain for the
old baroque theatre in Reggio Emilia, Vea Vecchi (2002) from the Kindergarten/Preschool Diana writes:
“Without going into the role that the digital revolution will have in the formation of today’s
youth, we feel that in this current phase where digital technologies are being introduced into
scholastic education, we need to reflect more deeply on the processes that a traditional education
enables and facilitates, and on those that are supported and nurtured by the digital world.
Only in this way can we investigate an area that is still new for education: the connections
created by interweaving traditional and digital strategies.” (Vecchi, 2002)

In future, the ability to use the computer with children will probably be an integrated
part of every occupational group working with children in one way or another. It is
important that we look into the experiences of institutions that really work with the
computer, in a critical way. We must make adequate grounds for placing the computer in such institutions. It is therefore essential to develop and disseminate supplementary training courses and teaching materials.
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Activating Prior Knowledge—Essential When
Accessing New Information Sources
Alan Pritchard
University of Warwick, UK

Introduction
It is very important when beginning new topics of investigation to be clear about
what one already knows about the subject in question. This is even more important in
school settings when large amounts of new and at times conflicting information are
to be considered, and possibly even more important when making use of information
from electronic sources which can be very large and difficult to navigate. Constructivist
learning theory tells us that new knowledge is built upon existing knowledge and
understanding. It is essential that this is taken into account when new topics are introduced to classes of children in schools. Having existing knowledge to the fore allows
for a clear focus to be given to new work, which is important if new information is to
be sorted and prioritised effectively and progress in learning is to be made. Having
direct reference to what is already “known” allows new knowledge and concepts to
be assimilated into the existing frameworks, which individuals construct over time,
based on their own experiences and interpretation of the world around them. This
paper explores the notion of activating prior knowledge from both theoretical and
practical perspectives. Examples, based on recent research, of different approaches
and strategies, which can be employed in new learning situations are given.

Theoretical background
Constructivist learning theory tells us that new knowledge and understanding is built
upon existing knowledge and understanding. Wray and Lewis sum this up when they
tell us that: “People try to understand new ideas and material by interpreting them
through existing knowledge structures.” (Wray and Lewis, 2000) This statement is
based on an understanding of the theoretical perspectives of constructivism, which

Activating prior knowledge—essential when accessing new information …

123

we will explore. Others, too, are equally sure that previous experience plays an important part in the process of learning: “… the contemporary view of learning is that
people construct new knowledge and understandings based on what they already
know…” (Bransford et al., 2000) In a constructivist approach to teaching children
are put close to the centre of the learning enterprise, and encouraged to be active
builders rather than passive receivers of knowledge and understanding: “… methods
of teaching should be designed to encourage children actively to construct meaning
from their own experience rather than stimulating them to produce to knowledge of
others.” (Wittrock, 1977) In a constructivist mode of working, no learning can take
place without new connections being made between existing knowledge and understanding and new facts and ideas. “For the constructivist, knowledge is constructed
by the learner by drawing on prior knowledge and personal experience.” (Alladin
Project, 2001)
We will look in turn at some aspects of the constructivist model of learning—in particular, schema theory, conditions of learning, aspects of social constructivism, and
metacognition, which will serve to illustrate the importance of pre-existing knowledge and understanding in the processes of learning.

Schema theory
As a way of referring to conceptual knowledge, which is stored in long term memory,
cognitive psychologists refer to units of knowledge as schemas. It is estimated that
any adult would have hundreds of thousands of schemas in memory, which would be
interrelated in an almost infinite number of ways. New schemas are created and existing ones are constantly updated. This takes place every time that anything new is
read, listened to, or observed, or experienced in any other way. We also create new
schemas by relating one fact to another through complex and unconscious, logical or
semantic links. Schemas can be visualised as tightly drawn three-dimensional networks with each node relating to an item of knowledge and with each node connected
to any number of other nodes both within and without of its own “home” schema, the
lines of connection being drawn for many and various reasons concerning meaning,
memory, proximity of the item in time or space, or any of an great number of other
reasons coded by the “owner”. Indeed, any node could be said to have any number of
“home schemas”. Schemas do not have to be accurate, they are representations of an
individual’s current state of knowledge and understanding of an area of interest at a
given time. Schemas are always open to new nodes and links, and always open to
correction and rebuilding. We will return to this idea later.
Mayer (1983) sets out four elements, which describe a schema:
• General: a schema may be used in a wide variety of situations as a framework for
understanding incoming information;
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• Knowledge: a schema exists in memory as something which a person knows;
• Structure: a schema is organised around some theme;
• Comprehension: a schema contains slots, which are filled in by specific information.
The terms assimilation and accommodation, first used by Piaget, (Piaget, 1973), refer
to the ways in which new information and ideas are dealt with during the processes of
learning, whether in formal or informal situations. Assimilation and accommodation
are a part of the process of adaptation, that is, the process by which existing knowledge structures are changed in order to take into account any new information which
is either added to—assimilated, or causes alteration to—accommodated, the existing
schema. Brown (Brown, 1995) explains that this process “…will rarely be a simple
matter of assimilation…. Usually the existing schema will have to be adjusted to
accept the novel experience. A process of accommodation.”
Rumelhart (1980), a protagonist in the development of schema theory in recent years,
considers that learning depends upon requisite prior knowledge being present in the
mind of the learner, and that simply being present is not enough, it must be brought to
the front of the learner’s mind, that is, the learner needs to be reminded that the
knowledge in question is actually something which exists. Here we see the necessity
to activate appropriate schemas at the beginning of the process of teaching a new
topic.
Sewell (1990), in a discussion focusing on schemas, concludes that, “if the material
to be learned/taught can be related to an individual’s existing schemas the more easily this information will be acquired, stored and recalled.” This can be interpreted as
“The more easily learning will take place.”, though naturally there are many other
considerations when considering the progress of any particular learning event. We
are told by some that learning which does not connect with the learner’s prior knowledge is at the level of rote learning and will soon be forgotten. (Lewis & Wray, 1997;
Bransford et al., 2000)

Conditions of learning
Gagné (1985) outlines a theory of instructional design which is rooted in the
constructivist tradition. The application of the theory in practical situations can generate “…both appropriate environmental stimuli and instructional interactions…”
which will serve to effect “… a change in the cognitive structures and operations of
the learner.” (Streibel, 1995), learning is enabled and more likely to proceed if the
scene is set effectively. The major components of Gagné’s theory are: the conditions
of learning; learning outcomes; and events of instruction. The conditions of learning
are eight different conditions, or possibly, types of learning, which may suit the differing capabilities of different learners. These conditions (types of learning) are: Sig-
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nal learning; Stimulus-Response learning; Chaining; Verbal association; Discrimination Learning; Concept Learning; Rule Learning; and Problem solving. The learning
outcomes, numbering five in total, are categories of the expected outcomes of any
learning. They are, naturally influenced by the conditions of learning. The categories
are: Intellectual skills; Cognitive strategies; Verbal information; Psychomotor skills;
and Attitudes. Based on his conditions and outcomes, Gagné believed that there should
be nine general events in the process of instruction, which will facilitate maximum
learning, the events are:
•
•
•
•
•
•
•
•
•

Gaining and maintaining attention
Informing the learner of objectives
Stimulating recall of prior knowledge
Presenting the stimulus material
Providing learner guidance
Eliciting performance
Providing feedback on performance
Assessing performance
Enhancing Retention and transfer

It is the second and third of these events which are of particular interest here. By
informing the learner of objectives, and defining expectations the scene is set for
learning. If would-be learners are aware of the aim of the ensuing teaching it is likely
that they will be able to direct their efforts in a direction best suited to meeting those
objectives. In setting out the objectives, Gagné suggests that schemas will be activated and prepared for the classification and organisation of new material into longterm memory. The schema will be “up and running” ready for the processes of assimilating and accommodating. Being informed of the objectives allows the learner:
“to define expectations, and to activate a schema for classification and organisation
of new material into long-term memory” (Tsang-Kosma, 1999). Similarly, Event
three—stimulating recall of prior knowledge, serves in a similar way to prepare the
ground for new learning, by assisting in the process of schema activation; by stimulating the recall of prior knowledge, the learner is more able to: “promote the transfer
of knowledge” and “activate a schema enabling him/her to assimilate new information and place it in long term memory.” (ibid.)

Social constructivism
There is another perspective on the way in which pre-existing knowledge plays an
important role in the development of new knowledge and understanding.
It is true that “…most of us learn a great deal in contexts involving other people.”
(Brown, 1995), and without others, whether peers, parents or those older or more
peripheral to our experience our learning would not progress nearly so efficiently.
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Social interaction is seen as a vital ingredient of the process of learning by those who
adhere to the tenets of social constructivist theory. The importance of interaction in
general, and of language in particular is stressed by Lev Vygotsky (Vygotsky, 1978,
1986) and also by Jerome Bruner (Bruner, 1966). It has been shown that apart form
the importance of language in building understanding, interaction plays a part in the
activation of prior knowledge. (Kumpulainen & Wray, 2002) Interaction, in the guise
of discussion, is seen as “…supporting the individual’s knowledge construction, since
it helps to activate existing knowledge…” (ibid.) They go on to report that two girls
in their study considered that their lack of prior knowledge about the topic in question, energy, had held them back in the work, which they were undertaking.
Kumpulainen and Wray also report the views of Garner et al. (1991) that with greater
background subject knowledge (which has been activated appropriately) subjects in
their study found it easier to distinguish important from less important information
and that those with what they termed high domain knowledge were able to concentrate on constructing relationships between the ideas which they came across. There
is also scope for the sharing of prior knowledge when children are working collaboratively. “The diversity of learners’ prior knowledge and experience seem to provide
a large resource base for a group’s knowledge construction…” (Teasley, 1995).

Metacognition
Introduced by Flavell (1976, 1979), metacognition is concerned with an understanding of one’s own cognition. However, the notion is not entirely new, at the start of the
last century Dewey referred to “reflective self-awareness” (Dewey, 1910); many years
previously the Ancient Greek philosophers considered that to “know thyself” was an
important step in the process of education and learning. Flavell, bringing fresh interest to the ideas involved, refers to three variables concerning knowledge about cognition (ibid.):
i) Person variables, or knowledge about one’s self, and others’ thinking;
ii) Task variables, or knowledge that different types of tasks exert different types of
cognitive demands; and
iii) Strategy variables, or knowledge about cognitive and metacognitive strategies for
enhancing learning and performance.
Metacognition, and the ideas associated with this area of theory, is only helpful if the
considerations of the subject are made explicit to those who stand to gain from making use of strategies which the theory suggest. If learners are aware of what they
know and are given support in learning more about the process surrounding finding
out more, they are more likely to embark on the process in a more workmanlike way.
That is, if it is clear what is expected, if it is clear to them what they already know and
processes concerning how to increase their knowledge and understanding are understood, there is a greater probability of the process of learning proceeding smoothly
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and with the enjoyment which can be engendered when the tasks involved in making
progress are clear.

More practical considerations
There are two sets of strategies which, if implemented, can enhance he learning opportunities of children using the Internet as a source of factual information and, if we
are lucky, lead to effective learning taking place. The word “lucky” is used here advisedly, and is in part a reflection on the English proverb, “You can lead a horse to
water, but you cannot make him drink.” Effective learning can never be guaranteed,
but if teachers put into place as many positive conditions as is practicable, then, with
good luck, learning might well be effective for many of the pupils in question.
The two sets of strategies in question here are:
• Classroom strategies, and
• Designer strategies.
It is the classroom strategies which are important in the context of this consideration
of the importance of prior knowledge and understanding, although web resource designers could consider ways and means by which users of their materials might be
encourage to reflect upon what they already know. Consideration of these “designer
strategies” is included in a previous Neothemi conference paper (Pritchard, 2002).
Here we will consider some strategies for use in the classroom, which are likely to
contribute to the effective recall and use of the prior knowledge, which individual
children will always bring to a new topic of learning in the classroom.

Classroom strategies
The effectiveness of any of the following suggested strategies is dependant upon a
range of variables, some controllable, others less so, some local and others more
generally applicable. The particular strategy used, or approach taken, is, in many
cases a question for an individual teacher to decide. The variables which will be
taken into account include the age and experience of the children, the particular topic
in question, the availability of resources (computers, video), contextual settings, such
as the time of the day, the time in the school year and even something as simple as the
layout of the classroom.

Teacher led discussion
This possibly is the least resource intensive approach to activating prior knowledge.
It is also, possibly the one which does the job least well. However in some circum-
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stances, for example, when the recent prior experience of the class is in question, this
is a sound approach. This approach needs a teacher to be sure that participation is
high. If some children do not participate the benefits to learning of raising awareness
of pre-existing knowledge will be lost. There is a socially constructive element to this
approach since it is necessary to listen to and then possibly react to others in the
group.

Individual “brainstorm” 1
This approach, which requires some “action” by way of at least writing down words
or phrases, is useful, but solitary. Again, in some circumstances sit may be a sound
approach, but the lack of social interaction means that it is likely to be less effective
than some of the other approaches.

Paired “brainstorm” 1
This approach taken in a paired, or perhaps small group situation has the added benefit of allowing individuals to build upon the work of others, by having ideas and
memories triggered by the comments of those whom they are working with.

Whole class “contribution session”
This can be organised in a number of ways. It has worked successfully when each
member of the class is asked to contribute one idea (fact, though, or even question)
concerning the topic in question. The contributions can be noted and organised into
classifications. If each individual is asked in advance to write down their contribution, a note can be made of how many times any given idea arises; this also avoids the
temptation to simply say that “Child X has just said mine”, without a idea having
been generated. Precisely what is done with the contributions can depend upon the
time available, or the nature of the contributions. In some cases, and this is also true
of brainstorming activities, contributions can be grouped, laid out on paper and linked
according to particular criteria—similarity; temporal relations; cause and effect, and
so on. This could lead to a version of concept mapping.

Concept mapping
The process of concept mapping, in which ideas and items of knowledge are set out
graphically and links between items are made according to a variety of different semantic or other reasons, was devised by Novak and Gowin (1984). For some teachers
it is associated with science teaching, but there is no reason at all why the technique
should not be used across a very broad range of subjects and topics. Science educators have proposed the use of concept maps at the beginning of new topics in order to
establish the current state of children’s understanding of the topic. This enables the
1

The term “brainstorm” is sometimes avoided because of its medical and potentially upsetting connotations.
Terms such as “Thought Trawl, or “Mind Shower” are sometimes preferred.
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teacher to plan with more precision for the subsequent sessions. Sometimes the same
concept map is presented to the children at the end of the topic for them to consider
the changes in their understanding and knowledge of the topic.
In the context of activating prior knowledge, the use of a concept map serves to
encourage thought and consideration of the topic in more depth than simply recalling
facts. A concept map requires that ideas, in the form of words of phrases are set out on
a sheet of paper (or perhaps a computer screen, with the use of dedicated concept
mapping software) and then connections between various ideas are made (with a
pencil for example) and the nature of the connection noted alongside the drawn connecting line. (Examples are given in the appendix.)
Clearly a concept map can be an individual event, and in some cases, assessment
situations for example, this is a good idea, but working collaboratively on a map is
probably the best approach in a prior knowledge activation context, for reasons which
have been set out earlier.

Website exploration / Video exploration
Being exposed to a topic in a relaxed and relatively unstructured way can have the
effect of activating what is already known about a topic. On watching a school television broadcast covering a the Tudor kings and queens of Britain, as an introduction to
a short topic on about religious changes, one child spontaneously offered, “I’d forgotten that we did Henry the Eighth”, referring to a topic in History from the previous
school year and proceeding to give a commentary on the break from the Catholic
Church and the founding of the Church of England; much to the teacher’s surprise.
(Pritchard, in press) A visit to a website, as a class activity, using a large screen can
serve a similar purpose to, and indeed an introduction to the activities above, and to
many others, all to the end of giving time and opportunity for children to recall and
revise what they already know and understand about a topic.

Other “games”
There are ways of approaching the activation of prior knowledge, which can be seen
by the children as games. Creative teachers are incredibly adept at dressing up serious schoolwork as fun and the motivational benefits of such approaches are well
known. Quizzes and competitions have a place in classrooms, though not to excess.
Games and challenges which require recall and collaboration can work well as starting points to new work especially if followed up with a gathering together and reinforcement of what comes to light.
Though not exactly a game, the use of a K-W-L grid has, in many cases, the potential
to motivate and set solid ground for work to be carried out. K-W-L stands for “What
do I Know already; What do I Want to find out, and What have I Learned”. The grids
can be set out in a number of different ways; it is the process, which is important, not
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the lay out. An example is given in the appendix. These grids have been proposed by
many including Ogle (1989) who devised the idea and Wray and Lewis (1997); they
have also been used and tested successfully (Pritchard, (In preparation) for example).
The use of such a grid requires that children write down items of knowledge which
they have already, and this at times is not entirely straightforward, and then progress
to formulate questions, based upon what they already know, which they would like to
explore.
In summary then, we need to ensure that learners have sufficient previous knowledge
/ understanding to enable theme to learn new things, and to help them make explicit
these links between what they already know and what they are learning (Wray &
Lewis, 1997) There is sound theoretical underpinning for this view, and there is a
range of research which also suggests that the recall of prior knowledge is an important factor in learning. A range of strategies for assisting in the process of prior knowledge activation are available to teachers, and creative teachers continue to devise and
amend new, improved, approaches to this topic.
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Help—Using Media in Education
Hanna Niinistö
University of Helsinki, Finland

Here I clarify the use of various media in teaching school children and what possibilities a class teacher has to make good use of media. First I will discuss the concept of
media culture, what using media in schools includes and what is meant by the teacher’s media competence. Secondly, I describe students’ experiences in multiform learning. This is based on a survey I carried out in spring 2003 among student teachers
taking a basic course in teaching visual arts. This is a special group consisting of 38
adult students. They had already been working as teachers for several years and most
also during their studies. The course in visual arts was organized as multiform studies
including face-to-face education, network-based education in WebCT, self-access and
working with fellow classmates. Thirdly, I discuss the opinions that class teachers
have about the use of media in class and what their approach to it is. Fourthly, I use
media autobiographies of four students, two women and two men, who participated in
an optional course in visual arts after their basic studies. I try to illustrate what a
student as a media teacher and as a member of the media culture is like by examining
at these autobiographies together with the answers in the questionnaire.
The media play increasingly important roles in the lives of Western people during the
various phases of their lives. The opinions and experiences we have of the world are
more often likely to have been transmitted by or to have gone through the media.
Educating with the aid of the media has been included in the curricula of comprehensive schools in Finland for about 20 years. In 1985, communicational education was
included as part of the teaching of visual arts. The curricula of Finnish comprehensive
schools in force since 1994 have included it as a so-called incorporate subject. Currently a reform in these curricula is being carried out, and new curricula for basic
education are being experimented with. The role of media education is reinforced in
these new curricula.
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What is media culture and media education?
A vast change is occurring both in the media environment in Finland as well as culture in general, which Herkman (2001, p. 18), a Finnish researcher of media and
culture, terms the medialization of the culture. By medialization he suggests that the
media are present “in our everyday life as well as in recreation, both at work and at
leisure”. Herkman states that the media are involved in many ways in communication
between people, production of information and creation of fantasies or dreams. In his
opinion this is why we can say that we live in a media culture. Individuals cannot
escape the influence of the media in a medialized culture (Herkman, 2001, pp. 64–
65). Suoranta (2001, p. 18), another Finnish expert on media culture and education,
stated that the concept of media culture refers to a situation in society in which the
largest part of people’s daily observations come through a medium, i.e. we learn
about reality through the media. The messages of the media become an integral part
of our everyday activities and the media shape our daily rhythm to a certain extent. I
mean by this that people usually glance through the newspaper at breakfast or perhaps listen to the radio on their way to work, while for many it is important to watch
the 8.30 news on TV.
Suoranta (2003, p. 9–13) believes that children today learn at least as much from the
media as at home, at school or from their friends. This does not suggest that it is not
important to study at school but rather that even more important than knowing facts
is to have the ability to acquire, identify and evaluate the knowledge. Media education emphasizes media culture without moralizing and the target is to teach pupils to
be both self-critical and culture-critical, as Sintonen (2002, p. 80) stated. Very often
media literacy is considered to be one of the targets of media education. Suoranta and
Yläkotola (2000, p. 56) stated that media literacy is a skill used to interpret media
culture—taken in the broad sense of the term. A good traditional ability to read is the
basis for a person´s being able to comprehend different forms of media (Suomi (o)saa
lukea 2000, p. 21). So-called media language skills reflect the essential objectives of
media education, which include interpretation, estimation and evaluation of media
texts and the ability to enjoy communication both as a personal and collective experience. Tuominen (1999, p. 27) believes that the media literacy of a teacher should be
based on the academic studies of media research.

The media competence of a class teacher
The phase in media culture that began in the last decade sees the teacher as a supporter, facilitator and ‘interpreter of worldwide relations’. The aim is to make the
pupil both self-critical and culture-critical, as I mentioned earlier. Media pedagogy is
based on the constructivist concept of learning and emphasizes interaction and debate. The essential features of a teacher’s media competence involve interactive pu-

Help—using media in education

135

pil-centred teaching methods, commitment promotion of growth in media education
and critical autonomy as a media instructor. (Tuominen,1999, p. 25, p. 28)

Studying visual arts with the aid of the media
The Adult Education Council (1989, p. 1) defines multiform learning as that which
includes planned contact face-to-face education and distance education for special
groups needing guidance. Electronic communication, telecommunications services
and information technology are available when needed.
The basic elements of multiform education include face-to-face education, distance
education and self-access. In face-to-face education, direct contact is established between teacher and student who interact in the same room together. Teacher, student
and student, student interaction can occur on an individual basis. In distance education, the interacting teacher and student are not confined in the same room together.
Communication between people can make use of different types of materials and
facilities. The typical self-access student works alone and can communicate at his
own pace with other students, tutors and teachers. (Luosujärvi, Reponen, &
Vuohelainen, 1994)
This special group of student-teachers used the WebCT learning environment and the
Internet during their visual arts course in addition to face-to-face education and selfaccess. In WebCT students had more direct access to information on visual art, links,
homework and the possibility to send their own work to others and read all the students’ homework. For example, some students devised a plan for teaching Finnish art
in pictures and colours through the Ateneum for Children web site. Here I describe
their opinions of this type of multiform learning in the visual arts.
Most of the students (27), felt that this type of multiform learning was suitable for
teaching visual art. They emphasized the importance of face-to-face education in
addition to distance education, the need for adequate amounts of time, good course
planning and their own activities. They considered it important to gain working experience and to work during the course, apply to on a practical basis what they learned
in the classroom. Through WebCT they found time to share their experiences, compare notes and self-access opportune times for learning. Students considered WebCT
to be a good material bank for their own work (links, student papers, educational
material), affording an opportunity to share ideas and materials and to work on their
own time. The disadvantages of multiform learning they mentioned included lack of
face-to-face education, technical problems and difficulties in developing visual art
skills and in going through a deep learning process.
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The class teacher as a media instructor
I asked the students in the questionnaire what they believed media education includes
from the point of view of a class teacher. All 32 students who answered considered
media education as important in schools. I classified the answers into six categories
including learning by doing, facilities and their use, acquiring information, criticalness, ability to read images and general. Over half the answers included elements of
at least two of these categories. For example, one female student wrote:
“…media education involves teaching the pupils how they make use of the media, acquire information and let them practise the use of the facilities (cameras, computers, camcorders). Furthermore the pupils should learn how to respond to the media and they should acquire skills in how
to process all the information available in the information world of today.”

The concept that emphasizes learning by doing includes illustration of fairy tales,
making comics or movies, taking photos, drama, expressing ideas or giving opinions
etc.. This came up in the answers of 11 students, as one female student put it briefly:
“Information and communications technology, films, TV, filming, taking photos.”

Sixteen students believed that teaching pupils to become critical is an essential part
of media education. Two female students wrote:
“Phui, what a difficult question! As a whole I think that the most important thing is to teach
pupils to become critical, that is to say that they learn to use their own brain. It is very important
to learn to separate reliable information from unreliable.””
“A teacher must know how to guide the pupils to look at and interpret the media in a critical
way.”

Facilities and their use came up in seven answers. Five students discussed the importance of acquiring information. Seven students believed that the ability to read images is also included in media education. They would practise it with the help of
various tools and materials, such as TV, comic strips, pictures, films, computers or
cameras. I put the answers of 10 students into the general category. These answers
focused on the concept of the media. One male student expressed his opinion by
writing:
“Media education involves learning about the different areas of the media, defining the concept
of the media, teaching media criticalness, studying media expression and the ability to read
media. Media education should be experimental and active learning in the first place.”

Sintonen (2001, p. 32, p. 138) divides media education into three areas: technological level (the medium and the technology), content level (what content can be produced by this technology) and cultural level. My classification is supported by
Sintonen’s division. The technical level includes facilities and their use, while the
content level comprises criticalness, the ability to read images and learning by doing.
The cultural level is not used in my classification, since the answers concerning this
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topic always belonged under another heading in my opinion. The cultural level came
up in five students’ answers. One female student expressed herself saying that:
“Media education is about teaching pupils about the use of media, enhancing their ability to
choose the essential out of the information supplied by the media and to be involved in media
business themselves.”

It was a pleasure to note that the students approached the topic in different ways. But
the answers show that the students do not entirely know what they are talking about.
The multitude of concepts and the abstractness of the definitions were alarming. It
makes me feel that media education is full of fine words and terminology that are
hardly understood and have no connection with reality.

How is a teacher able to manage all this?
The students felt they needed more training and information, tools and skills in handling them, more courage, support from colleagues, time and changes in daily timetables and learning objectives. Two students mentioned that they had sufficient skills
as media educators and felt that they were already active.
I asked the students to report on a successful teaching session, in which they had
implemented media education in their own work. Eight students believed that they
had hardly even used media education and four had not used it at all. However, those
that did, had previously experimented with newspapers, images, making collages (8
students), studying and making ads, planning and recording videos (6), watching
films, TV programmes and plays (5), photographing, filming or recording activities
(4), looking for information from the Internet, drawing comic strips and making news
(a few).
When I examined the answers, I noted that as far as their approach to media education was concerned three distinct categories were clearly visible. I named these following Kotilainen´s (1999, pp. 44–45) classification, i.e. technical, art educational
and social. Three answers of the students represented the technical approach, eight
the art educational and 12 the social approaches. Several answers reflected one or
more approaches.

Students as products of media culture
Four students produced a media autobiography of their own as part of an optional
course in visual arts. The autobiographies were carried out quite freely, using different techniques. This made analysis difficult, but on the other hand illustrated the
students’ personal choices. All four students handled the task in different ways. I aim
at identifying them as members of the media culture by examining what they dis-
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cussed in their respective autobiographies. I looked for convergence with media instructorship by comparing the autobiographies with the answers in the questionnaire.
One male student produced his autobiography using image-processing software. He
collected the picture material from the Internet, using pictures that have been published hundreds, if not thousands, of times in the media. The pictures he chose connect the spectator to the 1970s, the period of his childhood. The fall of Lasse Viren in
the 1972 Olympic Games, the Biafran children from the 1960s and 1970s, Urho
Kekkonen (whose name was practically a synonym for the word president in the
1970s) plus the Finnish flag. Kekkonen and the flag are guarded by the Hammer and
Sickle together with Lenin. Media events resulting in personal experiences are visible in this poster; this student had clearly been influenced by visual impact.
Another male student produced a strip resembling a movie film, in which he looked
at the way his communication skills had developed over the course of time. One
female student described her life at different ages with the aid of different devices in
the form of a cartoon. Another female student was able to make use of the new skill
(image processing) she had acquired during the visual arts course straight away. She
enhanced her own competence by learning new skills, and she plans to carry out
similar projects in her own work as a teacher. Her cartoon autobiography also has
another dimension: many of the figures she had used in the pictures are known throughout the world and were actually created and marketed by the media. The contents of
all four students´ media autobiographies are in line with their views on media education, and the methods they used to produce their autobiographies reflect their ways of
working with their pupils.

Conclusions
Based on this pilot study, multiform education is suitable for teaching the visual arts.
Students believed that good course planning, sufficient time, work experience and
face-to-face education in addition to distance education made it workable. The advantage of this type of education is that it affords an opportunity to share experiences
and materials, study at opportune times and over extended distances and obtain many
different types of useful learning material.
All the students felt that media education is important and that a class teacher is also
responsible for its content and how effectively it is taught. It was difficult for these
students to define media education; the definitions were superficial and abstract, resulting from media education being a rather new and multifaceted area. Even experienced researchers define the concepts in different ways.
The students referred to the concepts and targets set for media education, but their
implementation of what they call media education clearly reveals that they have dif-
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ficulties in turning generalizations into practice. The experiences the students have in
media education hardly meet with their definitions. I see it as a challenge in my work
at the Department of Teacher Education to enhance the media competence of class
teachers.
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Photography
Augusto Pieroni
University of Rome ‘La Sapienza’ / University of Tuscia, Viterbo, Italy

1

Introduction

Before entering into the ‘didactic fallout’ of the following topics, this essay will
argue obliquely on the nature and aesthetics of the photographic images. This will be
done by first inquiring about the cultural roots of the photographic gaze and then
conducting a brief analysis from the iconographic, the operational and the aesthetic
point of view. Given that the photographic image in general—also including film,
video, electronic images etc.—is one of the most constantly dramatic changing factors in contemporary visual culture, this essay assumes that within the Italian ways
of looking at the urban landscape—whether photographically or not—are embedded
many elements, directly associable to our national Cultural Heritage, now dispersed
in the very fabric of the global notion of photography.
It must be said, though, that the presentation of this essay within the Parallel Papers
Sessions of the—“Neothemi” conference included a survey of some result of such
premises on the work of my students in Photographic Arts History, Università della
Tuscia—Viterbo, and Università “La Sapienza”—Roma. Such mainly visual results—
discussed within the environment of a Department of Teacher Education—can only
be hinted at when translating the visual presentation into an essay on paper.
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Fratelli Alinari, Gli Uffizi e Palazzo
Vecchio – Firenze, 1860, albumen
print – Image source: AA.VV., Photography from 1839 to Today.
Taschen, Köln, 1999: 149. © George
Eastman House, Rochester, NY.

Giorgio De Chirico, Mistero e
malinconia di una strada (Mystery
and Melancholy of a Street), oil on
canvas, 1914, private collection
(original in colours) – Image source:
Maurizio Fagiolo Dell’Arco (ed.),
L’opera completa di De Chirico
1908–1924 (1984). Rizzoli, Milano,
1999: tav. XIV.

2

City images

First of all we should make an
attempt in trying to change our
vantage point: shifting from the
ordinary practice of looking at the
Italian urban landscape (whether
in magazines and web pages or
in museums and actual sites), to
approach an Italian way of look-
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ing at the urban landscape, instead. We should understand if any of the several “ways
of seeing” (see Berger, 1972), related to whichever cityscape, might correspond to
an Italian paradigm. Then we should outline such a paradigm and then proceed by
asking ourselves if it has remained stable through the ages or if it also has shifted to
a different version of itself. And although the action of taking pictures means ‘waving no flags’, to assume—and to merge—a unitary visual paradigm is as ‘natural’ a
fact as saying “OK!” both Iceland”and Boston. This familiar word—taken here as an
instance deliberately out of context—embodies some habits in the way of behaving
or just in the way of thinking, beyond the evident peculiarity in the way of speaking.
According to the analysis of W.T. Mitchell (1994, 9) within the European tradition of
urban landscape painting (that is: purposefully discarding the mighty far-Eastern
heritages), there have been three main “routes of reference” (for this term see
Goodman, 1976): Roman, French and Flemish. While the latter pivots on clearly
recognizable aesthetics based on realism, symbolism, minute accuracy etc., the French
‘route’ must be divided into two phases. In its Italianate XVII C. period (Nicolas
Poussin, Claude Lorrain etc.) it clearly shows a derivation from a classicist origin,
whereas the more complex modern phase (Camille Corot, Paul Cezanne etc.), seeks
an aesthetic standpoint separated from all definitions by combining, on the same
classical root, both English and Japanese influences. Therefore: ‘Roman’ landscape
painting—based on natural perspective, idealization and spatial construction—should
be understood as a paradigm encompassing not only both the Roman Hellenistic
fresco painting of Pompeii and the Florentine and Venetian Renaissance interpretation of such origins on most rigorous geometric bases; but also the derivative reenacting of those models. Many classicistic revivals in fact—whether XVII C. French,
or XVIII C. American—owe large parts of their very DNA to the merging of the two
abovementioned fundamental paradigms.

3

Italian perspective

A standard definition of classical Italian visual culture cannot but be focussed on
perspective (in painting, sculpture and architecture). Perspective—which in itself is
no object in this discussion—can be defined as a mental construction disguised as
natural. We would not even try to assert that whenever perspective is in use, there
Italian paradigms are at work; yet a certain family resemblance between Italian classical arts and all the attempts to grasp the landscape as a measurable space and an
ordered variety of phenomena, cannot be denied. Such attitudes reveal somewhat of
an ideal of order and grace, be it human or divine, unmistakeable in the realistic
images of tranches de vie—in painting, photography and cinema—which owe their
very origin to the Flemish paradigm.
As far as photography is concerned, there is not only a technical—we shall call it—
operational—relationship between Italian arts adopting perspective, and photographic
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ways of seeing the urban landscape, but more evidently there must also be both an
aesthetic and an iconological relationship. Italian landscape artists, after the fifteenth
century, are known to have made intensive use of such devices as both camera obscura and/or camera lucida, and these very optical machines are the forerunners—as
Galassi (1981) puts it—of the photographic gaze, provided that the invention of photography consists in a photochemical twist on the solid ground of the fifteenth-century enhancement of ancient optical knowledge. The photographic gaze, as we know
it, in some way stages a mechanized perspective: therefore photography could itself
be considered as a mental construction disguised as natural.
Which are the Italian paradigms in urban landscape photography, then? Whenever
the cityscape reveals the intention of idealizing/rationalizing the urban scene, there
we are entitled to see—in the filigree of images, of course—an Italian paradigm at
work. In such cases we could appreciate how the urban scene is often seen or treated
as scenery. And such scenery might be the setting of different kinds of action, both
rational and irrational. Or even no action at all. In these subtle changes resides the
space, in fact, for the most radical shift within the selfsame Italian visual paradigm.
We should furthermore notice how photographic aesthetics derive—in the first place,
from the times of the so called “pictorial” photography—from such painterly concerns as composition, proportions, balance, dignity, and so on. These are, in fact, the
essential elements of the Italian academic tradition of art, where a firm grip on drawing meets transcendent contents; a tradition that, after the XVII C., merged with a
Flemish genre-painting drive to the dignity of ordinary and humble matters. A first
shift in Italian aesthetics came, in fact, after contacts with Spanish/Flemish visual
cultures, when Italian post-Renaissance arts came to encompass both idealized Realism (leading from Caravaggio up to Pasolini) and Neo-classicism (from the Carracci
family to the Alinari brothers). Sometimes within this enforced tradition was embedded a perspective rhetoric which used to be functional to the theatrical tradition, and
which stemmed from late Renaissance “quadraturisti” (illusive ceiling painters) and
from Roman Baroque art.

Annibale Carracci, Fuga in egitto
(The Flight into Egypt), oil on
canvas, 1603, Roma, Galleria
Doria Pamphilij (original
in colours) – Image
source: C. Briganti, G.
Bertelli, A. Giuliano
(Eds.),–Storia
dell’arte italiana –
vol. 3. Electa-Bruno
Mondadori, Milano,
1986: 268.
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Luigi Ghirri, Rimini, Italia in
miniatura (Miniature Italy,
Rimini), 1985, C-print (original in colours) – Image source:
Aperture, n. 132: “Immagini
Italiane”, New York, summer
1993: 47. © Archivio Luigi
Ghirri, Reggio Emilia.

1st set of images: Classic Italian figures in a landscape
From Hellenistic Roman painting of I C. B.C. to XV C. Florence and XVI C. Venice:
architectures—whether contemporary or archaeological—are dealt with by means
of perspective in theatrical ways.
2nd set of images: Classicistic Italian canons of landscpe imaging
In some of the frescoes from Pompeii human figures are both fictional spectators
and acting as human measurement, in a scene otherwise immeasurable, therefore
unrealistic (yet likely to be definitely unreal because mythical). In Annibale Carracci
and Claude Lorrain’s art that same canon is attentively revived as an iconographic
passport to beauty. The same paradigm is reproduced, routinely, by anonymous photographers of the late nineteenth century and—with a tongue-in-cheek twist—by
such contemporary artist photographers as Luigi Ghirri. Modern photographs recreate the figure-in-a-landscape pattern with both faithful coherence and ironic strangeness: in using the paradoxical scale of objects Ghirri, in fact, sardonically mimics
classical aesthetics, silently underlining visual conventions and habits.
Now let us try to analyze the Italian paradigms in urban landscape photography on
what I call the Iconographic level, the Operational level and the Aesthetic level.

4.1 Iconographic level
It is easy to recognize a landscape based on perspective, especially if it is an urban
landscape where building serves as rhythmical landmarks. On the notional level connected to the iconographic tradition, perspective has in fact become a standard “route
of reference” for understanding Italian visual culture. Perspective—as used in Ital-
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ian Renaissance and up to Mannerism, that is, in its geometrically most proper forms—
worked as a mental tool for re-designing both the world and Man’s relationship with
it. Museums and books provide plenty of evidence of this visual culture and of its
elaboration in the shifting relationship between men and their environment. The Italian Renaissance has thus turned to be a metaphor for perspective clarity—not without subtlety—and of coherent complex spatial construction. Such features are now
understood as typical of Italian visual culture—so typical to have almost become a
cliché.

Unknown painter (Luciano Laurana / Francesco di Giorgio Martini), Prospettiva architettonica,
detta “La città ideale”, (Architectural perspective, called “The Ideal City”), 1470–80, tempera on board, Baltimora Walters Art Gallery (original in colours) – Image source: G.C.
Argan, Storia dell’arte italiana (1968), Sansoni, Firenze, 1988: 239. © Baltimora Walters
Art Gallery.

Set of images: Italian urban perspective classics
From the early days of late medieval perspective (a view of an idealized Siena by
Ambrogio Lorenzetti) to the first properly constructed urban landscape of Masaccio,
to the world famous Ideal City of a fifteenth century painter from Urbino—the homeland of humanistic studies on perspective—up to Piero Perugino’s interpretation of
the latter pattern and the early Raffaello’s enhancement of his master’s model.

4.2 Operational level
The link between Renaissance and photographic visual cultures is perspective in its
wider sense and most conceptual meaning. Stemming from the optical devices known
as camera obscura and camera lucida, both born to draw from optical truth the lines
of landscape perspective, early photography also stemmed from the very root of
Italian visual culture. Furthermore, as said before, the standards for aesthetic excellence have long been set to be Italian art of the Renaissance and partly Mannerism,
Italian Classicism and the less eccentric among the Baroque age masters. These frames
of reference have been most compelling in the early days of pictorial photography.
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The mere operations of using optical tools and returning to perspective aesthetics
then shift to making conceptual reference to a whole visual culture. Perspective is
photography and vice versa as far as an ‘Italian’ way of looking is concerned. It has
to be said, though, that the pledging to a scientific acknowledgment of such routes of
reference must not be felt as cultural chauvinism. It would not be possible in fact to
claim any cultural copyright on models and values freely exchanged and traded for
centuries.

Unknown author, Camera Obscura, Lovanio, 1544, engraving –
Image source: http://www.
usc.edu/schools/annenberg/asc/
projects/comm544/library/images/
445.jpg.

Schema di funzionamento di una
fotocamera (Diagram of a Photo
Camera), illustration – Image
source: John Hedgecoe, Il grande
libro della fotografia (1976),
Vallardi, Milano, 1983: 170. ©
John Hedgecoe.

Set of images: Highlights from the technical development of perspective in the
arts
From Albrecht Dürer’s drawings of the artist using self-constructed tools to obtain
the proper perspective, to different models of camera obscura: from the sixteenth
century to another one, very large, although called “portable”, dating from the seventeenth century, up to a diagram of a modern photo camera with lines showing the
path of light presenting a striking similarity to those of the early days. The pinhole is,
in the end, an invisible ruler of visual paradigms.
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4.3 Aesthetic level
A tradition of idealization/rationalization of urban scene interplays with a tradition
of cityscape re-invention. Neither of the two ways of seeing could be mistaken for
the realistic way of showing ordinary life—be it of humble peasants or of well dressed
middle class—typical of the Flemish paradigm.
Photographic cityscapes can make reference to the classical Italian styles in two
ways: whenever they emphasize space, geometry and urban construction—we might
call this the Classical way; and when a dramatic re-invention or paradoxical distortion of the urban scene takes place—we could call this the Baroque way.
Contemporary photography introduces a whole series of alternatives in the re-invention of urban appearance exceeding the interplay with Flemish paradigm of genrepainting snapshot. Re-inventing the cityscape might come from isolating its features
in either a dry analysis or a disturbing narrative (making reference to Classicism
and/or De Chirico’s Metaphysic painting), or else by dramatically altering the viewpoint, as is the case of Modernist photography after Rodchenko and Moholy-Nagy
(bringing Baroque frameworks into play).

Arnold Genthe, Aftermath of San Francisco Earthquake and Fire, 1906, gelatin silver print
from 1956 by A. Adams – Image source: AA.VV., Photography from 1839 to Today. Taschen,
Köln, 1999: 439. © George Eastman House, Rochester, NY
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AndrÈ Kertesz, Meudon, France, 1928,
gelatin silver print from 1970 – Image
source: Weston Naef (ed.), Andre Kertesz,
In Focus—Photographs from the J. Paul
Getty Museum. J. Paul Getty Museum,
Los Angeles, California, 1994: 63. © The
J. Paul Getty Museum, Los Angeles, California

1 st set of images: Classicist and
metaphysical use of perspective in
photography
From the empty and idealized cities
of the Alinari brothers with their stark
geometry, to Eugene Atget’s diagonals in picturing an empty Paris; then
the attempt of California based German photographer Arnold Genthe, to
find a rational grid to overlay on the
view of the aftermath of the 1906 San
Francisco earthquake. Then from
Giorgio De Chirico to Andre Kertesz,
whose ‘Meudon’ might seem to be a
photograph of the same cityscape, we
start to see how disturbing an ordinary city could be. Walker Evans’
surreal cities and buildings obey more
or less the same rules: hyper-attentive observation might lead to misinterpretation or rather re-invention:
this elegant ambiguity ends up to the
refined Neorealism of Piergiorgio
Branzi in 1950s Italy.

Padre Andrea Pozzo, Trionfo di
Sant’Ignazio – soffitto della chiesa di S.
Ignazio, Roma (The Triumph of St.
Ignazio – Ceiling of St. Ignazio Church,
Rome), 1691, fresco (original in colours)
– Image source: G.C. Argan, Storia
dell’arte italiana (1968), Sansoni,
Firenze, 1988: 303. © Rizzoli Editore.
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Jaromir Funke, Student Dormitory – Brno, 1930, gelatin silver
print–– Image source: Weston
Naef (Ed.), The J. Paul Getty
Museum Handbook of the Photographic Collection. The J. Paul
Getty Museum, Los Angeles,
California, 1995: 177 ––© The
J. Paul Getty Museum, Los Angeles, California.

2nd set of images: A tradition
in architectural and urban
re-invention
From theatre sceneries—here
a late instance of the Galli
Bibiena family in the seventeenth century—to their baroque counterpart: Sant Ignazio ceiling by Father Andrea
Pozzo. A similar shift in the vantage point might be experienced in the tilted perspective photographs of Czech artist Jaromir Funke—a somewhat less universal instance
of photographic Modernism—up to the celebrated Brassaï’s empty ‘Paris at night’
and its surrealistic flavour; and finally Paolo Monti’s subjective transfiguration of
Venice, and an image of his visual report on Bologna, paradoxically exploiting anew
the objective, absolute approach of the Alinari brothers: a gaze rooted on sheer perspective.

5

Teaching visual culture

What follows is forcibly the most concise abstract I could provide of themes and
methodologies I mostly use in my teaching of history and criticism of photographic
images (you cannot address photography as art if both terms have not been addressed
as imaging processes in themselves, although ambiguously defined). It is often difficult to suggest how such obvious notions as those which follow might sound odd
when heard within a cultural environment that does not quite recognize them as
default values.
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• Photography is not a repertoire of masterpieces or just a technical domain.
• Photography is not just the sum of many singular photos: there is an irreducible
meaning in sequences and arrangements, before and way after the shooting, up to
the editing and publishing.
• Photography is therefore one among several visual strategies exploited, often at
the same time, in such different discourses as communication, commerce, science, art etc.
• In the process of understanding photographic images, and art in general,
competences are much more important than notions: the latter must stand as a
foundation but, as such, they imply no constructive action.
• Being able to create a coherently structured, although simple, visual text must be
considered as a form of capacity in reading photography.
And yet, reading is not the right word for what the students are called to: “drawing a
sense out” of different photographs might sound more appropriate. Being able to
read a photographic image, in fact, implies understanding not just and not only “what
is shown in the picture”, but also what this picture might mean to our culture and
how many different meanings it could convey depending on the context of its fruition. It is hard to believe how there might still be a certain resistance to such a floating notion of an image. The same resistance would welcome the idea that art itself is
not a fixed notion too… Photography, thanks to its “reality effect” is the most challenging field to develop and practice these philosophies.
Finally the introduction of digital technologies within the realms of picture taking
and image treatment has urged distinctions and clarifications on such terms as ‘original’, ‘true’, ‘real’, ‘unique’, and so on. The activities I have developed address all
these topics in different ways.
Although understandably unable to provide any answer to such questions, this kind
of activity encompasses all the theoretical difficulties implied in every notion of art,
image etc. also forcing the students to acknowledge these fluctuations as steady elements in their process of intellectual growth.
Surely there is a noticeable gap between the theories put on show in this paper and
the students’ practice. The aim of their work, in fact, has never been to demonstrate
the existence of any Italian visual paradigm. Their work might perhaps unwillingly
embody some of the ways of seeing that I have been discussing upon until now. Yet
their process of growth and consolidation sooner or later will enable them to acknowledge, whether in their own work or just in their own cultural preferences, the
very route of reference they are treading and standing upon.
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Emanuele Testi, Castell’Azzara (Gr), Chiesa della Maestà: “I can’t even figure out the joy in
my mother’s eyes when my father asked her to marry him”. C-print, 1993.

Massimiliano Murra,
”Elegia #8. Gelatin silver
print, 1993

1st set of images: From
a 2002/03 assignment
History of Photography,
Faculty of Cultural Heritage – Tuscia University, Viterbo, course
“Photographic city imagery”: Show your native town in 6 images using one of these themes: travelling /
friendship / love / sadness / work / the others’ gaze / inner dialogue. Here is a picture
from the work of one among several students who produced interesting narrative
lines combined with an articulated set of city images. This kind of assignment seems
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the most suitable for further analysis and didactic transferability, given its elastic
variability according to the educational environment (for specimens and systematic
explanations, see also Pieroni 2003, 191–199)
2nd set of images: Picture from a degree in Decorative and Industrial Arts
Faculty of Architecture – University of Rome “La Sapienza”. During year 2002/03 I
have been lecturing on “Writing with light: photography as a language”. This student in particular is an amateur photographer and is interested in a roman quarter
(Ostiense) rather prominent for its urban archaeology. He intended to build up a
social and historical narration out of the interplay between a few historical images
and several sets of his own photos. The very fact of creating a book, where visuals
and writing proceed as parallel discourses, is a sort of ultimate form of understanding of how the photographic image can work both as a self-sufficient text and, most
currently, as a representation or an illustration.
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Metaphorical Narratives—A Semiotic Point of
View on the Pictorial Rhetoric of Multimedia
Edutainment
Ulla Oksanen
University of Helsinki, Finland

“... the more technology develops the diffusion
of information (and notably of images), the
more it provides the means of masking the constructed meaning under the appearance of the
given meaning.”
(Barthes, 1977, p. 46)

With the advent of the “electronic age” the pictorial rhetoric of teaching materials
has also undergone radical change. This paper will consider the pictorial rhetoric and
narrativity of the recently developed teaching materials from the point of view of
semiotics.
Traditionally, metaphors are viewed as natural models that provide structures for
abstract concepts by referring to concrete and familiar objects and experiences. The
crucial idea is that they combine two different spheres of concepts by comprehending one concept in terms of another (Lakoff & Johnson, 1980). Generally speaking
the way people perceive the world is ultimately metaphorical, in language as well as
in action and thought. Paul Ricoeur (1978) views metaphors and the built-in tension
between the two concepts as the fundamental poetic means by which perceptions
and comprehension are maintained and renewed. Jerome Bruner (1983) also emphasises the dynamic nature of metaphors. He points out that for human beings narratives and metaphors are the earliest and at the same time the most central tools of
learning. A learning experience can, according to him, be constructed as a complex
of metaphors in the form of “mini-narratives” whose elements stand in dynamic
dialectic relation to each other.
In my analysis of recently developed pictorial materials I will focus on the theory
and methodology of structural semiotics, which is an effort to understand sign systems as the structure through which the cultural meanings of pictorial narratives and
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metaphors are produced. Leaning essentially to the views of A.J. Greimas and the
Paris School, I intend to tackle the pictorial rhetoric of the multimedia edutainment
on three levels: the discursive level, the surface level and the deep level, which ultimately generates meaning. In analysing the structural relations and functional dynamics of the narrative structures, I will refer to Greimas’ actantial model as well as
to his idea of the semiotic square.
I will take an interdisciplinary approach that will benefit from concepts and views
originating in education, semiotics and visual art research.

1

Towards the Storytelling Society

In recent decades it seems that stories and narrative modes of thinking have increasingly become an object of interest in science and art alike. In the cognitive sciences,
and especially in the field of cognitive psychology, Jerome Bruner’s idea that the
narrative is the earliest and the most natural way of organising new information and
comprehending the world has attracted keen attention also in education. Bruner’s
interpretation of the narrative mode of thought makes it also a part of the foundation
of the constructivist concept of learning, according to which meanings are not detected but created, and where creating stories about the world is considered a fundamental human characteristic (Tolska, 2003, p. 30). In this process, narratives—as
well as metaphors—are seen as cognitive tools, as schemes within which the new
elements to be learned are constructed—and through which ultimately the cultural
heritage, the theme of the NEOTHEMI conference, is maintained and renewed.
In these days a large percentage of the audio-visual massmedia are focusing on the
storytelling society, the brands, the logos and mental images that it creates. In these
new media stories, things are often hidden behind a human face and dull facts are
wrapped in narrative elements, which in turn are packaged in audio-visual rhetoric
that is conducive to easy and pleasant adaption. Advertising contains stories about:
“the eggs of happy chickens” or ‘green electricity’ (Koskinen, 2000, pp. 80–82).
New electrical media and the multi-media interface, the intermediary surface between the human and the machine, have rapidly created a rhetoric which is somewhat analogical to that of the classical tropes: metaphors, metonymies and
synecdoches. These figurative expressions, particularly the narrative aspects of the
metaphor, are the subject of the present paper. While illustrating my topic with a few
examples later, I will concentrate on discussing mainly the following questions, which
occupy my mind at present: How can a (visual, audio-visual) metaphor be a narrative? In the sense of Bruner, metaphors or ‘mini-narratives’ are central tools of narrative mode of thought1 and of learning. At the same I will consider in what sense
1

According to Bruner (1996, p. 121) human cognition consists of two parts: 1. the logical-scientific or paradigmatic and 2. narrative mode of thought.
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pictures on the whole can be understood as narratives. To lay a foundation for this
discussion, I would like to begin by presenting a few approaches to the theory of the
metaphors and narrativity. After trying to illustrate my presentation with a few examples, I will consider the possibility of applying structural semiotics and its methodology to an analysis of metaphors.

2

What is a metaphor and what makes it a narrative?

Traditional views
One could spend a lifetime reading everything that has been written about lingual
narration and metaphors. In contrast, interest in what has been called pictorial or
audio-visual narration is rather recent, with major advances coming during the 1990s.
The earliest well-known studies of narrativity and metaphors date back to the time of
Aristotle. In my view, however, the most important studies in this area are these by
Ricoeur and Bruner, among others, whose ideas in part can be applied to audiovisual narratives as well. To summarise: a metaphor has been characterized as a
‘mini-narrative’ (Bruner), or as a ‘miniature poem’(Beardsley), or as dialogic interaction of two different meanings, the literal and the metaphoric’(e.g. Ricoeur). Commonly, however, it is approached as a ‘natural model, which through familiar and
concrete things gives structure to more abstract concepts’. This is clearly what the
teaching involves. Thus the essence of a metaphor is that it combines two different
fields of concepts, where a target domain is understood and experienced in terms of
a source domain. (Lakoff & Johnson, 1980, p. 5)

The imaginative character of metaphorical thinking
More recently, however, the cognitive sciences have revolutionized our way of thinking about pictorial and audio-visual narration. According to Mark Johnson there is a
growing body of evidence that understanding and rational thinking are fundamentally imaginative. He also suggests that metaphor is a pervasive and irreducible imaginative structure of human understanding that influences the nature of meaning
and constrains our rational thinking (Johnson, 1990, p. xii). Unlike Ricoeur, Johnson
radically emphasises that the core of metaphoric projection is related to the fact that
metaphor is not merely a linguistic mode of expression, but is also manifested in
bodily experience as abstract patterns or image schemata. In this view (Johnson,
1990, pp. xii–xix, p. 24, p. 66; 1993, p. 1, p. 35, p. 108) these patterns, which are then
neither real (rich) images nor mental images, also imply tactile and kinetic features
that are manifested as meaningful structures mainly in bodily movements and in
interaction with objects in space. A good example of this is understanding the concept of balance in the composition of a picture. This concept is inconceivable without an imaginative (bodily) experience of space. The important implication of this
statement is that an audio–visual experience may be comprehended as direct and
metaphorical, without it having to be formulated linguistically. It follows that the

160

PART III

Ulla Oksanen

notion of narrative, too, can be extended to include the broad synthesizing bodily
structures within our imaginative experience. (Johnson, 1990, pp. 65–100; Johnson,
1993, p. 152)
With regard to this kind of metaphorical structure in pictures2, it is typical that these
systems are often interpreted rather as polysemic than as unambiguous. Ericsson
(1990, p. 66) compares the metaphors of human communication to icebergs, the
invisible part of which consists of an endless network of terms, signs, codes and
associations. Likewise it might be possible, I believe, to see the metaphors as tips of
a submerged model. Here, I will look for the rest of the model, that part that is
underwater, using semiotic methods, and I will return to these methods at a later
stage.

3

Example
Before doing so, however, I
would like to show some examples of multimedia user-interface-metaphors 3 . Here I
should say that the ultimate
goal of my search project is to
study narratives representing
‘technological progress’4 in
particular, the meanings of
them in the user interface
metaphors.

“The New Way Things Work”
is a CD-ROM for secondary
Figre 3.1
school children. It deals with
the elements of science and highlights the historical achievements of technology.
The user-interface metaphor (figure 3.1.), which is a sort of index page: a combina2 According to Forceville (1996), pictorial and audio-visual metaphors have been analysed by the following
researchers: Kennedy views pictorial metaphors in a wide sense as manifestations of the 15 figures of rhetoric
(Forceville, 1996, p. 54). Johns’s typology corresponds to the concept of a trope (ibid. p. 56). Forceville presents
a list with 4 categories (ibid. pp. 108–164). Whittock’s’typology is actually related to cinematic metaphors
(ibid. p. 63).
3 A multimedia user-interface is described functionally as the navigation, communication and controlling system
of the program. The program metaphor is an audio-visual and textual construct, whose function as a metaphor,
is to represent and communicate something essential about the contents of the program.
4 There are myths which claim e.g. that technological progress is perpetual, deterministic and inevitable, it is the
fulfillment of reason and the effective utilization of knowledge, empowerment and increase of freedom, it
breaks the chains of time and space, it means capacity to control nature, it is ethically and socially neutral, and
it connects people and strengthens democracy. (von Wright, 1989; Wallgren, 1996)
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tion of an imaginary landscape with guiding signs and an assortment of buttons on
the left representing different content areas (store, machines, the basics, history, inventors, etc.). The machines and technologies are presented with the aid of pictures,
texts, sounds and animations. As a lot of entertaining elements are interspersed among
the factual matters—pictorial jokes and amusing sound effects etc. – this CD-ROM
contains what is often called ‘edutainment’ (education + entertainment) teaching
materials. The unifying element of the program is a prehistoric mammoth, which in
the narrative adopts the role of a guide, the object of a failed experiment, etc. The
CD-ROM also contains quizzes about the contents as well
as links to updated Internet
pages.
In a tentative reading this interface metaphor looks like a
landscape. In the middle of
this landscape is a huge computer circuit board that represents metaphorically a building. Above the door there is a
sign with an arrow and the
words ‘digital job’5. The building (circuit board), which Figre 3.2
stands boldly in the middle of
the picture with pennants flying on its towers, looks large
and imposing, though a little
frightening, for it has no windows. With respect to the rest
of the landscape, including the
contrasting elements of nature
and the ancient mammoth, the
path to the building is a way
to obtain modern expert
knowledge, future digital jobs
and, obviously, technological
progress, as it turns out later.
By clicking on the sign one Figre 3.3
can enter a turbine-hall-like
interior (figure 3.2.), which is a peculiar juxtaposition of at least two kinds of technologies: the old steam power and the new digital technology. If one chooses the
‘basics of science’ from the menu, however, a queer cross section of a building, or a
5 All the terms in the user-interface of ‘The New Way Things Work’ are translations from a localized Finnish
version.
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installation of framed elements appear on the screen (figure 3.3.). These icons, mainly
methonymes or synchdoches, represent basic old tools and are presented in an entertaining, easily approachable way. However, the fact that these basic implements are
pictured in frames may also suggest the idea of a museum and old historical technologies. In all, the ancient mammoth seems to represent a progressive creature,
whose role is to guide the visitors towards their destination, a digital job.

4

Semiotic interpretation

A. J. Greimas and structuralism
One way to approach the implied meanings of metaphoric narratives is suggested by
the structural semiotics of A.J. Greimas. Greimas and other representatives of the
Paris School assume that texts and narratives are primarily meaningful structures
that consist of conceptual logical relations between the elements. Included among
these elements are semes, the basic conceptual elements of meaning, and these are
manifested in texts as binary oppositions. (Veivo & Huttunen, 1999, p. 69) The structural semiotic approach suits the needs of my own study quite well, as metaphors
are, as stated earlier, basically binary narrative structures (consisting of source and
target domains), where meanings are mutually related.
According to Greimas narrative structures may be analysed on several hierarchic
levels, which can be reduced to the following three: The lowest level deals with
concrete discursive meanings, and the highest level represents fundamental deep
meanings and myths. Interpretation is a process, which starts from obvious concrete
(lower) meanings and proceeds towards meanings that are deeper and more inaccessible. On the surface narrative (middle) level, the narrative can be analysed with the
aid of actants and modalities.

The Actantial Model
Greimas’ actantial model permits the dynamic study of the texts as narratives. This
model describes the structural relations between the actants (figure 4.1.) and their
functions in the interpretation process. This actantial model is teleological in nature.
In my tentative reading of the example CD-ROM “The New Way Things Work”
(Macaulay, 1999), the user of the program is supposed to act as the subject who
makes choices. The object could in this case be the new technology and the contents
of the program. The sender could be government with its strategies to lead the country towards the “information society”. The receivers are those citizens, who, through
this program wish to gain access to technological progress. The helper is e.g. the
mammoth, the guide through the program, and the opponent is e.g. inadequate knowledge of basic technological principles and of “the way thigs work” (figure 4.2.).
Koivunen (1996) has analysed aspects of the Finnish information society using the
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Figure 4.1.: The Actantial Model of Greimas
(1979, p. 206)
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Figure 4.2.: The New Way Things Work
CD-ROM

actantial model. According to her, the narrative structures of its functions often resemble those of universal salvation stories.

The Semiotic Square
The deepest levels in Greimasian semiotics may be studied with the aid of the semiotic square, which, as well as the actantial model, can be used to analyse any polar or
charged structure, situation or process, including that of metaphors, which consist of
two domains: the source domain and the target domain. The square itself (figure
4.3.) is based on the relations of two opposite elements, for example nature and
culture, and their negations, where narrative dynamics are formed in the articulation
of the relationships between elements: horizontal (contrary), diagonal (contradic-
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)
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no cultureno natur
non - S2
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Figure 4.3.: Greimas’s Semiotic Square
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primitive
working plac
and old
building
technologies (source domain
)
Figure 4.4.: The New Way Things Work CDROM

tory) and vertical (euphoric and dysphoric) relationships (Greimas, 1987, p. 49; Veivo
& Huttunen, 1999, pp. 71–72). Likewise, we could construct the square on the basis
of our example in “The New Way Things Work” (figure 4.4.). In this interface metaphor the metaphorically charged elements are the circuit board of a computer (source
domain) and the working place building (target domain). In the interpretation we
could proceed as follows. The mammoth (the guide) leads the user to understand the
basic principles of technology, and through this, towards newer achievements of
science, and “digital jobs”, the building, which metaphorically turns out to be the
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circuit board of a computer. This again seems to represent the idea of the whole
program: ‘technological progress’ (circuit board) which through mammoth and digital jobs (working place building) serves to rescue’(vertical euphoric relation) the
user of the program. Alternatively, sticking to the primitive and old technologies or
failing to understand the historical inventions of science may lead back to natural
state and primary production, which from the point of view of the creators of the
information society strategies (the government), would mean destruction (vertical
dysphoric relationship).
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The Museums and the Cultural
Construction of Childhood
Margarida Louro Felgueiras and
Leonor Santos Sousa*
University of Porto, Portugal

Introduction
In the past museums were seen as an almanac, a national heritage, rich and even
exotic. Their main function was safekeeping and preservation. The exhibits have
been addressed at an educated public who observe with pleasure and an almost sacred respect. In Portugal, museums emerged with a clear and instructive intention, as
part of an enlightened and reconstructive project. The National History Museum,
dating back from 1772, was built by Pombal, attached to University of Coimbra, “for
the youth’s education”1. In the 19th century, new museums emerged with the intention to inform the public in general, exhibiting together with ancient objects the most
modern ones that technology could create. This construction of the museum as a
non-formal educational instrument, however connected to the educational system in
several ways, has been carried on into the 20th century and is still being reinforced.2.
Due to the changes in European society after the Second World War, and among
those the search for education for larger layers of society, the museums started to be
seen as an educational resource, as diffusers of a common culture, the basis and
symbol of national identities. Only in the 1970s did social democracy influence the
museografic discourse, which tries to present the culture of different social groups
within the same society3. There was a development of museums, which try to show
aspects of daily life and their locations, in a movement of democratisation of the
social memory.

* The results of the investigation hereby presented are elements of a research within the framework of a MA
thesis by Leonor Sousa, and the continuation of the project also developed by her, under the supervision of
Margarida Louro Felgueiras, as a project member of “For a Living Museum of Primary Schools at Porto” and
also of the Neothemi project.
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In all this process the cultural transmission was thought as an adult-to-adult relationship or at most remained adult-to-teenagers of school age. The public remained restricted from an age point of view, although it has been enlarging from a social one.
The museum was a calm, quiet place, encouraging meditation and intellectual delight; it did not blend with childish joy and excitation. Children were considered
unable to understand or connect with cultural objects from the past. In the museum
nothing was thought out for them, from the showcases to all other infrastructures.
Beyond the discourse about children, educators started to try to understand the children’s own discourse, as active subjects constructing their knowledge, their culture, within the adults’ culture. Only after the’sixties, did Educational History investigate the child as a specific study object.4. The reflection about the appropriate scientific investigation methodology for this new subject/object is even more recent5.
In order to recover a listening attitude, of ‘opening to the other’ and comprehensive
analysis, studies of ethnographic character, case studies, and ethno methods in general were resorted to.
The study and attention given to child development, the way children connect to the
surrounding world, has been changing these perspectives. The network of relationships that children establish with people and objects allows them their own construction and it also influences their sensibility, behaviour, and the expression of their
own feelings and ways of thinking6. The culture, in which the child is inserted, is
considered fundamental to the differentiation of their developed capacities and to
the acquisition of specific characteristics7. A simultaneous constructive and socialcultural vision has gradually entered the social conscience, the museums and education. Researches about communication in museums in a dialogical interaction perspective are not very frequent, despite the recognition of its importance8.
There are, however, some changes not only in the way childhood is understood, but
also in museum design and the work developed in collaboration with them. The
museum is analysed from the perspective of its social function. Cazelli, Marandino,
and Studart 9 state that there are “three generations of scientific museums” and HooperGreenhill10 presents two perspectives that, in her opinion, had distinguished the educational work in museums, oriented by educational and epistemological theories: the
former positivist and the latter constructivist. The former values knowledge in itself,
external to the individual, as something being transmitted, that is objective because
it can be objectified and defined. The constructivist perspective considers that knowledge is built up in the interaction of the learner with the social environment, where
the subjection interferes necessarily in this relationship.
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Research in progress
Goals
This communication presents the partial data of an ongoing research in progress on
the way children relate and rebuilt the cultural heritage that museum exhibits. This
started with the observation of nursery school children in museum visits, trying to
follow their gaze, to catch their expressions and gestures before the objects they look
at.
The objective is to understand how they interact with and integrate what they observe in museums and how this will later reflect on their conversations, activities and
games. We tried to capture the interaction child < > object displayed in the museum.
Of several options for cultural objects, we chose to visit museum objects because
they are considered to be the best that a society can save of itself, as culturally valuable images and which impose themselves as a dominant culture. In a globalised
world, immersed in violence, museums appear as places of beauty, allowing contact
with a common and diverse cultural heritage. The polyphony of the past allows them
to participate in recognising identity and differences. From a phenomenological perspective we see the child as a subject before the world, perceiving and interacting
with it and producing, out of these interactions a consciousness of the self, the world
around and the culture.

Research project
As the interactions to be observed in a museum would be related with previous activities that the pre-school teachers had done with the children, we decided that they
would be observed at three moments: first in their schools, on the motivation activities to be done about the visit theme; during the visit and; last, back to school. The
latter would be done in three stages; on the same day, some days later and a month
after. The group could not have more than ten children, so that they could be observed and their words could be registered in audio and video records. Two Nursery
schools were selected from Porto and we suggested to the pre-school teachers to
include, in their year educational project, a visit to a museum, whose theme would
be suitable for 4 and 5 year old children. The researchers would give support in the
choice, in the contact with the museum services, as well as during the visit. The
project goals were presented, as well as the methodology with respect to audio and
video recording.11
In the project development, the options and decisions of the pre-school teachers involved were respected. We discussed the research goals with them and collected
information about the children and about their social and family means, so that we
could gather a significant number of elements to help us on the subsequent analysis.
Neither the pre-school teachers’ work nor their ways of teaching were to be judged.
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We chose two different schools to remove the elements that might be seen as related
to the teacher’s character or to teaching methodology.
Having as a base the theory already referred to, we decided to observe in an natural
environment, having the researcher, in the field, gain the trust and sympathy of the
children, of the pre-school teachers and the caregivers, to ease the embarrassment
while the activities took place. This whole project was developed in eight months.
We hereby present only the results of the initial analysis of the collected material.
Bruner’s12 development perspective, which supports the active and affective role of
the child in its interaction with everything that surrounds it, as well as Corsaro’s13
perspectives, about the interaction of peers in nursery schools, were important to
support the ethnographic option of this project.

Chosen themes and museums
The teachers chose, respectively, food, and sculpture connected to human body exploration. Museums were chosen according to this option, and also to the closeness
to the children’s school, and to the visit facilities offered. The Soares dos Reis National Museum (the first Portuguese public museum), has a beautiful collection of
porcelain, of pottery and tableware; the Museum House Teixeira Lopes (the sculptor’s former house and studio; he lived between 1866–1942), has a collection of his
sculptures, studies and a collection of small ceramic statues, made by his father, also
a 19th century sculptor.14.
The children who visited the Soares dos Reis Museum from November to February
learned about different kinds of food and tools to prepare and eat it. Those who
visited the Museum House learned about the human body, its representation, its forms,
the volume and textures of the material used in sculpture, and jobs related with these
materials. Raising the children’s’awareness of these materials was a playful activity.
In the first case, the pre-school teacher introduced the term museum as palace where
there were kept rare, ancient and unique things, using the idea of a palace related
to kings and queens, and a carriage pulled by horses. In the second case, the teacher
used museum as a family house, where a man who was a sculptor used to live, and
where his or his father’s statues were kept, together with ancient and unique pieces.
The children have a heterogeneous social background, coming from families of low
or medium resources. They had never visited a museum and did not know the term.
The pre-school teachers’ training background was different and they differ in age by
over 10 years. These facts gave a different perception of the museum visit. In one of
the cases, there was the idea of making a lesson out of the visit, a very popular
method between teachers and teenagers. This notion of “study visit” influenced and
for part of the duration impaired the free relation of children with the objects. In the
end, they were allowed to move freely and to see what they wanted. On the Museum
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House visit, the pre-school teacher let the children see what they wanted, but there
were some unforeseen restrictions made by the museum attendants. However, in
both cases there was the opportunity for the children to look and explore the exhibited objects for themselves.

Interpretative analysis of some observations
Entering the museum
As they arrived at Soares dos Reis Museum children were amazed by the place itself.
The size of the building caused strangeness and an overwhelming sensation, which
they tried to overcome by running, looking and opening their little arms. Some asked
over and over again: ‘Who lives in the house?’ both in admiration and insecurity
since for them a house is associated with people living in it. Others translate their
amazement with expressions: ‘It’s big! It’s huge!’ Or by counting the number of
windows in the gallery till they discover the numbers they know are not enough to
count them all. A boy recognises an object on the wall—a fire extinguisher—and
immediately calls his friend’s attention:
- ‘See an extinguisher there? That’s to put out the fire!’
- ‘What?’
- ‘That on the wall is for putting out the fire in houses.’15

As they enter a particular environment the children explore it paying attention to
details and make comparisons with known objects or situations.
At the Museum House the entrance leads to a garden where there are several sculptures.
- R: ’Look, statues!’
- B: ‘Yea, it is! Statues… Look, outside, they are outside.’
- R.: ‘Statues, look, come and see.’

The children identify the objects as statues and run quickly towards them, observing
them in groups. They relate what they see with the activities developed with the preschool teachers, and a few identify immediately the bust of the sculptor.
- B: ‘It is the statues the Teixeira Lopes did.’
- C: ‘Miss! They can’t touch the statues’
- M: ‘See this one! See this one!’…
- R: ‘Miguel! Come see this one.’
- (…) B: ‘Miss, look such a big statue he made. I couldn’t’!16
- Teacher: ‘You couldn’t what?’ [The child did not answer]
- R: ‘Look at that tiger’
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- B:‘Look at this statue! It’s huge!’
- Teacher: ‘Can you see how people can make things like this out of stone?’
- B: ‘I can’t’

The amazement and enthusiasm of the children are great and they reveal this by the
way they find themselves unable to reproduce what they see and by the repetition of
‘It’s so big!’ They always try to associate what they see to what they know from their
lifestyle and are particularly surprised at the possibility of someone being able to
portray oneself in a sculpture:
- (…) Teacher: ‘It was this gentleman Teixeira Lopes who lived in this house.’
- B: ‘Was it him who done him?’
- Teacher: ‘No, it was a friend of his, who was also a sculptor and made the bust of Teixeira
Lopes. (…)’
- A: [observes another bust next, and aloud] ‘Look the mother! … Look the mother! … Look the
mother!’ …17

What the child is looking at is a female bust and immediately interprets it as the
sculptor’s mother, within a house-family framework. Such a framework works not
by the direct reference to the building, as in the previous case, but by the mother son relationship, projected on the sculptures they saw. The Museum House was the
house of a specific person with whom the child associates a family structure.

In the exhibition room
Entering the exhibition rooms, they become speechless for a moment. After the initial surprise they run towards the showcases or to the sculptures
- V: ‘A pider!’…[ It was a zoomorphic pitcher with a handle the shape of a spider, which he was
gazing at]
- ‘It’s a spider! It’s a spider!’ [M. sees V. excited and approaches the same showcase]
- M: ‘Look there a toad!’18
- L: ‘Look a snail there! Ah!!… It’s a little snail cup… isn’t it?’
- M: ‘So many toads!’
- (…) Q. [Pointing to the pitcher showcase and says loudly]: ‘It’s a man!’… He is like a mug!’
- V: [observes attentively, whispers and some times smiles as he observes]: ‘Look at that man!!!’…
[he proceeds with his observation not raising his eyes from the exhibits, even when talked to;
he prefers to observe on his own]. ‘I like this plate here on the side’…
- Researcher 2: ‘Do you like this bowl? What do you think this was used for?’
- V: [smiling] ‘to throw in the air!’
- Researcher 2 ‘Ho no!’
- V: ‘to break…’
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The contact with porcelain and pottery showcases catches their attention and the first
pieces to be noticed are the zoomorphic ones. Calling their peers, their gaping little
mouths, the identification of the animals express their uneasiness and interest. Some
of them facing the strange aspect of the pieces expressed the desire to see how they
were, to throw them in the air or to break them.
- T. found out that the objects in the showcase were numbered and said:
- T.: ‘look the twenty!’
- L.: ‘my birthday falls on a twenty…’
- T.: [to Researcher 2]: ‘What is the twenty?’
- L.: [to researcher 2]: ‘That is a plate that has the number twenty.’
- Researcher 2 [pointing at the plate]: ‘Would you like to see? Here it is look…’ [he reads the
notice. L., very attentive, heard him read and said: The number 20 is a plate. It’s a very ancient
plate… and here it explains that it is number 20. Here says it is a very ancient plate]
- L.: ‘And 16? What is 16?’
- Researcher: ‘Let’s see 16 then. It is a candlestick to put a candle. (…)’19

Meanwhile the group noticed that all the exhibits were numbered. The children kept
asking all the adults around them the names for each piece. As there were pieces
from different centuries and with unusual shapes, often the adults had to read the
notice placed next to the showcase. These gestures seemed to please the children.
Not just by the discovery of the objects in themselves but also by the pleasure of
saying the numbers aloud, which like magic were then associated to the objects they
were observing, some of them already familiar. All this fed a genuine curiosity, associated to a growing enthusiasm.
In fact it was often necessary to pick up the children so that they could see: ––‘I can’t
see. I can’t see anything … It is all up there …’ or ‘I don’t see much … I wanted to
see!’ they protested. The shelves on the showcases are thought out for adults.
In the Museum House the children come in from the garden into a room prepared for
the visit. Two statues were covered. Suddenly R. opens his mouth, smiles, shrugs his
shoulders, points to a sculpture and tells his friends:
- R.: ‘Look at that one! Look at that one!’… [he laughs] ‘They are naked! They are naked!’

The group runs to the sculpture and crowd in a half moon around it. First they observe without comments and burst out laughing! It was a group of three naked boys
fighting on the ground.
- Bi: ‘Look at his willie …’ [he roared]
- M.: ‘Daniel come see his willie…’ [laughed] ‘Look at his willie … Come here and look…’
- F.: ‘We already saw this one on paper…’
- M.: ‘We saw on paper in the room. It’s … the boys’ [he roars out laughing]
- ‘They are naked’
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The group goes round each statue several times very enthusiastically. They are taken
by the nudity of the statues, because it is part of the discovery of their own body. The
naturalism and mostly the realism of the sculpture surprise them. The dress on one of
them impresses them by the richness in detail, the sensation of being real cloth. The
children displayed a great capacity to observe and to establish differences. One such
was that between sculpture and preliminary studies.
- Bi. Stopped at a showcase with studies for sculptures in clay:
- Bi.: ‘Miss, Miss! These are not well done!’
- Be.: ‘So they are! These are not well done, Bia.’
- Bi.: ‘Now we see these ones. Look…’
- Be.: ‘Look this one is made of clay, look at the clay…’
- Bi.: ‘Look this one is clay! this one is clay… Miss… this one is clay’… [(…)the museum
attendant explains]:
- They are not badly made! They were made like that because they are studies… sometimes you
make a drawing and then you make another one.
- Bi.: ‘And it is better already … it is better already.’

Starting from a comparison with the sculpture exhibits, the children identify a certain degree of perfection, which they do not find in the studies. For that reason they
do not find the studies finished forms or not as perfect as the previous ones.
The elements transcribed show the enthusiasm, the interest, and the capacity of observation of the children, which they articulate with previous experiences, of their
own world. They will compare sizes, forms and characteristics of the materials (colour, texture). If they lack the words to express the differences they rush to associate
them to their own expressions, as in this passage:
- S.: ‘It is Jesus.’
- Ed. ‘No, it isn’t Jesus.’
- F.: ‘It’s a priest.’
- Ed. ‘Why do you say it is a priest?’
- F.: ‘Because it is a big head’

Before a bust of a bishop with a tiara the child identified it with something religious,
associated to a priest. Lacking words to express himself he picks up ‘big head’ to
show that it is something in the head that distinguishes the figure. They also express
the difference between the photographs of the sculptures and their direct observation. Their behaviour was also different. In the nursery school they had not paid
attention to the group of children fighting but were impressed by the busts of children without arms. At the Museum House the sculptures attracted them and provoked surprise and curiosity by the realism of their bodies, of the clothes, the colours
of the materials and their different textures. They reacted either by being quite still,
or ran around, looked, laughed, whispered about the naked bodies. They were so
excited that they were shown the ceramic rooms, which was not previously planned.
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Post visit activities
The activities developed after the visit were intended to collect information on the
aspects the children had favoured mostly and how they integrated it in their own
experience.
Those visiting the Museum House did modelling with play-do, still in the museum
garden. The three boys fighting was the one that impressed them the most, since
various children tried to model figures they said reproduced that group. The children
that visited the National Museum had developed modelling activities with
papermaking pulp and painting. They made plates, which they painted with the predominant colours they saw—blue—and tried to make concentric circles on the bottom and around the plates. This decorative preoccupation is considered an influence
of the observation of the museum pieces. In this case, the children were more impressed with the huge size of some pieces (e.g. the soup dish) and the zoomorphic
pieces, and also with the inkwell from the 16th and 17th centuries, with the feathers
to dip and write.
In both cases, they showed great curiosity, expressed by some in the desires of breaking
or throwing it in the air.
In their conversations after the visit, they were able to use in an appropriate way a
group of new terms, like museum, an unique, rare and ancient piece, statues, identify
statues in several places, distinguish statue photos, and play a game called “being a
statue”. If some of these acquisitions are the result of the work with the pre-school
teachers, the children are also capable of improvising games, simulating spontaneously interviews in a group, where they tell what they saw and what they enjoyed the
most in this museum visit. They use the terms correctly and are capable of saying if
they are doing an unique sample, or if they have some old trousers, or if their grandmother’s porcelain is old but not as beautiful or unique as the ones they saw in the
museum.
Contradicting adults’ expectations, these children reveal themselves observers, paying attention to small details, feeling attracted to the exhibits, enjoying their observations, which they manifest by giggling, by opening their mouths, covering them
quickly with their hands, and calling their mates. Finally they appear to create in
their activities and plays new themes, which sustain new elements selected by each
one from the experience of the museum visit. It is precisely through this (re)creative
experience that, according to Bruner and Corsaro, out of the culture and the world of
adults, children build their culture.
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The Museum as an Educational “praxis”
Environment, a New Thematic Linking
Cultural Heritage and Technology
in Drama in Education
Alkistis Kondoyianni
University of Thessaly, Greece

Introduction
The new patterns of economic, social and political status in the European Union
demand new approaches and concrete techniques for multi-dimensional problem
solving. Educational policy changes dramatically, in interaction with the new society. Educational systems follow this change and use the new technology as well
psychological and pedagogical doctrines. Furthermore, learning is not gained only
inside the classroom but over the whole environment.
School is not promoting only the cognitive aspect but the affective as well. It produces not only knowledge but competencies, trends, feelings, and behaviour. (Gotovos,
Mavrogiorgos, Papakonstantinou, 1992)
Nowadays museums have turned into creative places that promote civilization and
education. By the use of the new technology they form stimulating centres which
offer a scientific based learning environment, providing elements of the past and
present of the human experience, combining art and science. Being attractive and
offering practical ways for exploration, they invite the participation of the child and
the adult (Zafeirakou, 2000). Thus, they become active experiential centres for lifelong learning (Lengrand, 1970).
Therefore, a conscious fertile policy of cooperation between school and museum
became necessary, which will join education with civilization (Buffet, 1998). Nowadays, the school—museum interaction leads to alternatives for creative learning
through an experiential approach, based in the self-involvement of the student.
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The museum educational practice and research can help actively in forming an educational thought and philosophy, by the collaboration of all the factors involved in
the educational process, and also makes possible the elaboration of alternative teaching methods (Nakou, 2001, p. 220).
This survey arose out of the subject course “Museum and Drama in Education” at
the University of Thessaly in the four year degree course “Museum Education”,
which develops Museum Educators. This is a study of 30 projects, proposed by the
students, concerning the creation of new museums and the planning of educational
programs focused on Drama in Education.
Every student created the design of a new museum, which could exist in the area of
the university—found the subject of the museum; made the architectural design forming the spaces inside and outside the museum; defined the audio-visual aids and the
material. Then as a second step, every student planned a project to be applied in
relation with this museum—defined the aims, the target group and the educational
procedure of the project. In this paper we present these two steps of the survey. A
third step was the pilot application of the projects at a school, a museum or the
university with a group of participants, mainly children from schools of the area of
Thessaly, which is currently being assessed. .
All the proposals had to promote the collaboration between museum and school in a
wide range of social interaction through the cultural context. According to Bruner
(1996), culture provides us with the tool-kit for constructing not only our worlds but
also our very conceptions of our selves and our potential.
All the proposals of the students for the new museum and the equivalent project had
to take under consideration the latest theories of psychology and pedagogy. Every
project had to approach Gardner’s (1983, 1993) multiple intelligence theory, which
set the conditions for research of the cooperation between museum and school. Their
goals had to cover the linguistic, musical, body-kinesthetic, logical-mathematical,
spatial, interpersonal, intrapersonal and natural intelligences.
Every aspect of Gardner’s intelligences interrelates with other theories as Vygotsky’s
(1962, 1978) “zone of proximal development” and the concept of learning through
peer relations (Damon, 1995), as well as cooperative learning (Adams, 1990; Adger,
1995).
Following de Bono’s (1976) “lateral thinking” and “problem solving” theories, the
students’ programmes would focus on creativity and inventiveness. Glasser’s (1992)
“theory of control” would help them to aim at authentic learning, adjusting all the
subjects to the basic needs of the child, such as love, power, recognition, freedom,
amusement and survival. The “Brain Based Learning and Teaching” theory of Caine
and Caine (1991), suggests that the person learns in a natural way with all aspects of

Museum as an educational “praxis” environment, a new thematic linking …

177

personality and physiology and from the day of birth, is looking for the significance
of every single thing and its many potentialities. The affective aspect of education
would be enforced by the Emotional Intelligence Theory of Goleman (1995).
Education, museum education and educational programmes can be sustained by the
“Four Pillars of Education”—learning to know, learning to do, learning to be together, learning to be—which should complement each other and be interrelated in
such a way that every person can get the most out of a specific personal educational
environment all through life (UNESCO, 1996)
The “Four Pillars of Education” were used as main aims for all the projects of the
students. Moreover, some projects were a first attempt to use the common characteristics that form the base of the pillars of CASE pedagogy (Cognitive Acceleration
through Science Education), that is, concrete preparation, cognitive conflict, social
construction, meta-cognition and bridging (Adey, Shayer, & Yates, 1995).
Every (research) project for a new museum was based on an organizing plan (Wray,
1989) starting from “learning how to know” (Eggen & Kauchack, 1994). The process of the project to be done inside the museum would lean mostly on the physiognomy of the target group. Students would define its cognitive, social level, age, needs,
special characteristics and needs related to the school curriculum. Taking these into
consideration, students would follow concrete steps, using mostly the participatory
dialectic method: They would make clear the problem (theme), they would locate
the aims and goals of the work, they would ask for solutions and suggest others,
ending by choosing one or a combination. The students would evaluate the results,
and their educators the process and themselves. In this way they would enhance
meta-cognition in action (Kluwe, 1982 in Hacker, 1998) incorporating the emotions,
the stimuli, the will, and the desire for achievement, of the working group, what
Sternberg (2000) calls Successful Intelligence. In his “Triarchic Theory of Human
Intelligence” he suggests the analytical, creative and practical dimensions of the
human mind (Sternberg, 1985). These three aspects had to be promoted by the projects,
giving priority to the creative.
The evaluation for every project included two dimensions:
a. The evaluation of the project by every participant as a part of the project and
b. The evaluation of the student-mediator who had conceived and organized the
project, concerning the participants, their participation, the fulfillment of the project
goals and a self-evaluation (Cohen, 1997).
This project would be interdisciplinary, focusing on Drama. We can define as Drama
in Education any activity, which involves human beings in projecting themselves
into an imaginary situation and using their voices and bodies to act out the characters
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and events they have imagined (McClintock, 1984). According to Neil Kitson (1997),
the value of drama can be seen in its therapeutic, diagnostic and cognitive developmental functions. Art such as drama is promoting, as well as the aesthetic and affective domain, the other domains too (cognitive, social, language, psycho-motor), intensely influenced by one another. The aim of art is the fulfillment of knowledge,
skills and creativity in a child’s development. Many researchers have come to the
conclusion that the cognitive domain is strongly connected with the affective, aesthetic, psychomotor domain and with language. (Best, 1992). Jerome Bruner (1962)
and Arnaud Reid (1986) also mentioned the aesthetic knowledge based on sensorial
experiences. This has to do with our personal nature and reveals our insight into the
world and ourselves.
Drama is linked with other art forms, which embodies in its expression. Every dramatic process can be a multi-art expression. Today the term “drama in education”
encompasses a wide variety of practices. The students were trained in most of them
and they included these in their project, according to their subject and aim.
The following are the museums proposed by the students:

The Museum of Museums—a multi-museum
The building outside represents facades from different existing museums of Greece.
The participant can come in contact with the concept “museum”, their development,
varieties, and their different subjects.

The Museum of University Students’ Experience
A building like a snail with four levels inside (student life, city of Volos, university
material, meeting place) with place for exchanging and acting out the experiences of
students. Outdoor there is space for playing “the fears and hopes of students”,

space for entertainment, games, sports and an open theatre.
MUSEUMS FOR THE CITY OF VOLOS
The Museum of Volos, Our city’s museum for all
An old building with separate spaces for the city, the port, the trains, industry, social
rights, education, art and civilization.

The Theatre Museum of Volos
Inside the old Municipal Theatre of Volos there is space for the history of theatre, the
variety of drama expressions at the local dimension, and a place for workshops.
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Our City, an Open Museum
The museum is in the open air, at the park where there is a permanent exhibition of
sculpture. There is a steam train for the visitors, inside which the program starts and
also many open air places for working and playing.

MUSEUMS FOR THE HISTORY OF MYTHOLOGY
The museum of Tempi (area of Olympus) and Peneios river
There are indoor and outdoor spaces, exhibitions of the local mythology, around
Olympus mountain which was the residence of the gods, and the famous village of
Ambelakia (the first cooperative village).

The Museum of Farsala city (Mythology – History)
There are indoor and outdoor spaces, exhibitions and material about Neptune, the
god of the sea and horses. Also the history of Alexander the Great and an outdoor
area with horses for the training of children.

The Museum of Mythological Heroes
There are indoor spaces for the famous heroes of mythology (Perseus, Hercules,
Theseus, Jason, Ulysses).

The museum of Greek Mythology
A circular museum that includes the heroes of mythology and virtual representations
of the main myths.

The Museum of the Nymphs
A museum located in the mountain about the nymphs, goddesses of nature, who
were represented as young girls living in trees, streams, mountains and stones.

The Mycenean-Time Museum
There are indoor spaces for everyday life, religion, customs, and Argonautic expeditions in the Mycenean time.

ENVIRONMENTAL MUSEUMS
The museum of Lake Karla
The mythology and history of Lake Karla (drained today) and the surrounding places.
There is a building for the museum but mostly the activities are held in the open
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space where there is a representation of the old houses and also a artificial lake. The
visitors go around in boats.

The museum of Natural Monuments of Greece
A museum traveling from one place of Greece another, that can adjust to the environment. All the exhibits, made from ice cream, represent extremely nice natural
places of Greece.

MUSEUMS OF ART
The Museum of Music Sounds, a building in a guitar shape.
The museum of Architecture and city planning
The visitors can explore different architecture styles, different construction materials and they can form their own city.

The museum of Painting
A multi-coloured building with paintings mainly from local painters

INTERCULTURAL MUSEUMS
Museum of N. Ionia
Archaeological-cultural museum about the life of refugees from Central Asia, who
live close to the city of Volos. This museum includes, except for its main building,
real houses of the area where refugees live today.

The Museum of Taste
A prototype shaped building, separated in sections, including costumes, music instruments and dishes, with the possibility of real cooking and tasting the foods.

The Museum of Traditional Shoes
A shoe shaped building close to the workshop of a traditional shoemaker at a village
(kastania Karditsas). Exhibition of shoes in combination with traditional costumes
from all over Greece and with relevant Greek paintings.

The Museum of Treasures
A collection of treasures from different parts of the world in relation with countries
and their art products.
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The museum of Olympic Games
A round building with mythology, history, athletes, games, art and representations of
Olympic games held in different countries of the world

Olympia: The Stars Museum
An open air museum working during the night (spring, summer and autumn), about
astronomy, mathematics, music and Olympic Games in Greece and other countries.

MUSEUM WITH OBJECTS
The Doll Museum
A building like a dolls’—house with a collection of dolls, puppets and shadow puppets.

The Museum of Used Toys
A collection of old toys and their history. Mainly the museum is formed day by day
by the old toys, which the visitors bring.

The Museum of Hats from different periods and different uses
The Museums of Masks
A building with theatre masks from ancient Greece to today, from different countries, and different uses, artistic and professional.

The Museum of Fairy Tales
A multi-media museum with collection of objects that represents fairy tales and spaces
with scenes (virtual reality) from known fairy tales.

MUSEUMS OF COMMUNICATION
The Museum of Advertisement
A large museum, separated in chronological periods. The approach is socio-economic. There is a train inside full of advertisements.

The Museum of Cards
The building is the shape of an open card. The cards are related with different stages
of life, events and places.
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MYSEUMS OF TIME AND WEATHER
The Museum of Four Seasons
A prototype building that recalls fairy tales in four big rooms; each represents one
season with virtual reality. It is related to mythology, the earth, products and customs.

The Museum of Weather Phenomena
A prototype building that represents in its spaces different weather phenomena, and
they way they are created. Also it includes representations of art and mythology.

Outcomes
The students were very inventive concerning the construction and form of building
of the museums. There was a tendency for an impressive design that expressed the
idea of the museum, supported its meaning and use. Furthermore, most of the designs were modern buildings and they had an outdoor area formed in a way that
would permit the continuation of the projects there or the evaluation phase. All of
them they had auxiliary rooms such as coffee shops and exhibition-shop and facilities for persons with special needs.
The audiovisuals were lavish, starting from interactive computers, to touch screens,
giant screens, flip panels, visual maps, videos, virtual reality etc.. The theme of every
museum varied, but with emphasis on mythology, history, and artifacts museums.

The projects
The projects were developed with a balanced variety of activities that aimed at a
holistic development of the participants, fulfilling the Four Pillars of Education
(Unesco, 1995). They were constructed in three steps:
a. Communication between the museum educator and the teacher before the visit
and provision of material,
b. The visit at the museum and the work on the main project, and
c. The collaboration between the museum educator and the teacher after the visit—
the completion of evaluation.
Moreover, according to their contents, the projects covered all the dimensions of the
multiple intelligence (Gardner, 1993) combining the cognitive aspect with the affective, emotional, and social one (Best, 1992; Caine and Caine, 1991; Glasser, 1992;
Vygotsky, 1962, 1978; Goleman, 1995). However meta-cognition in action was not
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emphasized (Kluwe 1982; Hacker, 1998) except the phase of evaluation of the project
that included the self-evaluation (Cohen, 1997).
Drama exercises and techniques covered a wide range. Most of the projects started
with joining in (91%) exercises. It was a necessity because the participants and the
educator did not know each other. The common process for most of them evolved by
“brainstorming” (78%) or other Rodarian techniques in order to create stories
(93%) out of a stimulus of the museum environment (poster, cards, objects, words)
ending up with mime (87%) or acting a scene out of the story by role playing
(84%). A very common technique used by the majority of the students was still
pictures (93%), and additionally interviews (75%) and telephone calls (51%) Also
they used relatively often the “monologue of the group” (49%) and the “dialogue
of the group” (47,5%). On the contrary techniques used very rarely in the projects
were “the machine” (12%), “the mantle of the expert” (9%), a quite difficult
activity that takes a lot of time to develop, the “metamorphosis” (9%),
“psychodrama” (6%) and “hot seating” (12%). This last technique, which helps
in scaffolding, was replaced by other activities, that looked more familiar to the
students. At the closing of the project many students used rituals (67,5%), a good
choice for the cooperation of the group. As well as the techniques many kinds of
exercises were used, as relaxation (43%), movement (63%), and sensorial (49%)
ones, while only a very small percentage used breathing (9%) exercises. Generally,
Drama interrelated to the whole project, with other art or scientific activities.
A very small percentage adopted the teacher in role (9%) as the students were not
experienced practically and they expressed their inhibition about taking a role.
The evaluation phase used mostly questionnaires and attractive educational booklets, which the participants would fill in the museum or in their school. It was also
done by diaries (42%), newspapers (21%) created by the participants or letters
(17%). In the majority of the projects the evaluation was done by two or three activities, mostly by discussion (77%) on a video taken during the time of work. Also
many drama exercises and techniques were used for this such as, discussion (reflex,
in relation with the video 91%), still pictures (63%), interviews (49%), radio station (31%), and telephone calls (29).
The third step of this survey was the implications of the programs, which is being
assessed now. Generally, reviewing the proposed museums and projects we can say
that the students suggested interesting museums, places for creativity, exploration,
cooperation, learning and thinking where experiences, emotions, feelings, senses
and knowledge can be emerged. They also suggested attractive educational projects
for every visitor to observe, to think, to explore, to experiment, to create, to play, to
enjoy, actually to gain an experiential learning experience using all the senses, body,
soul, and mind.
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Religious Education
and Cultural Heritage Education
Arto Kallioniemi
University of Helsinki, Finland

Introduction
The Finnish tradition in religious education has in recent years seen it as cultural
heritage education. In Finland religious education has been a confessional study,
which has been taught according to the confession of the majority of pupils. In comprehensive and upper senior secondary schools, religious education has been a denominational subject. This year (2003) a new set of school laws was accepted after
the Law for the Freedom of Religion was revised according to a new concept. This
new concept is “according to one’s own religion.” “According to one’s own religion” is a little more neutral concept than the words “confessional or denominational”. Nowadays, if there are at least three pupils who belong to the same religious
group in a comprehensive or senior secondary school, the school should offer them
religious education according to their convictions. Schools should also organise nondenominational instruction concerning life questions and ethics for any three pupils
who are members of any religious communality if the students’ parents so desire.
(Laki 1998a 13§; Laki 1998b, 9§).
Nowadays the landscape of religious education is very heterogeneous in Finnish
comprehensive and upper secondary schools. For example, in the Helsinki (capital)
area of Finland, there are some schools, which have six different kinds of religious
education. In the same school there are Lutheran, Orthodox, Muslim, Catholic, and
Adventist Religious Education, and Life Questions and Ethics, the last choice being
an alternative subject for pupils whose parents have no religious commitment. However, the number of pupils who take part in minor forms of religious education is
small. For example, at the end of the 1990’s around 94% of pupils in the comprehensive schools received Lutheran religious education and 0.8% Orthodox religious
education (SYF, 1999). In this article the focus is on Lutheran religious education.
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Because it is the religious education taught to the majority of pupils, and as pupils
who are not members of any church have also been taught with the majority, the
character of Lutheran religious education has been very general. The interpretation
of ‘confessional’ has been very broad. If we look at the matter from the theological
viewpoint, Lutheran religious education could not be seen as confessional religious
education. (Pyysiäinen, 2000). In recent decades Lutheran religious education has
been generally seen as cultural education, e.g. Lutheran religious education teachers
have seen their vocational role in school as cultural education teachers. In the Finnish tradition religious education has also been seen as one of schools’ humanistic /
society orientated subjects, like history education and philosophy.
In recent year we have had a big change in our society as it moves towards a
multireligious and multicultural society. At the same time, after Finland became a
member of the EU, integration into Europe has been much accelerated. Questions
about peoples’ cultural tradition and cultural heritage have been increasing all the
time in our changing world and society. Some recent studies (e.g. Ahonen, 1998)
have shown young people’s consciousness, knowledge and understanding of history
and their national identity is very confused.
Religion is one of the central pillars of people’s regional identity. With globalisation
the significance of regional identity has become more and more important. All members of the human race are always part of some kind of historical line. Religion can
be seen at the micro level as one the key factors in a human being’s identity. Although some people do not think of themselves as being religious, they are influenced by religion in some way in their inner lives. At the macro level religion is a
very central part of culture. In the last few years we have used the concept “civil
religion”. This concept refers to religion’s powerful and important influence on culture and society. In Finland as the majority of people are Lutherans; the Lutheran
church has had a very great impact on Finnish society and culture.

Renewed curricula of religious education
The Finnish curricula for basic education are currently being revised. In the last two
years there has been a revision of all the curricula in comprehensive and upper senior
secondary schools. Religious education is a compulsory subject in both types of
schools. In comprehensive schools pupils generally have one religious education
lessons a week and in upper senior secondary school there are three compulsory
courses of religious education.
The revised curriculum of comprehensive schools is divided into two separate parts:
lower classes 1–5 (children from 7 to 11) and upper classes 6–9 (children from 12 to
15). In the introduction for the subject for both groups is written that religious education is a very central part of human culture. The religious education to be given here
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emphasises familiarisation with the pupil’s own religion and giving them a readiness
to meet other religions and beliefs, especially those beliefs and traditions which influence Finnish society. One aim of religious education among others is to help pupils to understand the cultural and human significance of religion. If we look at the
contents of religious education in comprehensive schools we can see that the cultural
aspect of religion is very strong especially in the upper classes of comprehensive
school. The five main content areas are: 1. World religion, 2. The Bible, 3. Church, 4.
Finnish traditions and 5. The human being as an ethical person. In all main content
areas there are several sub-contents, which refer to cultural understanding and also
familiarisation with cultural heritage. (Opetushallitus, 2003a, pp.131–134)
In addition in the revised curriculum of upper secondary school (pupils from 16 to
18 years old) there is a strong emphasis on cultural aspects of religious education.
The central task in religious education in upper senior secondary school is that the
student becomes familiar with his or her own religion and cultural heritage. In the
introduction to the subject, religious education is seen as affecting the culture and
the society and also as a component of individuals’ lives in a society and the lives
themselves of individuals. There are altogether three compulsory courses in upper
senior secondary school. The first course is the character of religion and its significance. This course is divided into two parts: a. the conception of religion, which
refers to religious studies approaches in teaching and b. the Bible and research studies concerning the Bible, this refers to the exegetic approach. The second course is
church, culture and society, where the teaching approach is based on church historical studies, and the third course is human life and ethics. The main teaching approach is based on ethics and furthermore on life questions. (Opetushallitus, 2003b,
pp.135–138)
In sum cultural heritage education is very a strong aspect and vital in the profile of
religious education in the curricula of the comprehensive school and upper senior
secondary school. Cultural heritage is interpreted both as macro and micro cultural
heritage. On the macro level the focus is on the structural dimension of cultural
heritage and on the micro level on human life and life interpretation.

Approaches in learning and teaching in cultural heritage
education in religious education
In the last few years there has been a shift in the Finnish school tradition from the
behaviouristic learning concept to constructivist concepts. At the same time the learning methods have been developed. Methods in religious education have paralleled
the new methods in humanistic / society-orientated subjects, this means that the use
of pupil-centred, active, co-operative learning methods have been increasing all the
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time. When studying cultural heritage education in religious education, methods which
take into account different kinds of study methods must be used.
In recent years the UNESCO-committee in Finland has published several books concerning cultural heritage education. These books contain examples of several different learning approaches and methods, which are very fruitful for cultural heritage
education For example in the world heritage educational resource kit for teachers
book, which has also been translated into Finnish, contains the following approaches
and methods:
1. Discussions, used to develop pupils’ skills to participate in and also reflect on the
significance of cultural heritage. Discussions are very suitable for giving pupils
an overview and orientation towards cultural heritage. They are also productive
for giving pupils a life-long commitment to caring for cultural heritage. Different
kinds of investigation discussions are very suitable for religious education. In
discussions pupils’ horizons become broader as far as matters of cultural heritage
are concerned. (Maailmanperintö – tutki ja opi, 2001, pp.16–17)
2. Different kinds of investigating methods in cultural heritage education in religious education are also very productive. Almost all schools in Finland have nowadays access to databases, research results and statistics via libraries and the Internet.
When they use these equipments pupils become acquainted with different kinds
of research methods and also they become familiar with looking for information,
analysing and making conclusions. Finnish institutions have developed a large
number of www-pages, which are very good places to visit and get information
about of cultural heritage. For example, many congregations have their own wwwpages in which they presented their church, its architecture and history. Furthermore, there are also www-pages in deal with human customs, e.g. different kinds
of annual festivals. Looking into how festivals are celebrated is also a very productive way to become familiar with cultural heritage. In the www-pages pupils
can investigate different ways of celebrating e.g. Western and Eastern Christmas
and in addition they can also find the historical backgrounds and traditions associated with these celebrations. (Maailmanperintö – tutki ja opi, 2001, pp.16–17)
3. There are also many different kinds of exercises, which are also very fruitful
methods of learning. By doing these and testing their own abilities, pupils’ creativity, imagination, their skills of problem solving, aesthetic talents and capacity
for role taking will increase.
4. Visual presentations, which are, found e.g. in books and on the Internet can also
be very suitable in cultural heritage education.
5. Excursions to religious places e.g. cathedrals and other places can be very interesting.
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6. Different kinds of role plays and simulations which aim to increase the students’
knowledge, help to clarify difficult concepts, adapt new skills for looking for
information, develop positive attitudes and commitment and also develop pupils’
creativity. (Maailmanperintö – tutki ja opi, 2001, pp.16–17)
One suitable way of learning, which can easy be applied in cultural heritage education in religious education is the four I’s method. This method (investigation, interaction, interpretation and intrinsic motivation) has been developed by Sharon and
Sharon. The approach consists of six steps:
1. Organisation of the investigation group. In this step the pupils look for problems,
which should be solved. Next they determine the kinds of resources they have.
After that the pupils reflect on the questions under investigation, i.e. what they
want to know about it. Next, the pupils define the investigation question and then
pupils who are most interested in any particular problem form themselves into
groups.
2. The groups plan the research. In this step the groups discuss the investigation task
and decide what questions they can ask about a problem, what resources they
need and also divide the tasks between themselves.
3. The groups investigate their problems.
4. The groups plan their research reports.
5. The groups present their results.
6. The pupils evaluate together the investigation process together. (Sharon, 1995, p.
242)

Conclusions
It has been shown above that cultural heritage education is very strongly emphasised
in religious education. Emphasising the cultural heritage and cultural aspects of religion in religious education increases the relevance of what is taught. In Finland religious education has not been a very popular subject among pupils. Giving pupils an
opportunity to know and understand their own cultural roots helps them to understand others. Additionally it will also increase tolerance towards other people from
different cultural backgrounds.
The methodology involved in applying a cultural heritage education approach in
religious education also should be studied. The Department of Teacher Education in
the University of Helsinki, has started a research project which investigates this ap-
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proach. The main aim of this research project is to investigate what kinds of material, especially those found on Internet’s www-pages, teachers use in applying cultural heritage education in religious education. The idea is to build up an action
research project, which in all time will be developing new approaches and procedures to use in a cultural heritage approach for religious education.
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The Kantele, Our National Heritage—“among
the youngsters rising, among the people growing”
Inkeri Ruokonen
University of Helsinki, Finland

The following presentation discusses the 5-string kantele as an example of the Finnish national heritage, a heritage which has become part of Finland´s living musical
culture in kindergartens and schools.
Our national heritage of folk music and poems were collected by Elias Lönnrot, and
published as the National Epic, the Kalevala in 1849. The 5-string kantele was first
decorated and played by “Väinämöinen”, a big hero in the Kalevala. I will first describe the role of kantelemusic in the Kalevala by analysing the text of our Natioanal
Epic. In Finland the Kantele, for example has the role of the first invention, the role
of providing enjoyment and pleasure, the role of distributing information and the
role of peaceful war making. The second part of my presentation is the case study of
how one particular Finnish kindergarten uses the 5-string kantele and Finnish folk
tradition in its´ music education and curriculum. This information is collected through
observing children and interviewing their kindergarten teacher. The music culture of
day care centres begins mainly in kindergarten, where teachers explore the possibilities of creating a musically rich living environment in day-care-centres in collaboration with children and their parents.
Singing, rhyming and kantele playing can be a vital part of everyday routines. Folk
music is also easy to integrate into various activities, such as painting, movement,
literature and drama.
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“They turned, they listened to that sweet music, to the
kantele’s eternal joy”
It has been estimated that approximately 2500–3000 years ago there occurred a major new development in the culture of proto-Finnic groups living near the Gulf of
Finland. The result of this development, according to a researcher of the Finnish
folkmusic and -tradition, Anneli Asplund (2000), took the form of a unique type of
song characterized by alliteration and parallelism, as well as by an absence of stanza
structure. The poetic meter of these songs was a special trochaic tetrameter, which is
now often called “Kalevala metre”. When sung, the lines typically had four or five
stresses, and the melodies covered a narrow range, usually consisting of only five
notes.
The archaic song tradition was a vital and lively tradition throughout Finland until
the 1500s. Some songs were already written down in the 1600s, but most of the folk
poetry collection work was carried out in the 1800s. Our national heritage of folk
music and poems were gathered by Elias Lönnrot, and subsequently published as the
National Epic, the Kalevala, in 1849. This epic is a collection of poetic songs that are
traditionally sung in an unusual, archaic traochaic tetrameter. This meter had been
part of the oral tradition of Baltic-Finnish languages for at least two thousand years.
The Kalevala brought the small unknown country and people to the attention of
other Europeans, and strengthened Finnish self-confidence and the possibilities of a
Finnish language and culture. According to Sirkka-Liisa Mettomäki (2000), the
Kalevala has been translated in 51 languages and there are more than 150 translations of it. In this article, I use Keith Bosley’s Oxford 1989 world’s classics translation of the Kalevala. Bosley has penetrated into the singers´way of thinking in a
marvellous way and accurately portrays their way of expressing thought and feeling
in the images, music and rhythm of great poetry.
The oldest layers of folk poetry are represented in mythical poems which tell of the
creation of the world as well as its origins. Lyric songs express both human and
personal emotions. There are also ritual songs made especially for weddings and
bear-killing feasts. The Kalevalas metre incantations are verbal magic, and such magic
was a part of people´s everyday lives and activities. The main character in epic songs
is usually the mighty singer, shaman and sorcerer, the leader who makes journeys to
the land of the dead in order to seek knowledge. The song’s heroes also have adventures in a distant land beyond the sea, where they woo potential brides, make raids
and flee the enemy. In our national epic, the Kalevala, the mighty wizard Väinämöinen
is the main character. He both sings and plays the kantele. Väinämöinen also searches
the sea for young woman named Aino and catches her on a fishing hook (she has
been transformed into a fish). He loses her again, and like other mighty heroes, he
travels through many adventures.
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There are two kanteles and two poems about the birth of the kantele in the Kalevala,
and Väinämöinen has a major role in both of them. The first Kantele was invented
when three mighty Kalevala heroes, Väinämöinen, Ilmarinen and Lemminkäinen,
set out to steal “the Sampo” (according to Kalevala he who possesses the magical
Sampo device receives prosperity and all of the world’s good things). Ilmarinen, the
smith of the Kalevala, created the Sampo—but it was given to the men of Pohjola in
return for the maiden of Pohjola, the daughter of the sorceress Louhi.
The plot of the story is like an unbelievable men’s story about the big fish that got
away. In the course of the journey to Pohjola, the boat that belongs to the three
heroes runs aground on the shoulders of a giant pike. Väinämöinen kills the pike,
and fashions a fabulous kantele from its jawbone. No one else is able to play the
instrument, but mighty Väinämöinen holds all living things spellbound with his playing. The Kantele was a new invention, the first instrumental sound to be heard in the
air. The music Väinämöinen played was so powerful that the entiraty of living nature
wanted to listen to it:
“ there was none in the forest
running on four legs
or hopping on foot
that did not come to listen
marvel at the merriment/ …
the air´s nature- daughters
and the air´s lovely lassies
marvelled at the merriment
and listened to the kantele/ …
there was no creature
not in the water either
moving with six fins
the best soul of fish
that did not come to listen.”
( The Kalevala, transl.1989, pp. 539–541.)

The men in the Kalevala wanted to share the magical Sampo with those who lived in
Northland, but Louhi, the mistress of Northland refuses. She calls her young men
together with their swords and weapons to kill Väinämöinen. Although the old
Väinämöinen did not have any weapons or swords, he began to play music on his
pike-bone kantele. This power of music was used instead of weapons:
“ Steady old Väinämöinen
seized his kantele,
he sat down and to play,
began to play prettily;
and they all stopped to listen,
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marvel at the merriment –
men in good spirits,
wives with smiling lips,
fellows with tears in their eyes
and boys kneeling on the ground.
He wears the folk down
and tires the people:
all the listeners fell asleep
the watchers sank down;
the young slept and the old slept
at Väinämöinen’s music.”
(The Kalevala, transl. 1989, p. 548)

Väinämöinen puts the people of Pohjola to sleep with his kantele playing. He and the
other heroes take the Sampo into their boat and row away. The war was peacefully
over, or so the heroes of the Kalevala thought. But then, the people of Pohjola awaken
Louhi, who sets obstacles in the path of the sailors to hinder their escape. The seafarers survive, but the first pike-bone kantele unhappily falls into the sea. Louhi sets off
in pursuit of the coveted Sampo and transforms herself into a giant bird of prey. In
the ensuing battle the precious Sampo is smashed and falls into the sea, but bits and
pieces of it wash ashore and bring Finland good fortune and prosperity for all time.
In vain, Väinämöinen searches for the kantele that fell into the sea.
In the next episode, Väinämöinen makes a new kantele from weeping birchwood:
“Here is a belly for the kantele,
a soundboard for eternal joy.”
(The Kalevala, transl. 1989, pp. 579–580)

There was an oak tree and on its acorn was a golden whorl and a cuckoo, and every
time the cuckoo utters five notes gold and silver wells up in its mouth on a golden
knoll, on a silver hill, and from there Väinämöinen gets the screws for the kantele.
Still five strings of the kantele are missing and Väinämöinen starts to beg a young
maiden named Aino for song of her hair:
“ Lass, give me some of your tresses
damsel, of your hair
for kantele strings
voices of eternal joy!”
(The Kalevala, transl. 1989, p. 581)

And so the Lass gave Väinämöinen some of her tresses and the new instrument was
ready. Väinämöinen was playing the kantele once again, delighting the entirety of
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creation, and this new music was characterised as even more beautiful than the sounds
of the first kantele:
“They said with one voice
found a single tongue:
Never before was
such sweet music heard
never in this world
not in a month of Sundays.”
(The Kalevala, transl. 1989, p. 582)

At the end of Kalevala Epic, there is a poem which symbolizes the coming of a new
Christian era in Finland. Marjatta conceives a child from a whortleberry. Väinämöinen
condems the fatherless child to death, but the child speaks out against the sentence,
and is subsequently christened King of Karelia. Väinämöinen departs in a copper
boat making the prediction that he will be needed again someday to make a new
Sampo for the people of Finland to bring the happiness, new light and new songs. He
also leaves his kantele and Kalevala songs for the Finnish children to sing in throughout
all times and places.
”Then the old Väinämöinen
goes full speed ahead
in the copper boat
the coppery punt
to where mother earth rises
and heaven descends
and there he stopped with his craft
with his boat he paused; but he
left the kantele behind
the fine music for Finland
for the folk eternal joy
the great songs for his children.”
(The Kalevala, transl. 1989, p. 663)

So, the role of the kantele in the Kalevala is first and fore most a new invention, a
totally new man made creation, the first instrument ever developed. Secondly, music
at the time was a new way to tell about emotions so the role of the kantele is to make
music for the pleasure and joy of all creation. The kantele had a peacemaking role in
a war situation, and was used instead of weapons. The role of music was also therapeutic, and good for relaxation. The kantele also held the role of creative tradition
maintainer. By this I mean that the birth of new songs and ways to use the instrument
were based on the traditional thinking of folk music singing, playing styles and improvisation. At the end of the Kalevala, Väinämöinen speaks about the changing and
development of tradition:
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“Just let the time pass,
one day go, another come
and again I’ll be needed,
..make a new music,
convey a new moon
set free a new sun…”
(The Kalevala, transl. 1989, p. 663)

The creative orientation of kantele playing in teacher
education and a day care centre
The new interest in Finnish folk music and Kalevala-style singing probably originated in Kaustinen, where the first Finnish Folk Music Festival took place in 1968.
Professor Martti Pokela worked hard to establish folk music in the Sibelius Academy, and in music teacher education, from 1970–1980. Nowadays, we can say that
Finnish folk music has come to stay in our music, culture and education. The kantele
is now used both in traditional and modern way. New electronic 5-string kanteles
have been developed and the kantele sound is heard not only in Finnish folk music
but also in arrangements of world music and other music styles.
In earlier times, all Finns participated in musical activities. We could say that the
environment of children in past times was truly filled with living song. Adults were
singing to children while putting them to bed, feeding, dressing and comforting them.
Mothers sang to their children while sitting them on their laps, swinging children
from side-to-side. Children learned their musical language even before they learned
to speak. All children spontaneously sang the same way they do nowadays when
children are surrounded by songs. In past times, it´s possible that the average child’s
environment encouraged more singing. In fact, singing and improvising was a regular feature of both work and leisure. Songs were sometimes created by one person,
but were eventually sung by groups. Collective song making has been described in
this way by Samuli Paulaharju: “Young people were the best song makers. In farmhouses in the winter times people were often sitting in the living-room around the
fireplace until bedtime and song-making was their leisure and work. When a new
song was finished and Sunday came along the new song was sent forward along the
village road and then to fly over the open plains”.
Professor David Elliot (1995) discusses cultural-ideological information within musical works. According to musical works both constitute and are constituted by cultural-specific knowings, beliefs and values. Firstly, all forms of music-making are
inherently artistic-social-cultural endeavours. Secondly, musical works are socialcultural constructions, and thirdly, all musicians and listeners live in particular places
and within certain time periods. Thus, music-listening and musical works always
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involve in certain degree of cultural-ideological information. In addition because
syntactic and nonsyntactic musical patterns evidence their practice-style affiliations,
musical works delineate their broader historical and cultural links for example their
historical locations in time and their places of composition. (Elliot, 1995, p. 7.)
If we reflect back on the history of music we confirm the neccessity of learning to
perform music without the help of notation, vis-a-vis learning by ear and improvisation. In the tradition of folk music, this type of learning and performing has been
widely enjoyed. But in earlier times as well the pedagogy of classical music sets
more of an emphasis on the aural and creative orientation for example Guido dÁrrezzo
(c.995–1050 AD) devised a method of improvisation for helping young boys compose music (Miller, 1984). According to McPherson (1994, p. 156) the use of improvisation and other forms of playing by ear in a variety musical forms in contemporary society, from popular music to traditional/including ethnic music, provide
further evidence concerning the ways in which aural and other creative forms of
performance pervade modern music making. Likewise all children in Finnish
preschools learn to play the 5-string kantele as a social instrument without the needing to understand notation. They simply use their aural and creative orientation in
connection with visual imitation.
Both teaching and learning music should involve numerous opportunities to perform
music by ear and through improvisation because these are the fundamental means
through which musicians learn to coordinate their ears and imaginations as well as
perform the melodies on their instruments that they hear in their minds.
The ultimate challenge for music educators is to nurture talent so that all children
can be capable of reaching their full potential in music making. Gary E. McPehrson
(1994) writes about the motivational force of creative and aural orientation in music
education, the human need to improvise and learn by creating music rather than just
reproducing it.
Our present music culture does not provide many opportunities for people to improvise or make their own music. More importance is placed on the shared reproduction
of well known music. The music culture of day care centres mainly on kindergarten
teachers and their ways of creating a musically rich environment in day-care-centres
in colaboration with children and their parents. One of the great challenges of music
education, in particular the education of kindergarten teachers is to learn to create
experiences for students, so that they rediscover this old fact: words and melodies
exist in everyone.
In daily music education we have enormous resources for creating spontaneous music situations: nursery rhymes, singing in Kalevala style, traditional plays, proverbs,
nonsense rhymes and playing the 5-string kantele. The meaning of tradition is not to
move back to birch-bark culture, however, but to learn from the richness, autenticity,
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creativity and humanity of our traditions. We can apply this credo to our time, keep
it alive and develop and new traditions that spring from it.
Nowadays, every Finnish student learns to play the 5-string kantele. Students are
also encouraged to teach children to play the kantele and in numerous day care centres playing the kantele is very much alive and frequently takes place along with
Orff-instruments. The basics of kantele playing are very easy. The range of a 5-string
kantele is small. It can be tuned to either a major or minor pentachord, to a pentatonic scale or to any number of fantasised tunes. Pentachord scales lead to melodies,
which can easily be sung by anyone. The sound of the kantele is tender and soft.
At the beginning of their kantele studies students and children begin to listen to
sounds and to experience all kinds of sounds. Then, they learn to find a chord (I) and
they begin singing familiar nursery rhymes or making their own songs primarily
composed of so-mi-(do) melodies. After that, they learn to discover new melodies by
plucking strings. Then, they learn more chords (V, IV) and sing more songs accompanied by the kantele. They play kantele in a traditional way, they play by heart and
do not engage as much to written music. By improvising, students learn to make
their own melodies and interludes. Students and children enjoy playing kantele together. It brings them joy and self-confidence when they notice that they can accompany their favourite songs, and make their own music. Many students purchase their
own kantele and some of our students in the University of Helsinki have even constructed their own instrument in a technical handycraft session.
In the University of Helsinki, we have had song writing workshops with the 5-string
kantele. The main goals of this collective composing project is first of all, to bring
alive Finland´s former group song making tradition, and secondly, to create new
songs for children. Students are working in groups of two-to-five, and when the
songs are ready each group teaches its own song to the others. These songs are often
playful songs, they might tell a story, they might be lullabies or they are occasionally
portions of a drama or theatre play for children. Some of these songs stay alive, and
some are quickly forgotten. The most important thing is not that you “write a hit”,
because children will certainly choose which of the songs become popular. In fact,
this same process occurred when folk songs were sung, because most of the songs
that survived did so because they were liked. According to students of our department the best thing in this composing workshop is the process of creating words and
melodies in a group, and the joy of inventing a new song. At the beginning of the
workshop, it is hard for the most of the students to believe that they can create a new
song but afterwards many have said that this was the most impressive part of their
music studies. Students make notations for their songs with the computer based notation programs, in earlier times we used the Encore-notation program but now we
are using the Sibelius 2 -notation program. The songs are also recorded.
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The goal of song making and kantele playing is that I would like to see music, singing, kantele playing and song making as a natural part of each kindergartens’ learning environment and daily life. By increasing spontaneous singing habits, we would
like to make kindergarten activities more relaxing as well. Singing and rhymes can
be part of the everyday routines. Music is also easy to integrate into various activities like painting, movement, literature and drama.
McPherson (1994, pp. 154–155) describes five aspects of musical performance. First,
musical performance can be distinguished by the visual orientation of a performance
in which the player plays music from notation at first sight, or performs music using
notation that has been rehearsed or performed at a prior occasion. Secondly there is
“an aural orientation” which can be used to describe performing music from memory.
When the musician performs a work learned aurally from a live or recorded model. A
musician strives either to perform a work without music that has been previously
learned from notation or to play by ear. Finally there is the creative orientation, in
which musicians create or improvise their own music even as they perform.
(McPherson, 1994, pp. 154–155)
I would say that it is usually at the preschool age that children who perform music
with a five string kantele use these orientations of musical performance, but it is in a
way that is specific to their early age. They primarily use combined aural and visual
orientation, visual orientation they use mostly for imitation and for learning easy
notation or picture partitures. Most common among children is the use of aural orientation when children have learned their performance by aural imitation combined
with the visual information displayed by the teacher. Some children learn to play and
perform by ear more easily than others do. Children are often eager to improvise
with the kantele, and they can create their own melodies and obligatos, for example,
in performed rondo-forms.
Creative Orientation
Improvise
PLAY AND IMAGINE
Visual Orientation
Visual Imitation
Beforehand Learned
Easy Notation or
Picture Notation
PLAY AND SEE

Play by Ear
Aural Orientation
Play from Memory
PLAY AND HEAR

Figure1. Aspects of Musical Learning and Performance of 5-String Kantele (McPherson,
1994; Ruokonen, 2003)

This figure shows multiple ways of teaching and introducing a new instrument such
as the 5-string kantele. A teacher, for example, might introduce, play and sing a
kalevala melody by ear, and ask children to improvise their own version of the melody
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on the kantele by embellishing and varying it. The teacher also show children how to
transcribe the original version of their song into musical notation. Then, they can
create a rondo-form, in which the “A” part is a kalevala-melody, and between every
“A” section improvised segments of music take place.
I would like to use as an example one of our practice day care centres in Espoo,
Keski-Mankkaa, where kindergarten teacher Ritva Kaartinen specialises in music
education. Music education is integrated in all of the Kindergarten activities even
mathematics. The traditional ways of singing and echo singing are the everyday
methods of teaching a new song. The Kalevala theme, that I mentioned earlier in this
paper is one of the monthly themes every year, and ends in a big celebrations with
children´s grand parents.
According to my interview with Ritva Kaartinen (2003), children from 4 to 6-yearsof-age are playing both the 5-string kantele and children from 5–6-years of age kantele
and recorders together with Orff-instruments. Children learn mostly by ear and through
imitation but they also use easy notation and begin to learn how the language of
music is written. Although music pedagogy and composer Zoltan Kodaly acknowledged the importance of creativity in his music educational programme and OrffSchulwerk positively encourages improvisation, there is little evidence of its presence in Finnish preschools and schools today. Because of the nature of the process in
Orff-based music education, there are no teachers’ guides for it.. Today the concepts
of Orff have developed widely in terms of the exploration of sound in its freest
sense.
In Finland the 5-string kantele has been adapted to combine with Orff instruments,
and children should be encouraged to create their own sounds, rather than exclusively recreate other people´s music. When it occurs, improvisation is confined to
those elements of music which have already been learned through classroom activities. Any musical element makes an excellent improvisational basis as do the other
art forms, such as literature, dance and painting. The 5-string kantele can be combined in various ways with other improvisational work. The 5-string kantele can be
tuned in either major or minor pentachord or in any pentatonic scale.
Kindergarten teacher Ritva Kaartinen states that the story of the Sampo is the most
interesting fable in the Kalevala for children. She adds that children love the Kalevala
edition that is illustrated by Mauri Kunnas.
“We do our own Sampo with children, and dramatize the marvellous adventure of stealing the
Sampo, especially boys love this story. Every year we also visit our National Museum to see the
big frescoes of the first kantele and the great hero Väinämöinen”.

When children are introduced to the kantele, they examine its’ structure, try out different sounds and improvise different melodies on it
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“After creating different sounds we start to play with chords, firstly strawberry(I) and in one
month a blueberry chord (V).”

Ritva Kaartinen recalls that children often sing their first songs using so-mi, and then
they work on all kinds of small songs that children can accompany on the kantele.
Ritva Kaartinen states that at the end of every kantele lesson there is time for free
improvisation by the children. When I asked her which kind of improvisations children like to do she characterized their styles
“Children are using all parts of what they learn with their new instrument in their improvisations, so their improvisations are very rich and imaginative.”

During the springtime, children like to make their own compositions, which they
first write using the numbers of the strings. Ritva Kaartinen likes using the kantele in
music education because it is so easy to learn and all of the children can share the
positive learning experience of playing an instrument. It is also a social instrument,
and when the children are singing and playing together it is also a part of the Finnish
folk tradition
”We go upstairs to play kantele, so it is our special moment and the children like it, the sound of
the kantele calms every child, even the most active boys. It gives them a new activity of doing
and creating music.”

According to McMillan (1992, pp. 258–259) the great value of improvisation lies in
the musical values gained by young musicians when they are allowed to express
themselves. For the teacher, the benefits lie in the pleasure of teaching enthusiastic
pupils, and the wonderful relief of being liberated from the role of disciplinarian and
becoming a facilitator. Aelwyn Pugh and Lesley Pugh (1998,50) speak about music
pedagogy in which teachers prepare and help their pupils to experiment and play
with sounds to help them gain more confidence in their improvisation and composition.
One day care centre that I researched used the Kalevala as theme in their preschool
pedagogy regarding aesthetic education. The old Kalevala Epic was introduced to
children in a puppet theatre, in which the character Elias Lönrot travels and collects
songs from the people of Carelia. The childrens´ Kalevala and Dog’s Kalevala by
Mauri Kunnas are introduced also to children. In addition children visit also an actual dance theatre to see the Kalevala play. At the day care centre they create their
own magical kantele from a real pike jawbone, and they also learn to play the 5string kantele. The children learned to sing in the Kalevala style as well as to improvise and make their own music. Children play and sing with Kalevala style and
dance old chain dances. They also design their own Kalevala jewelry and working
tools. Children construct their own replica of the magical Sampo and make sounds
for it. This Kalevala celebration is open to all family members, and traditional Finnish food is made for all. At the celebration, children perform their own music, dance
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and Sampo drama. This project demonstrates that children can make their own music, and can create a drama from a given story or theme even before they come to
school. These children have a wide range of opportunities to engage in musical activities and connect them to their play and fantasy world.
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Helping Children to Compose:
Song Crafting
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Music education as a part of cultural and art education
Cultural education prepares students for a role in the cultural community as custodians of cultural heritage (Koulu ja kulttuuri, 1997, p. 7). Raising children is always
tied to the culture at large and schools are important cultural institutions. Both home
and school are major cultural educators (Kupoli, 1992, p. 116). Transmission of culture is often seen as a one-way process: the older generation give information which
the younger generation adapt either consciously or unconsciously. We should remember that cultural heritage is not only meant to stay untouchable but also to develop over time. Today’s children are tomorrow’s culture users, preservers and developers. A new culturally active life style can be achieved by changing peoples’
interactive situations from passive to active, from individual-centered to participating, towards more creative, self-initiative, and innovative processes. (Karppinen,
2002, p. 49 and 52)

Nurture the creative potential
The words create, creator, creating, creative, creation and creativity come from the
Latin word creare, bring into existence (McPherson, 1998, p. 137). People create
when painting and composing, for example. Elliott (1995, p. 216) sees creative action as something that results in products or achievements that other people value.
Both the process and the outcome are important. Cszikszentmihalyi (1991) believes
that for something to be creative, it must consist on three elements: 1) specific field,
2) domain where the creative action takes place and is accepted and 3) the creative
person (Elliott, 1995, p. 216 and 218). For Elliott, creativity is always intentional
(Elliott, 1995, pp. 220–223). Auh (2002) says that creativity is the ability to make
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something that is both new (original, unexpected) and meaningful. Creativity is always connected to a particular field, such as art, music and mathematics (Uusikylä
& Piirto, 1999, pp. 13–14). For most people, creativity in music means composing.
Creative musical action is seen in children long before they can write or read music.
Elliott stresses the importance of understanding the difference between creativity
and spontaneous originality, and states that it is important to support spontaneous
originality in children, for this can have a role in creativity’s development. (Elliott,
1995, pp. 220–223)
A person is part of his culture. The cultural community determines how a person’s
creative potential is taken care of (or not taken care of). The school environment in
particular plays a large role in children’s creative development. Too great an outside
influence kills inner motivation, which is the starting point for creativity. The best
way is to encourage children with words, gestures and extra attention. When a child
has experienced a feeling of success, he will truly enjoy the process of creating.
(Uusikylä & Piirto, 2001, p. 19)

Research on children’s composing
For my research at the Sibelius Academy: “Song crafting—children as song creators” (2003), I studied how to compose with children, in the teacher training schools
of the Universities of Jyväskylä and Helsinki (1997–2003). The young composers,
aged six to twelve, were either in my class, in my music lessons or in my choir. The
research—qualitative, analytical and documentative—was based on reflective thinking
about children’s composing, and it presents and compares previous research on the
subject. I define a new term—song crafting—and specify how the composing process takes place. The pedagogical starting point is child-centred, holistic and creativebased. The child is seen as an active participant and creative individual in the school’s
music education effort, which is part of the larger cultural and art education process.
When a child composes a song of his own, he becomes an active cultural participant
instead of a passive cultural recipient.
Previous research has involved either the documentation of children’s spontaneous
singing or documenting how a new composing tool works, for example a composing
program on a computer. Typically, it has been the case that an expert has not assisted
the children. A child’s cultural background is often seen clearly evident from their
songs. The minor third interval seems to occur in children’s melodies in every culture (it appears to be universal) (Val Marsh, 1970, p. 69; Sundin, 1998, pp. 48–49).
In children’s own songs the ambitus is often quite limited and interval jumps are
rare. Rhythmically, songs proceed mostly in accordance with the rhythms of speech.
(Krokfors, 1985, pp. 20–21)
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Researchers are certain that children can compose, but there have been arguments
over at what age they are able to do so. Barrett (1996) thinks that even 3-year-olds
can organise their own music; Kratus (1989) and Nilsson (2002) think it is possible
at age 8 or 9. Campbell (1998) has been investigating children’s musical behaviour
during free play and Val Marsh (1970), Sundin (1998, 1986) and Fredrikson (1994)
have been interested in children’s spontaneous singing. Kratus (1983, 1989), Folkestad
(1991, 1998) and Nilsson (2002) have investigated songs and composing processes
conducted with computers and synthesizers, while Barrett (1996) has investigated
children’s aesthetic decision-making in composing. Davies (1986, p. 279) believes
that composing should be in every child’s curriculum. In Davies’ research, songs
were found to begin with words. The children were told to repeat the words rhythmically until they started to form a song. (Davies, 1986, p 283)

Composing and inventing
Children often invent small songs or sing while they do things. If an adult helps a
child to notice how valuable this is and helps him to make these wonderful songs
concrete, for others to enjoy (notation, recordings…), the child feels appreciated and
understands that he is capable of many things.
Composing can be defined in many different ways. Swanwick (1990, p. 60) understands it very broadly. For him composing is the freedom to choose order in music
either with or without notation. Swanwick and Tillman (1986) use the term composition including improvisation, invention and creative music; it can be notated, but
not necessarily. Sloboda (1985) defines an improviser as one who accepts the first
idea to come in mind, since the composer chooses from different possibilities what is
best for his purposes. Paynter (1982) states that a composition starts from improvisation. Composing demands the courage to make decisions. Only the composer can
decide when the composition is ready. (Paynter, 1982, pp. 100–103)

Song crafting: How did it begin?
When I started with my first graders in 1997 (they were 6 and 7 years old), I composed a class song which included everybody’s name. The aim was to unite the class
and create a good atmosphere which is an important ground for learning in a group.
The other aim was for the children to learn each others’ names and in an easy manner. The children liked it very much. One day I was teaching how to draw the letter T.
“First you draw from up to down, then left to right.” A pupil raised her hand and
asked, “Teacher, why don’t you make a song about it, so we could remember it more
easily. We learned our classmates’ names quickly with your song.” “Good idea Maija!
How should the song go?” Maija answered, “Well, it could go like this”, and then she
begun to sing: “From top to bottom, from top to bottom, left to right, left to right like
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this”. I was very excited; I immediately searched for notepaper and asked her to
repeat what she had just sung. Then I sang it and played it on the piano. “Was it like
this? Wonderful! How should it continue?” This was the starting point of the activity
I call song crafting. It was a child’s creative idea which I held on to. I could just as
well have said: “Yes, Maija, but now we are practising letters, we will sing later.”
And the magical moment would have been gone, maybe for good.

Song crafting: What is it?
Song crafting is a composing method for children that I developed while working as
a classroom teacher. The main idea is to help a child in her intentional process of
composing her own song. Not many children know what composing is. Still they
create melodies and lyrics all the time. It is natural for a child to occupy himself
making sounds, humming, chanting and singing spontaneously. Children’s songs are
often short and adults do not pay much attention to them. The topics for these songs
come from children’s everyday life: friends, school, animals and the seasons. These
little “compositions” spring up and then they disappear, unless an adult helps a child
to notice how valuable it is to create something on her own.
From the point of view of cultural education, song crafting leads to creative, individual action: through their own creative processes the children change from passive
cultural recipients to active producers. The song crafting method aims at child-centred, holistic art education in the field of school music education, where the child is
seen as an active, creative person. In song crafting it is important to encourage children’s creative potential. The child is not left alone: an expert, called the song crafter,
assists the child in his composing process. He/she guides, encourages and documents the child’s unique song. The child is always the creator and the composer of
the song. Sometimes he needs more guidance, sometimes less. The expert is there to
help.

Song crafting: How to create a song?
Song crafting means activity in which an adult gives clues and ideas when needed,
and encourages, helps and guides a child in his/her composing process. The adult
also documents this process. Composing takes place in an interaction between the
adult and the child, but the child is the creator of the composition. As a classroom
teacher and as a music teacher, I have used song crafting in class and with my school
choirs. Sometimes composing takes place during the regular lesson, but mostly during the breaks and after school. In my opinion song crafting is a suitable tool both for
class-teachers specializing in music and for music teachers. One needs to have the
time to listen to the child and the skill to encourage a new song to come. Of course
musical skills are needed in the process. The song crafter has to be skilled in making
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notation, rhythms and harmony and to know how to use a computer notation program.
The song crafting process often begins when a child or children say:
“Teacher, I have a song in my mind. Can you help me with it?” Usually the children have at least
some words in mind or already written down. Sometimes they have just the desire to make a
song; sometimes the song is almost mentally completed. Then we go to a piano and start. How
does the song begin? What is the song about? Is the song sad or happy? Is it fast or slow? Does
it start on high or low?

Figure 1. Song crafting process.

Teacher as a researcher of her work
Children are naturally creative, they invent things easily and without self-criticism.
This is something that adults should praise and encourage. I have tried to open the
door to creativity for my pupils. A lot has been accomplished over the last few years,
but what has endured? In May 2002 I visited in Jyväskylä my 1997 first graders, who
started song crafting with me. I met each student privately, and recorded an interview. I wanted to know what they remembered about the song crafting. The answers
were wonderful to hear: they remembered quite a lot, it seems to have been an important experience in their first school year. They remembered well the composing
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concerts we put together, our songbook, and the songs we made which complemented
our curriculum; for example “garbage” songs, when I was teaching them about recycling. Many pupils fondly remembered being with the teacher by the piano and how
wonderful it was when we sang their songs together.
As a researcher I want to analyse the things I have done (see Fig 2). Maybe the fact
that I was so interested and enthusiastic about every new song and song idea had an
effect on the children. Maybe the opportunity for a child or small group of children
to be alone with their teacher also had an effect. After all, composing a song with me
was voluntary and they were always pleased to come. I helped the children to compose and I made their songs visible on notepaper, in a song-book and on CD. As a
teacher, musician, and researcher, song crafting has
also been a creative process
for me. It is something that
started from intuition, which
I have since investigated, developed, and given names and
meanings.
Figure 2. Teacher as researcher.

It is important that each
teacher reflects on their own
work and uses it as a basis for
more research to be a “teacher
as researcher”. This benefits all teachers, particularly if it helps make the public
more informed about the fine work being done in our schools every day. It is also
important to encourage children’s spontaneous creativity. Through creativity a child
can express his feelings, for it is often easier and more acceptable to express anger or
fear, for example, in paintings or songs. You just have to allow time for creativity,
and let the song come.

References
Auh, M. (2002). Assessing creativity in composing music: Product-process person-environment approaches. http://www.aare.edu.au/oopap/auh/00016.htm. (17.1.2002).
Barrett, M. (1996). Children’s aesthetic decision-making: An analysis of children’s musical
discourse as composers. International Journal of Music Education 28, 37–61.
Campbell, P. S. (1998). Songs in their heads. Music and it’s meaning in children’s lives.
Oxford: Oxford University Press.
Davies, C. (1986). Say it till a song comes. Reflections on songs invented by children 3–13.
British Journal of Music Education 3, 279–293.

210

PART III

Sari Muhonen

Elliott, D. J. (1995). Music matters. A new philosophy of music education. Oxford: Oxford
University Press.
Folkestad, G. (1998). Musical learning as cultural practice: As exemplified in computerbased creative music-making. In B. Sundin, G. E. McPherson, & G. Folkestad (Eds.),
Children Composing. Research in Music Education. Nr 1998:1 (pp. 97–134). Lund
University. Malmö Academy of Music.
Fredrikson, M. (1994). Spontaanit laulutoisinnot ja enkulturaatioprosessi. Kognitiivisetnomusikologinen näkökulma alle kolmivuotiaiden päiväkotilasten laulamiseen. Jyväskylä studies in the arts 43. Jyväskylä: Jyväskylän yliopistopaino and Sisäsuomi Oy.
Karppinen, S. (2002). Communication and interaction in arts and culture. In S. Karppinen
(Ed.), Neothemi—Cultural Heritage and ICT at a Glance. Studia Pedagogica 28 (pp.
49–54).
Koulu ja kulttuuri – koulu kulttuurikasvattajana. Loppuraportti. (1997). Kerhokeskus –
Koulutyön tuki ry.
Krokfors, M. (1985). Lapsi ja musiikki. Laulaminen. Mannerheimin Lastensuojeluliitto. Pjulkaisusarja N:o 14. Porvoo: WSOY.
Kupoli. Kulttuuripolitiikan linjat. Komiteanmietintö 1992: 36. Helsinki: Valtion painatuskeskus.
McPherson, G. E. (1998). Creativity and music education: Broader issues—wider perspectives. In B. Sundin, G.E. McPherson, & G. Folkestad (Eds.), Children Composing.
Research in Music Education. 1998:1 (pp. 135–156). Lund University. Malmö Academy of Music.
Muhonen, S. (2002). Sävellyttäminen – lapset laulujen luojina. Pro gradu -tutkielma.
Musiikkikasvatuksen osasto. Sibelius-Akatemia.
Muhonen, S. (toim.) (1999). Oppilaiden sävellyksiä. 1999. Helsingin II normaalikoulun alaaste 4B.
Muhonen, S. (toim.) (1998). 1C:n oma laulukirja. Jyväskylän yliopisto. Normaalikoulun
ala-aste.
Val Marsh, M. (1970). Explore and discover music. Creative approaches to music education
in elementary, middle, and junior high schools. New York: Macmillan Publishing Co.,
Inc.
Nilsson, B. (2002). “Jag kan göra hundra låtar”. Barns musikskapande med digitala vertyg.
Malmö Academy of Music. Lund University. Publications from the Malmö Academy
of Music. Studies in music and music education no 5.
Onnellisten saari. Oppilaiden sävellyksiä. 1999. Helsingin II normaalikoulun ala-asteen kuoro.
Johtaa Sari Muhonen.
Paynter, J. (1982). Music in the secondary school curriculum. London: Cambridge University Press.
Sloboda, J. A. (1985). The musical mind. The cognitive psychology of music. Oxford Science
Publications. Oxford Psychology Series No 5. Oxford: Clarendon Press.
Sundin, B. (1986). Barns musikaliska utveckling. Lund: Liber Läromedel.
Sundin, B. (1998). Musical creativity in the first six years: A research project in retrospect.
In B. Sundin, G. E. McPherson, & G. Folkestad (Eds.), Children composing. Research
in music education. 1998:1 (pp. 35–56). Lund University. Malmö Academy of Music.
Uusikylä, K. & Piirto, J. (1999). Luovuus. Taito löytää, rohkeus toteuttaa. Opetus 2000.
Atena Kustannus. Porvoo: WSOY.

PART IV
Passing on Traditions

Neothemi—Cultural Heritage and ICT, Theory & Practice

213

Schooling, Regional Contexts and
Western Educational Rationality
Antonio Gomes Ferreira
University of Coimbra, Portugal

Today, the school is a universal institution. Universal because it is found in all continents, with populations that are very different physically and culturally; it is attended
by millions of children all over the world; it emerges in the most unlikely places, and
imposes itself as a symbol of modernity and indicator of development. School is
today such a fundamental institution that, on the one hand, it is expected to exist
wherever children live and, on the other hand, it is not supposed to rely on enforcement for its existence. It is sometimes thought of as an inevitable entity, almost as
natural and inevitable in the developmental course of the individual as the family. Its
omnipresence and its immanence in the contemporary educational imagination gives
it the status of a key institution of child education, being therefore assigned to a
period in life, known as ‘the school age’. In fact, school has gained great importance
at present as a place for socializing, providing an overall training that aims to lead
children to follow values and behaviours that are convenient for a dominant culture
fixed by previous generations.
The generalization of the understanding of the social relevance of the school is greatly
due to the acceptance of its special efficiency for the development of a cultural order
more consistent with modernity. It has proved to be more appropriate than any other
institution for meeting the training demands required by a society which is increasingly marked by a capitalist economic dynamic and by an increasingly more controlling and sophisticated administrative bureaucracy. It has proved particularly interesting to ideological-political configurations engaged in spreading and consolidating a
culture that promotes cohesion between individuals from various social groups with
different or even opposed interests and establishes an harmony—or at least an understanding/acceptance of—the social principles and norms that guide the relationships
between the different levels of hierarchies, especially, one based on establishing the
identification of the civilization principles from the bottom to the top of society.
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The emergence and generalization of the secular school across Europe was related to
commercial growth, with the development of cities, with the increase in bourgeoisie
and with their capacity to impose themselves as a social and political force. It was
increasingly more important in the British Parliament, in the General States of France,
in the government of various Italian cities and other prosperous regions of Europe,
owing its success in action, realising that it had to be dynamic, that it had to adapt to
the circumstances present, that it had to be organized, that it could only be successful
if it was intellectually and socially competent. However, the entire bourgeoisie did
not equally share the success. Since the last centuries of the Middle Ages that there
were great businessmen alongside small businessmen and artisans. The first, needing
to mark their political importance and show their socio-cultural consistence, tried to
obtain a classic education, of intellectual sophistication; the second tried to obtain a
more technical education, that is, more directed to the exercise of their professional
activity. For most of these it was enough to learn to read, write and calculate, fundamental competencies that the liberal governments of the nineteenth and twentieth
centuries tried to make available to the whole population.
It is important to remember that this schooling development also benefited from a set
of discoveries and inventions that accumulated from the end of the Middle Ages and
gained importance in the following eras. In spite of being today in an era of great
technological revolution, it is still not difficult to recognise the importance of the
discovery in the 13th century, of the process of manufacturing paper as well as the
invention of the printing press. With the printing press, the spreading of knowledge
and education entered a new stage of development. The speed with which it spread
all over Western Europe shows the cultural relevance it had. Simultaneously an interest on the study of mathematics grew that, although connected with the development
of commerce, was certainly increased by the innovations that occurred in this area.
The introduction of Arabic numbers at the end of the 13th century made the learning
of mathematics and specially the calculating of big numbers much easier. Arithmetic
became more accessible also with the acceptance of the symbol zero. The dissemination of this knowledge was greatly due to the commercial activity but, also as in the
case of the religious texts, it also benefited greatly from the invention of the printing
press. The first printed arithmetic book emerged in 1478, in Trevisco, near Venice,
but others also appeared in northern and central Europe. In Portugal, the first arithmetic book was printed in 1519, and various other editions were made during the
same century.
One of the aspects that reinforced the interest in the adoption of the school was the
growing acceptance of vernacular languages. During the middle ages the educated
man had to speak Latin to be part of the cultural and religious life and to speak vernacular language for day-to-day affairs. Towards the end of the Middle Ages the use
of the vernacular began to gain interest from the church and the secular powers. With
the advent of the Renaissance came classical Latin distancing it further from the
mother tongue. Besides that, the Teutonic people always had a great difficulty in
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learning a language, which was not similar to theirs. Commerce increasingly used the
vernacular. French, which was the language of Royalty, became from the 13th century a language greatly used in commercial activity. In Dutch schools, for example,
vernacular French was taught even before the Reformation. In the 15th and especially
in the 16th century decisive steps were taken in the affirmation of vernacular languages. One of them resulted from the already mentioned advent of the printing press,
especially with the production of the translated Bible and the texts related to the
religious conflict (Elton, 1982); others came with the teaching of catechism, with the
emergence of quality literature giving an incentive to intellectuals to learn to read in
the mother tongue, and with the publication of grammars in the different languages.
In spite of this, Latin remained a very important language, dominating in the world of
education, in philosophy and in diplomacy. In any case it was evident that it began to
lose ground to future national languages, so dear to the popular school that they developed under the protection of the secular power.
These happenings followed a period of intellectual optimism and of trust known as
the Renaissance that we can divide into two tendencies: one scientific and realistic
and the other humanist. The scientific and realistic current did not achieve the desired
development. However we should stress the relevance of the contributions of
Copernicus, defender of the heliocentric conception, after the confirmation by Galileo, Vesalius who made a great contribution to the affirmation of Anatomy, and Bernard
Palissy, the creator of Natural History. The current humanists tried to answer the
problems of society through the reading of authors of Ancient Classics but ended up
by being confined in commitments that conciliated the gospel with the subject of a
Seneca or of a Cicero.
The Renaissance can also be interpreted from the point of view of a geographic order.
Without going into great details, we can differentiate an audacious Italian Renaissance, that emerged in the context of a strong urban development and of political,
social and moral agitation, from a Renaissance of the Northern Europe that was more
conciliatory, that tried to replace the schools of the clergy by secular schools capable
of providing a refined education devoted to the cultivation of the belles-lettres
(Burckhardt, 1983; Holmes, 1984). The former followed the preference for a life of
luxury, or at least, the valuation of an earthly well-being; the second also developed a
sense of liberty and individual responsibility that was no longer affiliated to the Catholic
religious tradition but is based in the knowledge of Antiquity. However, it should be
underlined that the Renaissance was an intellectual and static elitist movement that,
searching for a truth from knowledge inherited from Antiquity or from experience,
was interpreted only by those who were well born.
It was not easy, to explore, examine thoroughly and generalise this Renaissance movement without debilitating the Christian understanding of the world. This difficulty
resulted in humanism conducting itself in rhetoric without moral ideas, a culture of
the common-place translated into an exercise of style. Meanwhile the Reformation
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emerged and the inevitable reaction of the Catholic Church took this culture and
strengthens it. It appeared more adequate to a period that required a return to order, to
the acceptance of hierarchy, to the affirmation of the truths transmitted by powerful
institutions. If in a first instance, the Reformation, influenced by Humanism, appeared to promise a way of liberty and enlightenment it soon fell in a scholasticism
that emerged from the beliefs imposed by Luther and Calvin. In fact, these first great
leaders had defended the right of the individual to his own religious opinions, starting
from the individual’s interpretation of the Scriptures, but, the interest in normality,
the revulsion from heresy, the alliance between the Church and the State were responsible for determining a different route (Braudel, 1989). The result was a defence
of the persecution of all those who differed from Church and State, a non-acceptance
of scientific ideas that contradicted the Scriptures, the school curriculum being altered to correspond to the ideas that they claimed to instil.
It is true that the Reformation was favourable to a popular education, but that is partly
owed to the geographic and economic context in which it emerged. Besides corresponding to the necessities inherent to the more developed societies, it was also presented as a type of religious education. However, the socially accepted education was
that in the Latin schools. The concern with eloquence led to emphasis on the teaching
of classical literature and, above all, of Latin. The role model to follow was Cicero.
The young people attending the Latin schools ought to learn his words and his expressions; they should learn to speak Latin with the fluency and the elegance of the
great classical writer.
On the Catholic side, the role model was the pedagogy of the Jesuits. They, better
than anyone else, knew how to interpret the anxieties of a modern nobility and of a
bourgeoisie anxious of recognition: understanding that only through the control of
the governing classes would they be able to impose a culture and moral in accordance
with the determinations of the Council of Trent, they invested seriously in education,
creating a network of colleges and a pedagogical organizations duly adapted to the
new demands of society (Durkheim, 1995). The ultimate aim was to make the idea of
absolute truth prevail, which obviously served the cause of the Catholic orthodoxy
and royal absolutism. In practice they used pure humanism that only made sense if
the school environment continued separated from the vicissitudes and the passions of
daily life.
The study of ancient languages was not to place the students in contact with the
diversity of thought of Antiquity. On the contrary, it served to immerse them in an
idealized world, full of characters that represented the great values that educators
wished to instil and aimed also to favour the acquisition of linguistic capabilities able
to permit easy performance in society.
Latin was the great language, the language of rigour and of knowledge, therefore, the
distinct language that gave access to the rhetoric, to law, to public functions and to
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political positions. It was also the language of the learned, of those that categorized
and ordered the world, of those who imposed and established order. Latin was the
language of the elite, a language that went back to the past and was learned through
the study of a great number of rules and doing many exercises. It was fundamentally
around Latin that the rhetoric was be developed and both subjects, together with
boarding school, promoted a pedagogical environment that systematically appealed
to the obedience of rules and models, to the invocation of dignified figures and situations, to the domain of the word and of proper behaviours.
As from the moment that the western civilization began to suffer the continuous pressure of transformations and where the certainties of the past and the explanations of
religion were revealed to be fragile, the search for new cultural references ended by
flowing into a less than subservient humanism to Antiquity and to rhetoric and more
favourable to the analysis of ideas. Little by little, the contemporary world was less
concerned in getting justifications and examples in characters and in texts from Antiquity and tried to find support in a rationality that would translate a perception of
change in various domains of the society.
In the 17th century the first traces of future ways were drawn (Delouch, 1993). In the
field of science, the analytical geometry of Descartes and the calculus of Leibniz
revolutionised mathematics, Galileo and, afterwards, Newton, astronomy; numerous
inventions of new instruments such as the telescope, the microscope, the barometer,
contributed greatly to important discoveries, medicine was confronted with Harvey’s
discovery of the circulation of the blood together with other discoveries which were
not so visible. Philosophy became dominated by the rationalism of Descartes but the
development of empirics raised discussions about the scientific method that has a
serious effect on pedagogical thought.
The belief in the value of education led more progressive and militant sectors of the
society to invest in popular education. That was more evident in the majority of the
countries in Northern Europe where the principle of religious tolerance was accepted,
giving the opportunity to minority evangelical groups and others to present education
in a charitable perspective. The Calvinists, as a consequence of the synod of Dort
(1618–1619) placed their hopes in education as a manner of promoting religious
education. The resolutions of the synod established a religious education in the home,
in the churches and in the school, insisting that the latter be created in villages and
hamlets. But various personalities and institutions were involved in that popular education, and there were regions in Holland and Germany where this education was
declared compulsory.
Although stronger in the Protestant part of Europe, the interest in popular instruction
also existed in Catholic regions. The most consistent movement was led by the Brothers
of the Christian School. This order started by St. John Baptist of La Salle, in 1684,
provided free elementary education to poor children. The curriculum included read-
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ing, writing and arithmetic as well as the teaching of good manners, the catechism
and religious practices. This order increased gradually, spreading over other parts of
Europe and was a great contribution to the education of hundreds of thousands of
students. In general, the movement for the popular education was basically organised
by Christian charity. But it was not only the wish to contribute to the improvement of
instrumental competencies that was present in this idea of charity; it was also the will
to save the children of the miserable people corrupted by immorality, by ignorance,
by lack of discipline, by sinful and pagan practices. The fundamental idea was to
teach the children of the people mercy, obedience, and the principles of the Christian
doctrine and to prepare them for a social and professional life within the family tradition.
For reasons of religious, economic and national interests, the Protestant regions of
Europe had a more generalised education than the Catholic regions. In Prussia, the
years immediately following the defeat of Napoleon witnessed a reformation movement that also had important pedagogical consequences. Under the influence of intellectuals such as Stein, Humboldt, and Fichte there was an attempt to regenerate the
soul of the nation by starting an education system aimed at all children (Luzuriaga,
1985). This was the beginning of public elementary education, free for all children
between the ages of 6 and 14, inspired by Pestallozzi´s pedagogical system that was
responsible for the disappearance of illiteracy in a short span of years. It was not long
before the more democratic ideals suffered attacks from reaction following the Congress of Vienna. Now, more than just regenerating society, the concern for organising
an education that teaches the people loyalty to an established order gains importance,
valuing religious, nationalist and military ideals. In the beginning of the 1830s, it was
perfectly clear that elementary education was not the same for all. Until after the First
World War and the establishment of the German Republic, the majority of children
attended the Volksschulen, but the children of the leaders were taught in preparatory
schools and then progressed to secondary education (Gomes, 1984). These preparatory schools had a different curriculum to the elementary schools, which made it
difficult for those who came from elementary schools to go to secondary education.
In the German secondary education the Gymnasium gains respite, a classic institution
that has, as fundamental basis of its curriculum, Latin, Greek, and Mathematics. This
was the school chosen by those who wanted to carry on to the university and or enter
the socially more valued professions. However the scientific and technological
progresses felt in Germany pressed for changes that forced minor adjustments in the
Gymnasium and above all the creation or development of new types of schools that
became the target of controversy and disdain. However, the Oberrealschulen offered
an education opportunity more adequate for those who intended to follow more technical or commercial higher professions, and the Realgymnasium, an institution offering a modern scientific course, gained importance in the last decades of the 19th century.
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In the Scandinavian countries, Norway, Sweden, Finland and Denmark, Lutheran
doctrines and educational policies similar to the ones developing in Germany were
followed. In the 18th century they had already experienced efforts of the expansion in
elementary education (Johansson, 1977). During the whole of the 19th century, Finland experienced the development of one of the best systems of elementary education
in Europe. Denmark was concerned with the raising of the education of the workers
through the secondary education. In general the Northern peoples proceeded much
earlier, and with more conviction, to popular education and proved to be more capable of meeting the educational needs required by scientific and technological progress.
In France, like in most of the Catholic countries, the educational panorama in the
second half of the 18th century was very distressing. In secondary education, with the
expulsion of the Jesuits, in 1764 (in Portugal this happened in 1759) great confusion
arose. The state was not able to organise an education system that corresponded to the
rationalist ideology of lights. France, in spite of being better than the countries of the
Iberian Peninsula and the Southern regions of Europe, in general, did not achieve 10
percent of the children between the ages of 7 and 16 years attending school. The
majority of the population lived in rural areas where there were few facilities for
education. But this reality did not cause a scandal among the many intellectuals of the
time (Goubert, 1969). In any case, the tendency for the secularization of education
and for the establishment of a free elementary school was strongly marked in the
demands at the time of the Revolution. The Constitution of the Republic in 1791,
established a system of public education, common and free for all citizens, to provide
the knowledge necessary for all men. The generous statement of this document was
no more than a revolutionary intention, for many decades.
Until the 1830s French elementary education was totally out of control. The Parliament, in 1833, decided to take measures but these were not very daring: It made
compulsory one elementary school for every community but these were not free. It
was evident that the elementary school was not supported as an instrument of emancipating the people. Because the elementary education was necessary for the functioning of a modern society, measures were taken for it to be limited to providing
socially useful education. In that sense, religion once again gained importance and
appeared in the school curriculum (Rèmond, 1989). Only as a result of the policies of
the Third Republic did the situation change greatly. A law in 1882 determined that the
attendance for all children between the ages of 6 and 13 was compulsory, although
they could leave school at 11 if they passed an exam.
The late adherence of France to compulsory education and the strong link between
the elementary education and the church reveals that the French bourgeoisie wanted
the people subdued to the ruling of the Catholic orthodoxy. Curiously, the bourgeoisie appeared to want to demand for itself the right to free philosophical discussion
under the illusion that its interests would keep children away from subversive theories (Prost, 1968). In reality, the secondary education seemed to provide a solid clas-
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sic knowledge inspired by a conservative liberalism, with the aim of preparing those
who would later become leaders. The measures taken in the political context of the
Third Republic aimed to meet the new needs of a bourgeois society increasingly
marked by technological development and scientific progresses. The changes in the
elementary education should be understood in this context, as well as the concern
with professional training and the modernisation of the secondary education (Léon,
1977). However, in spite of the increased openness of secondary education to the
teaching of science and modern languages, it was the classical studies that were important in the access to University and to the principal administrative posts.
In Britain, the education situation had particular characteristics but ended in a similar
understanding of the final purpose of education. Although it was not exclusive to
Britain, there is no doubt that it was there that charitable education developed. We
can even say that, during the 18th century, the effort in spreading education was limited to the will of individuals or societies committed to making available, to the people, the education they believed adequate for the needs of society and the social position of each individual. Among various initiatives we can distinguish the dame schools,
for poor children who had to work during the week, pre-primary schools, which aimed
at educating the children of those parents who worked in factories, and the factory
school, which taught the apprentices during part of the working hours. In the beginning of the 19th century it was already evident that the charitable and philanthropic
activity was not able to respond to the anxieties and the necessities that emerged, in a
society that registered fast economic and industrial development (Wardle, 1970). The
liberals tried a movement aimed at the establishment of a general free education, but
it was not successful until the beginning of the 1830s, due to the opposition by the
Tories, who feared that this might make the workers unruly. In spite of small progress
in the following decades in the direction of the state taking part in the institution of
state schools, it was only when the Liberal party got into power in 1870 that the basis
for a general elementary education was in place (Aldrich, 1982).
While the progress for a general education advanced very slowly, secondary education continued linked to the ideals of a classic humanism promoted by the ‘public
schools’ (fee-paying secondary schools). In the second half of the century, a commission instituted a small modernisation of the curriculum, by introducing science, the
social studies and modern languages but the teaching of the public schools continued
to give great importance to the classical component. As we can easily see, this secondary education is more suited to educating the classes leading the country. In reality the issue here is the social distinction through cultural dignity, the common concern amongst the elements of the upper classes of the Western European countries.
We have reached a time when the societies of the different countries of Western Europe were arranged in accordance with a lay rationality based on a positivist science,
the freedom of thought, the capacity of achievement, and the idea of progress. We
arrive at the transition from the 19th to the 20th century; the bourgeoisie sustained, and
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participated in, power but hesitated between the culture of the past and the dynamics
imposed by progress. The bourgeoisie knew, by their own experience, that nothing
was definite or uniform. But it also knew that the bourgeois society needed order and
stability and that diverging interests could ruin this. It needed therefore, to be well
informed to act in conformity with the moment. It needed above all to dominate the
knowledge that assured the administration of the power. It knew that competence was
the key quality of success.
School has fundamentally been an institution dear to the bourgeoisie. This does not
mean that it was not useful to other social forces and that it has not served interests
contrary to those of the bourgeoisie. In any case, the bourgeois society cannot do
without the school and the latter has been, very often, a measure of bourgeois civilization. It is true that during the Middle Ages, a good part of Western Europe had only
known the school associated with the church, which used it to educate the clergy. But
the church used the school less as a religion-spreading instrument and more as a
training entity for the positions of the administration of power. We underline that the
church was a complex organization and needed to train people with diverse competencies. On the other hand, since the church had a set of well-educated human resources, it was natural to use these in education and in their schools that were aimed
at the lay population. The school was the place where the interests of the bourgeoisie
and those of Christianity existed side by side. Therefore, when I say that the school is
an institution involved in the development of the bourgeoisie I merely want to relate
the development of schooling with the economic growth and the increase of the bourgeoisie population and highlight the consequences that this had in the building of
Western rationality.
As is evident, the church was for many centuries a powerful instrument of cultural
uniformity. However if economic development had not been energised by the increased commercial activity, today we would certainly have a different belief. Even
the interpretation of Christianity would not have been the same. The concentration of
bourgeoisie in the urban centres and the nature of their activity make the creation of
lay schools in the cities necessary, for new and more sophisticated relations of power,
for the necessity of new administrators, for the development of the universities and of
knowledge. Without the increase of commercial exchange and international commerce it would not have been easy to develop the creative splendour that gave origin
to the Renaissance and Humanism. It would be the dynamic and disciplined bourgeoisie with interest in a new moral order that contributed to the consolidation of the
Reformation.
It is in this growing bourgeois world that the political, philosophical and scientific
thought has become autonomous from the religious thought. Starting from the moment that the Western civilization begins to experience the continuous pressure of the
transformations and where the certainties of the past and the religious explanations
reveal themselves to be fragile, the search for new cultural references ends in ration-
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ality more favourable to the analysis of ideas. The beginning of this tendency can be
observed in the Encyclopaedists, and in proposals and plans of educative reforms that
were published during the 18th century. It is however from the next century, in spite of
contradictions, advances, and reversals of the process, that the conditions develop for
a better acceptance of the ideas that will serve a progressive ideology, characterised
for opposing dogma and the fatalism of religion, and for presupposing a trust in nature and in human capacities. We see for example how liberalism, in politics and
economics, promoted the idea that the individual does not have to be defined by the
social condition of the family he was born into, but by his will and capacity as an
individual.
But all this happened in a much slower way than the intellectual proposals make us
believe. We saw, that in the majority of Western Europe countries, during the 19th
century, a school organisation was maintained that treated children who came from
distinct social groups differently. For the children of the working class received elementary education if that, while the rich attended secondary education. The situation gets worse when we speak of girls. Even in the 19th century, as pointed out by
Prost, the majority of the principal school rules were made for boys. It is therefore not
strange that the majority of students were boys. Only during the 20th century did the
obstacles that hindered the access of girls to education decrease.
If we ignore some proposals from the progressive intellectual sector, and some revolutionary rhetoric, we see that there was no wish to promote equality in the access to
education. Appealing, often, to individual freedom and a restrictive pragmatism, in
the best case, the opportunity was given to attend a nearby elementary school. Even
in countries that proclaimed compulsory school attendance, there were many problems to prevent its actualisation. In the Northern European countries the children of
the working classes had a greater access to school, but that did not prevent them
being subject to an education that only aimed to give them the instrumental knowledge adequate for the economic condition of the family, and a moral and social training adapted to the order in force. If in the feudal or aristocratic societies, a person
would see his condition defined by the blood of his progenitors; in the liberal bourgeois societies it was legitimated by schooling. Anyway luck came with birth.
In spite of all the progress made in European Education during the 20th century that
have improved both the material conditions of the schools as well as the relational
quality of the pedagogic act, it is not difficult to discover hypocrisy similar to the one
of the centuries that tried to define the social condition of each individual through the
school imposed on him by the family situation.
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Neothemi, Helsinki Conference Workshop:
“Ordinary People, City and
Cultural Heritage”
Anne Gallivan
Mercy Secondary School, Ireland

Maria Peluso
Istituto Tecnico per il Turismo di Stato “Livia Bottardi”, Rome, Italy

The aim of the workshop was to help and encourage people to become involved in a
Comenius1 project on the theme of Culture and Heritage by utilising the material in
the Neothemi Virtual Museum as a practical resource in terms of subject matter and
ICT.
A slide show, based on the Italian pavilion City Images, was prepared by the team in
Italy and when combined with images from Ordinary People gave a brief overview of
the Theme and Content of the two websites.
The Italian slide show presented a flow of images aiming at conveying to the audience the
feeling of the city as representing the cultural identity of the past as well as of the contemporary
world. At the same time it was meant to create a link between the “ reality” of the existing works
of art and the “virtuality” of the website contents in a mutual exchange of cultural values to be
widespread. Beside the images, some verbal suggestions were proposed as a further stimulus to
arouse the right mood in the audience involvement:“ The towns where we live reflect our identity and their current aspect is deeply rooted in the old times”, “The Italian historical towns are
the passports to have access to our cultural heritage”, “History and present times are linked
together in buildings, sites, spaces…where we live, walk, work every day.”

A connection was made between the Irish theme “Ordinary People” and two subthemes in the Italy pavilion; Knowledge and Spirituality. In the Irish context Beehive
Huts were the living quarters of monks within a monastic site, which were centres of
learning and spirituality. They date back to the coming of Christianity. And then there
is the world renowned Ardagh Chalice with its knot-work decoration which used to
concentrate the workers’ mind on God. The entrances to Churches, represented for
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instance by the Romanesque door of Clonfert with its dog tooth decoration, were
another type of image used to reinforce a link.
To encourage maximum participation people were then
asked to form small groups ensuring that different countries could be represented and after initial introductions
were made a spokesperson was appointed. They were provided with a worksheet, reproduced below, to help them
in their discussion and planning, and very soon a number
of subjects emerged and were identified as possible themes
for future Comenius1 applications.

Ordinary People, City and Cultural Heritage
Activity 1
Choose one of the themes and make up a title for your imaginary project (time: 5’)

.....................................................................................
Activity 2
According to your choice, fill in the following table listing three aims and three outcomes for your imaginary project. (time: 15’)
AIMS

OUTCOMES

1

2

3

The imaginary projects the different groups produced were all related to Living Traditions, Young People and their way of life, How to educate ordinary people to have
Respect for Nature, and Home to be viewed as a Meaningful Place for People. It was
a very interesting experience as the participants were highly motivated and responded
with great energy and enthusiasm to the tasks.
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THE IRISH PAVILION:
“Ordinary People”
Anne M. Gallivan, Tom Gallivan
One of the very interesting features of the Helsinki Conference for us was the preparation and the final selection of suitable objects to put on display at the Market Place
so as to merge the real with the virtual. The Conference is an important real event to
promote the network, to make contacts and to motivate people towards selecting
Comenius1 projects based on Culture and Heritage. The work of Neothemi is dedicated on one level to creating a new concept of a Museum, one that is accessible to
people all over the globe using ICT. This conference was an opportunity for us as a
partner to combine both elements in a public international forum now that our website
is up and running. The idea was to present our country, its culture and heritage along
with practical expressions of our involvement in Comenius from 1 to 3 and to demonstrate the current state of our website. In our Ordinary People Space at the market
place, apart from brochures containing scenic views we had copies of “Ireland in
brief” (a booklet which provides a general overview of Ireland’s political, economic
and cultural life). A current poster of Siamsa Tire, the National Folk Theatre of Ireland based in Tralee, and its programme is a reminder of the work being done at
Siamsa to preserve and present age-old customs and traditions (from Seasonal festivals to songs and stories) in a theatrical context.
There was some information also on an interesting exhibition mounted by Kerry
County Museum called Antartica. It is the story of what confronted the explorers of
the coldest highest and windiest continent on Earth, (Antartica) Scott, Amundsden
and Shackleton as seen through the eyes of the Kerry-born hero Tom Crean who
accompanied them.
Knowledge, skills traditions have survived because in many cases ordinary people
took the time and effort to preserve them and pass them on to future generations. ICT
will enhance and facilitate this process.
We were very fortunate to have some actual samples of handcrafts. These crafts are
now continued and promoted by a relatively small number of dedicated and skilled
people. The overall selection of exhibits on our part was intended to reflect and be in
keeping with the theory behind our original selection of the icons for the pavilion.
Visitors to our space in the Market were able to relate to and compare these items
with similar handcraft traditions in their own country some of which are in danger of
becoming extinct.
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The Harp is the symbol, which appears on all official documents. We displayed a
sample of it worked in Carrickmacross Lace. There was also a sample of the actual
stitches, which are used for teaching purposes. These form the basis of this very
delicate artistic work and are of interest to anyone who wants to learn and preserve
the craft and pass it on to future generations. An Irish dance costume, which is worn
for exhibition and competition purposes, demonstrates the intricate Celtic designs
which make these costumes so colourful and distinctive. Celtic Art and Irish Dance
are an integral part of our culture and heritage. A glass bottle covered in basket work
with rushes grown in the locality was another item.
A Feadog or tin whistle was a reminder of our history of music. This humble instrument can be mastered by anyone with a desire to play music.
We had a Video and CD Rom which record our present Comenius1 project activities
and demonstrate how they are being integrated with the Network.” Facts about Ireland” is a CD Rom produced by the Department of Foreign Affairs. It is both a guide
to all aspects of modern Ireland and a reflection on the path she has followed to get
there. The Gaelic Language, the official language of our country, was also in evidence.
www.neothemi-ireland.com represented The Virtual; The laptop provided by the
University for the use of each National pavilion enabled us to demonstrate our website.
It is now at an advanced stage. Visitors were free to navigate and comment and discuss. Most of the links are now active and we have almost completed the first stage of
the work, that of Cooperation. The next stage is Collaboration and we will be exploring various means of interaction between the themes and pavilions and the target
audience as specified.
The Irish web site is designed to illustrate the development of Irish art and culture
and the continental influences, which have led us to what we are today. As with all so
called ethnic cultures these are in fact an amalgam of many different influences which
are initially imposed on a people but in the course of time are assimilated. The
“best / most liked“ of the new will be absorbed and combined with the “old“ to create what can
become a“”STYLE“. All cultures go through this process and it is the Ordinary people who
(some times painfully and painstakingly) have to undergo the assimilation.

The old saying that “there is nothing new under the Sun“ is a very true one. Any of
the objects or stories you will see or hear on this site whether old or new will have a
similarity with those of most of our European neighbours, (and through out the Globe),
its just that we all put our ”own TWIST“ to them.
The 5 main Icons therefore represent the main influences on the Irish psyche, and
could just as easily represent any of our neighbours.

228

PART IV

Anne M. Gallivan and Tom Gallivan

1. The decorated Kerbstone of New Grange (10,000 bc.–2,000bc.), which on the
22nd of December will welcome the Rising Sun on the Solstice.
2. Cathair Geal Stone fort (2,000 bc.– 600 ad. Bronze / Iron ages) would be recognised as it is, in parts of South Africa and South America from its building techniques.
3. Bronze decorated broach (Late Bronze / Iron age 500bc. / 600ad.) illustrates the
development of metalworking and its decoration, and the influences on it from the
East to the West.
4. The Scripture Crosses with their carved Relief stories from the Bible which can
be seen on most of the Religious buildings of Europe (in their many styles) and
their essential visual Christian message.
5. Carraig a Foile castle sees the European influence of Political, Religious, and
Building “STYLE“ which was brought in by the Normans (France) and as usual
adopted by the native Irish. We, the modern generation are still influenced by this,
but “rotha mor an tsaoil“ the big wheel of life keeps turning so who or what is to
come?
6. The reconstruction of the Famine ship the Jeannie Johnston represents the beginnings of the modern age, when the Irish had to emigrate or die. This, for many
countries is still an unwanted necessity and the recent successful Jeannie voyage
to the “Americas“ in memory “of our own” completes the LINKS.
“We are only as different as we think we are and there the similarities end“

The layout of the site is visual i.e. all the links to each of the above sections are
images which have been buttonized and hopefully give an indication of what is covered in each of the sections. These are placed on the Left pane while the relevant
pages appear to the Right. Each of the Right hand pages have links to the information
relevant to that particular period and follow sequentially, leaving the main links visible, to allow the visitors the option to move on to the next section when they choose.
Gif animations are used to illustrate each page and are timed so as to enable the
browser to view each image without having to scroll. Each GIF is placed, hopefully
within view of all of the written information so that they can be referred to with ease.
The Webrary / Links page, is linked to neothemi.net where all of the other web sites
will be LINKED and included here are some of the relevant Irish web sites which
deal with the subject matter, e.g. Doras, the National Archives etc. Again each of
these Links is visual and buttonized.
Sincere thanks to the organising Team in Helsinki for their warm welcome and for
the facilities, which they made available to us. Go raibh mile maith agaibh go leir.
Some websites:

www.foreignaffairs.gov.ie
www.siamsatire.com
www.heritageireland.ie
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THE ITALIAN PAVILION
“CITY IMAGES”

Maria Peluso
Following the guidelines of the Neothemi project, which is meant to deal with the
general concept of cultural heritage, Italy has developed its pavilion around the wide
thematic area named “City images”.
The people involved in the project are teachers and students from three different
Secondary High Schools located in Rome (Istituto Tecnico per il Turismo “Livia
Bottardi”), Naples (Istituto Tecnico Industriale “VII”) and Piacenza (Istituto Tecnico
per Geometri “Alessio Tramello”). At the beginning of the project all the three institutions agreed on the contents to be developed in the Italian website and the title
given to it, namely, “City images” was selected, among all the possibilities, for the
historical, cultural and artistic tradition which seems to convey best the identity of
our Country within the broader idea of Cultural Heritage.
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These “City images” are organized around subtopics that are considered relevant
aspects linked to the birth, the growth and the life of a city specified by the following
subdivision:

Squares and bridges, city planning, green areas, spirituality, knowledge,
leadership, leisure
The theme of the “city” has been chosen due to the consideration that most Comenius
1 and/or Socrates projects, realized in the past years, dealt specifically with cultural,
artistic and touristic features of the countries involved, and this demonstrates a common European interpretation of “Cultural heritage” as well as a strong interest in
national civilization.
The pavilion displays an exhibition of “cultural icons” such as pictures, paintings,
literary extracts, videos and sounds all related to the above “city images”. By clicking
on these “images”, the Internet user finds a short descriptive text, which also provides further meaningful links, which enable visitors to find information according to
their own interests.
The three Italian schools together have regularly tried to harmonise didactic approaches, methodology and content. As a result of this cooperation, Italian students,
supervised by their teachers, have produced materials that, though inspired by the
real and concrete world around them, fulfil the aim of the creation of a virtual museum to widespread the “Italian cultural heritage” in order to approach a wider audience.
The themes develop a series of aspects that range from the Roman to the medieval
and the Renaissance city in all its different components, following a hypertextual
pattern that allows the users to gather a wide choice of useful information about the
Italian culture and civilization.
Finally, it is worth mentioning that our website also contains a link to a Culture 2000
European project “In-visible Out-skirt”, which gives a further insight into the contemporary digital and cyber arts as perceived and lived in the city outskirts, a reality
which is heading to enrich those “city images” belonging to the past but that need
continuous development, a “new dress” for city images, in order for them to survive
in the new millennium and to fully adapt themselves to its contemporary views.
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Neothemi, Helsinki Conference Workshop:
The Changing World of Work
Sean Neill
University of Warwick, UK

Rainer Blasius
Media Centre of Kaiserslautern, Germany

Csaba Bánfalvy
Eöstvös Lórand University, Hungary

This presentation looked at themes in the three national pavilions, which address the
way in which work has changed in recent years, due to:
Changes from manufacturing etc. to leisure industries;
The effects of political changes;
Changes in accepted gender roles.
Changes in technology, especially IT, which allows work to be both performed and
studied from remote locations.
The session started, after a ‘session icebreaker’ to raise the issue of how historic
working machines have become tourist attractions, with specific examples of how
working settings and conditions have changed, from the UK and German pavilions,
before proceeding to a more analytical overview from the Hungarian pavilion and a
discussion of issues raised by the session. This discussion was only reasonably successful; the range of complex issues raised by the presentation content, combined
with the natural hesitancy of a multinational audience faced with commenting in
English which was in most cases a second language, combined to inhibit the development of a fluent discussion in the limited time available, though many members of
the audience continued their discussions in the following break. A prompt sheet, as
used in the Irish / Italian session, would have been valuable.
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The ‘session icebreaker’ was pictures of the icebreaker S/S Suur Tõll, built in 1914
representing the heroic age in which men overcame the forces of nature in the form of
ice, though the power of fire and steam, now changed to an important tourist attraction in Tallinn, as the most formidable preserved steam icebreaker in the world.
The presentation then considered concrete examples of the way in which the world of
work has changed to fit new technologies and environments, starting with three UK
themes; ‘History on the Canals’, represented in the Market Place by the book A Canal
People, looking at aspects of the world of work together with Birth of the Titanic; the
linked ‘Pixelated tapestry /Sent from Coventry’ themes, on the ribbon trade; and the
‘Equality at Work’ theme looking at how traditional work roles have changed in recent years.
We then looked at the German theme “Kammgarnspinnerei Kaiserslautern PLC”,
which has many parallels with ‘History on the Canals’. “From nature to nature” is the
appropriate expression to describe what happened with this area during the last 150
years.
A more analytical approach was via the Hungarian Pavilion, on the Culture Of
Work:
Culture and Work.
The Variety of Work Concepts
The Forms of Work.
The Products of Work.
The Social Division of Work.
The Regulation of Work.

The U.K. Pavilion: “Symbols of citizenship”
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THE U.K. PAVILION:
“Symbols of Citizenship”
Sean Neill
The rationale behind the design of the U.K. pavilion themes is given in fuller detail in
‘The past is a foreign country—they do things differently there’ (in this volume). As
explained in that paper, the themes are designed to allow multiple paths within and
between themes, to persuade users to make new connections between ideas and question their taken-for-granted ideas. Fuller details of some themes are given in Neill
(2002) and ‘The past is a foreign country—they do things differently there’ (in the
Introduction section of this volume). The themes are divided into two groups: those
which relate to the UK pavilion topic ‘Symbols of Citizenship’, and those which
relate to the topics of other national pavilions.

Themes related to the topic ‘Symbols of Citizenship’
Democracy
This theme is based on work done by Peter Lang at the University of Warwick on
circle time, working with schools in England and Portugal. The theme has two strands;
one for students, which looks at issues which can be discussed during circle time, and
one for teachers, which looks at how circle time can be organised effectively to ensure all children participate. It links to the Equality at Work, Reconciliation Respecting Diversity and The Hunt themes, as examples of controversial areas to debate.

Equality at work
This theme is completed, and is based on work done at the Centre for Education and
Industry at the University of Warwick. It is intended for secondary students and has
three strands, all related to gender equality at work and increasing the opportunities
for non-gender-stereotyped jobs. The strands are:
‘Family Outing’—a game where users have to use cues to match family members to
their jobs;
Picture Quiz—users have to decide which sex is appropriate for eight jobs—the answers give personal accounts from eight people who actually do those jobs;
‘Getting Employed, Getting Ahead’—users have to decide how to solve dilemmas
faced by six people in resisting pressures which prevent them getting the jobs or
promotion they want.
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This theme links to the Hungarian pavilion and also to the ‘Sent from Coventry’
theme where gender equality in the ribbon weaving trade was an issue.

Financial awareness
This theme links to the National Westminster Bank ‘Financial Awareness’ website,
which was developed with the Centre for Education and Industry at the University of
Warwick. It links to the Hungarian pavilion.

Globalisation
This theme is based on text and pictures from students at Foxford Community School,
Coventry, who visitedJinan in China with other students from Coventry schools. It is
divided into three strands:
Art—this looks at artistic conventions and symbols in Chinese art, and, through the
symbolism of the dragon, crane and fish, links to Western ideas about the symbolism
of animals in ‘Moonlight Sonata’ (animals as religious symbols) and ‘The Hunt’
and’‘Gothic Tales’ (the fox as loveable rogue and predator)
People (how the Chinese reacted to and welcomed Westerners)
Dance and music (including the ballet of the warrior princess Mulan, which links to
gender equality).

Participation
This theme is based on work done at the Elm Bank Teachers’ Centre, Coventry, on
the Godiva legend. Godiva is the symbol of Coventry; the legend states that she rode
naked through Coventry to persuade her husband to relive the citizens of an unjust
tax, but, though Godiva was a real person, living shortly before the Norman Conquest of 1066, the evidence suggests that the legend is a fabrication (Donoghue 2003).
The theme has two strands:
‘Did Godiva do it?’—an open-ended quiz for elementary children, inviting them to
assess the evidence for whether the legend is true;
How people put themselves out for others nowadays—at present this strand includes
sub-strands on Children in Need (a British charity supporting children) and on conservation work for the Warwickshire Wildlife Trust (linking to the conservation issues in ‘The Hunt’) but further links will be made, including to Warwick Volunteers,
the voluntary work organisation at Warwick University.

Reconciliation
This theme is based on the work done to further reconciliation at Coventry Cathedral;
this has been an important aspect of the Cathedral’s work since the old Cathedral was
bombed in 1940. The theme has extensive cross-links to ‘Moonlight Sonata’ (de-
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scribed below)—the new Cathedral includes numerous artworks related to the theme
of reconciliation. The theme has three strands:
What is reconciliation?
Why are the reconciliation statues at Coventry and Hiroshima?
How did the Cathedral start its work on reconciliation?
The last strand links to the Irish pavilion theme on migration, as conflict places immigrants at risk from the host community.

Respecting diversity
This theme uses students’ writing from the booklet Origins, written by secondary
school students in Coventry. The students who have written for the booklet have been
refugees or asylum-seekers; they reflect on what they have lost and what they have
gained—previous experiences of home, school, friends and neighbours, terrifying
journeys—and what they still have—their beliefs and their cultural heritage. The
theme links to ‘Democracy’, in respect of the issues and ‘Everything’s foreign’ and’‘Me
and school’ in the Norwegian pavilion, and through the dangerous and alarming journeys, to ‘Mr. Fox’.

The Hunt
This theme explores the clash between cultural heritage (fox-hunting has been a major force in shaping the English landscape and the fox is a cultural icon in England as
in other countries) and animal protection. In modern urban England animal protection is a major issue and a majority of urban dwellers are opposed to hunting; the
theme has potential links with other pavilions where national attitudes to animals are
rather different. The theme has a complex interlinking structure; the interlinking strands
are:
Are there conservation benefits from hunting?
Are there economic benefits from hunting?
Does hunting actually control foxes?
Should people be allowed to inflict pain on animals?
Is hunting a civil liberties issue?
The theme links to ‘Moonlight Sonata’ and’‘Globalisation’ through the issue of the
symbolism of animals, and to ‘Gothic Tales’ as the tale of ‘Mr. Fox’ is an allegory of
the hunt.
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Themes related to other national pavilions
Gothic Tales
This theme, which is linked to the Danish pavilion theme on Folk Tales, draws on
work by Dr. Joe Winston of the Institute of Education at Warwick on drama work on
the Gothic Tale of ‘Mr. Fox’. As indicated above, this is an allegory of the hunt,
where the potential victim, Lady Mary, outwits the scheming villain, Mr. Fox. The
theme is illustrated by pictures of Gothic buildings in Coventry, and links to the Lady
Godiva legend, where a real person has been transmuted into a Gothic heroine, and to
‘Respecting Diversity’, where children who have been asylum seekers recount journeys which risked danger and required endurance. The theme, which is intended for
elementary children, has three strands:
The tale of Mr Fox, in an open-ended form where users have to work out their own
resolution;
Prompts for users to write their own Gothic Tale;
Information for teachers, discussing the merits of the ‘closed’ form of the Gothic
Tale, where the constraints of the form enforce creative solutions, suggesting potential drama work with’‘Mr Fox’ and giving the complete version of the tale.

History on the canals
This theme links primarily with the Transport theme in the German pavilion, but also
has links with the Hungarian pavilion (the working world of the canals) and the Finnish pavilions (via ice-breaking, still an important economic issue in Scandinavia).
The English canals became obsolescent as a working transport system in the early
years of the twentieth century, so that many artefacts of the horse-haulage age remain. The theme, which is intended for elementary children, therefore has four strands;
A puzzle strand, where users are asked to interpret the function of structures on the
canal system, which are readily observable in many places in England;
Three strands, radiating from the teacher pages:
A strand explaining the function of the structures in the puzzle strand in relation to
the needs of horse haulage of boats;
A strand looking at the boating life, including the interior decoration of the boats and
the relationship between the boaters and their horses—this strand links to the Hungarian pavilion on the culture of work;
A strand looking at ice-breaking and the canals in winter—this links to modern icebreaking in Finland and other Baltic countries.
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Moonlight Sonata
This theme, which is closely cross-linked with the Reconciliation theme, also links
with the Italian pavilion topic of City Images and the virtual restoration of the
Kaiserslautern synagogue in the German pavilion. The theme takes its name from the
code-name for the raid which destroyed the mediaeval Cathedral and has a complex
structure based on four interlinking strands:
Windows and light—this links, through the great tapestry which serves as an east
window, to the theme ‘Pixelated Tapestry’ and to the French pavilion on textiles;
Angels, suffering and triumph;
Spires and sky;
Trees and the Cross.
The beasts in the tapestry link this theme with ‘Globalisation’, ‘The Hunt’ and’‘History
on the Canals’.

Morris Dancing
This theme links primarily with the Finnish them on Seasonal Celebrations, as dancing was originally closely linked to May Day and Christmas. The theme has two
main strands;
The Morris as a seasonal celebration;
The history and music of the Morris.
The theme also links to the ‘History on Canals’ and’‘Sent from Coventry’ themes
(because the Morris had an important function in relieving poverty, and both these
themes explore the impact of poverty on working life a century ago) and to the
German’‘Jakobsweg’ theme (through the historic pilgrimage to Walsingham in Norfolk, which had links to Morris dancing).

Pixelated tapestry
Sent from Coventry
These two themes are closely interrelated and cross-linked, and it is difficult to convey their structure in a linear text. ‘Pixelated Tapestry’ explores the ways in which
design is transferred to textiles, whether manually, as in the great tapestry of Coventry Cathedral, or mechanically, as in the Jacquard loom, the first automatically controlled machine, which was used in the Coventry ribbon weaving industry, and was
an early precursor of computer displays. ‘Sent from Coventry’ looks at the social
history of the Coventry ribbon weaving industry, and the effects of technology such
as the steam-powered Jacquard loom, which replaced the hand-loom, on the work
autonomy of weavers and economic relations between the sexes. The themes link to
the Hungarian pavilion on the culture of work, the Irish pavilion on Ordinary People,
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and the French pavilion on textiles, and to ‘Moonlight Sonata’ (via the great tapestry), ‘Equality at Work’, and, via the cyclical poverty in the weaving trade, to’‘Morris
Dancing’ and’‘History on the Canals’.
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THE GERMAN PAVILION:
“Through History”
Rainer Blasius
The German pavilion “Through History” includes six sub themes: Agriculture, Times
of War, City Development, Industrial Revolution, Buildings and Transport.
During the first project section we set up the general structure of the national website:
The creation of the different pages, the background, the pictures, writing the texts etc.
In the current stage (summer 2003 to spring 2004) we are adding further information
to the different sub themes.

Some examples of these works:
“Industrial Revolution”—a period at the end of the 19th century which was very
important for the social and political development all over Europe till nowadays. The
world of work has never been static, on the contrary the changes were sometimes
dramatic: for the working people, the cities, the regions, and the enterprises.
For the workshop “Changing World of Work” during the NEOTHEMI conference in
Helsinki, organised by the partners from Great Britain, Hungary and Germany, we
looked for a typical example in the region of Kaiserslautern. We found it in the middle of the town centre: The area of the “The Kammgarnspinnerei Kaiserslautern PLC”,
one of the most important companies in the industrial history of Kaiserslautern.
Its history between 1857 and 1981 shows the rise and the decline of a company,
which was the most important textile factory in Kaiserslautern (and one of the biggest in Germany) and inseparably connected to the town’s history.
Extending our look at the whole industrial area of the Kammgarnspinnerei the’“changes
of the world of work” became become even more dramatically evident. “From nature
to nature” is the appropriate expression to describe what happened with this area
during the last 150 years.
“Agriculture”: The Medienzentrum Kaiserslautern is in countinual contact with the
Mahtra Museum in Mahtra/Estonia. During the project our colleagues from Estonia
finished their work in Estonian. There will be a link from the German part to the
Estonian one. The next step will be the translation into English. (1)
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In the year 1858, a wave of peasant disorders rolled over Northern Estonia. They
were caused by the new law on peasantry that did not relieve the corvée. The peasants
of the Mahtra Estate were so brave that they not only did not let the Russian soldiers’
punitive troops beat them and make them work again, but even called the peasants of
the neighbourhood for help. The gathered forces of 700–800 men, armed with poles
and pitchforks, made the soldiers flee…
The Mahtra War became the symbol of the Estonians’ love of freedom already in
those days. It grew even more significant in the period of National Awakening and
especially when the novel “The Mahtra War” by Eduard Vilde came out.
The Mahtra Museum today is not merely the museum of the Mahtra War. It is the
central museum of Rapla County, the preserver and co-operational partner of the
historical and cultural heritage.
“Times of War”: Burning of Books in Germany 1933
In March/April 2003 the Medienzentrum Kaiserslautern, the public library and the
adult education program organised an exhibition about this dark chapter in the German history.
On the 10th of May 1933 books were burned in Germany—systematically and preplanned. The pyres, burning in many German towns, were set up by students, professors and the National Socialist authorities. They destroyed an important and large
part of the German culture. Accompanied by so called “fire sayings”, in which some
few authors were named, the books had been thrown into the fire. (2)
And what happened in Kaiserslautern? Burning of Books in the Schillerplace!
On the 25th of March 1933, so before the official burning of books throughout Germany (March 10th), the NSDAP invited people to a cultural event:”“German culture
and education”. At the end the 7 copies of Erich Maria Remarques’’Nothing New in
the West in the public library were burned solemnly and in public in the Schillerplace.
Seven copies seems to be absurd, but you should consider it happened 14 days before
the ”Action against the un-German spirit“ started in the universities.
Reports in the newspapers NSZ Rheinfront and Pfälzische Presse agreed that the
public library was closed afterwards for clearing. This happened also already in March!
(3)
“Industrial Revolution”/”Buildings”: At the beginning of 2003 the Theodor-ZinkMuseum in Kaiserslautern presented a very interesting exhibition:”“Die Gründerjahre”
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The period of industrial expansion in Germany from 1871 on is called
the”“Gründerjahre”. Strictly speaking the period between 1871 (end of the GermanFrench War) and 1873, in the broader sense it describes the decades following the
establishment of the German Reich.
The end of the war 1871 brought immense French war payments of compensation
(five billion French francs plus interest) and the cession of the Alsace and Lorraine to
Germany. It was the time of an enormous economic upswing, an enormous building
activity.
The fact that the population in Kaiserslautern quadrupled from 1860 to 1900 (from
approximately 11 000 to more than 48 000 inhabitants), shows the large effects of
industrialization in the western Palatinate. With the opening of the “Ludwig railway
line” 1848 goods could be transported easily; new markets opened up.
In the German pavilion we will show buildings in Kaiserslautern representing this
important period.
“Buildings”:
• A former Comenius 1 project by the Eleonoren-Gymnasium of Worms in Germany will be published in this part of the German pavilion. In the frame of the
project theme “Cathedrals—witness of European Culture” the cathedral of Worms
was subject-content in all school subjects: history, German language, foreign languages, mathematics, music, art, biology etc. The project is displayed in the website
of the Eleonoren-Gymnasium Worms (4).
• Another type of building will be published in the next few weeks, too. As the
result of the relationships to Estonia we will present an old school in Jalase/Estonia: its history, pictures from the outside and the inside.
We intend to finish these works in February 2004 to start the next step of our project
work: setting up the links between the different national pavilions to form the network.

The Kammgarnspinnerei Kaiserslautern PLC
A part of the industrial history of Kaiserslautern
In the German pavilion “Through History” visitors can find different sub themes.
One is “Industrial Revolution”—a period at the end of the 19th century which was
very important for the social and political development all over Europe till nowadays. The world of work has never been static, on the contrary the changes became
sometimes dramatic: for the working people, the cities, the regions, the enterprises.
For the workshop “Changing World of Work” during the NEOTHEMI conference in
Helsinki, organised by the partners from Great Britain, Hungary and Germany, we
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looked for a typical example in the region of Kaiserslautern. We found it in the middle of the town centre: The area of the “The Kammgarnspinnerei Kaiserslautern PLC”,
one of the most important companies in the industrial history of Kaiserslautern.
Its history between 1857 and 1981 shows the rise and the decline of a company which
was the most important textile factory in Kaiserslautern (and one of the biggest in
Germany) and inseperably connected to its history.
Extending the look at the whole industrial area of the Kammgarnspinnerei the “changes
of the world of work became” become even more dramatically evident. “From nature
to nature” is the appropriate expression to describe what happened with this area
during the last 150 years.
Before the Kammgarnspinnerei was founded in 1857 you could find the Ohlig mill
and the river Lauter flew still on the surface. With the rise of the company the Lauter
was banned into the underground, the area became more and more sealed. After the
decline in the eighties of the last century the company site was used by the US-troops,
by the University of Applied Sciences Rhineland-Palatinate, the former power station and the casino were bought by the Kaiserslautern municipality to be used as a
cultural centre. The power station is the eldest thermal, i.e. steam running power
station in Germany whose fittings is completely conserved. Other buildings got to
ruin and the site became more and more a development area.
Kaiserslautern took advantage of the first garden festival in Rhineland-Palatinate in
2000 for a complete redevelopment of the site and for creating a recreation area in the
city centre. All settled firms had to leave and more than 300.000 EURO had been
invested. The success of the garden festival was so great that the garden festival was
continued in the following years. Almost 700 000 visitors come each year to visit the
area.
So history happens again: Originally a natural ground, it was cleared and dried to
found a factory which became one of the most important in Germany. After the decline and the ruin of the buildings the ground was given back to the nature…and to
the people.
In this case the changes in the world of work found a good end.

References
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THE HUNGARIAN PAVILION:
“The Culture of Work”
Csaba Bánfalvy
Virtual museums are especially useful for those who are not able to visit the sites
personally. Socially disadvantaged or handicapped pupils in schools and those without appropriate finance for travelling can profit from virtual museums enormously.
One of the special interests of these people is how “Europe works”: what forms of
work can be found in different countries; how work is perceived and performed in
different regions of the continent; how the ordinary citizens of Europe are integral
parts of a European division of labour; and how people participate in work and migrate between labour markets in a united Europe.
Work is as much an organic part of Culture as other territories of “high culture”
(literature, arts, fashion etc.). It is directly related to the everyday life of all of us so it
is an issue of interest on its own right, by its own social nature.
The interactive presentation of the culture of work in Europe is not only enjoyable
intellectually but useful in practical terms as well. It serves the interest of learners
and it is useful material for educators too.
In the first six sections we describe what we mean by the culture of work. These
chapters are as follows:
Culture and work
The variety of work concepts
The forms of work
The products of work
The social division of work
The regulation of work
The last chapter (Gallery) is a collection of photos of traditional crafts. The source of
this illustrative material is the Archive of the Herman Otto Museum (Miskolc).
Culture is the sum of knowledge, values, skills and behavioural patterns in society.
When we mention the word “culture” most people often think about “high culture”,
science and art exclusively. However, all the components of culture occur in work
too. More than that, the culture of work is closely related to everyday life and to the
life of all the people. Work—in the broadest sense—is a type of social activity meeting human needs. While work is an effort from the producer’s perspective it is a
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source of pleasure from the consumer’s point of view. The production and the consumption functions are the two main aspects of the same work.
All the elements of work are socially determined, so work is culturally shaped.
Also, while culture appears through work, work is also
reproducing culture.
People get to know themselves and their environment through their work and they
form an opinion about each other on the basis of what their work is like.
People leave their signs on everything when they work with it. They create tools from
natural objects and also from artificial materials. Natural objects also gain social
functions through work. That is how a cave becomes a human shelter, the river becomes the source of drinking water and wild animals and plants become food or raw
materials. At the same time, work can also create things, which never exist in nature:
alloys, plastic bags and genetically manipulated food are examples. While performing work people also change themselves—physically and mentally:
• The hands of a pianist, for example, are different from those of a carpenter; those
who work in clerical jobs more often need eyeglasses than people in other occupations.
• The way a hunter perceives the sight of a forest is different from how a wood
merchant or an environmentalist would do.

The variety of work concepts
The central characteristic of European culture is that a great importance is attributed
to work. In this respect, the culture of Europe is different from other cultures. Even in
the early period of European cultural history work appeared in
art. The most ancient carvings and paintings found in caves and the earliest form of
music, the work song—are connected with hunting as work. The earliest pieces of
literature also set up their content in a work context, sufficient to mention the epics of
Homer, the Bible, the Kalevala or the many folk tales. At the same time, ideas about
the meaning and the importance of work vary substantially throughout different:
• periods of European history,
• regions and countries and
• social groups.
Culture exists in the form of subcultures. Let us see some historical examples.
The dominant form of work varies at different stages of history. Hunting societies,
nomads, settled agricultural communities or modern industrial societies attached the
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greatest importance to different forms of work, which matched their development.
The form of work which was the most common and which served their interest the
best was considered as the most important.
In pre-capitalist and non-capitalist societies work was more than just the means of
meeting economic needs. It was also perceived as a complex social ritual, which was
full of emotional and intellectual connotations. Work was not simply an economically useful activity but it was also morally right. When the traditional medicine man
tried to cure somebody he not only applied the herbs he found in nature to this goal
but he also prayed to the helping spirit. The peasants of the Middle Ages started their
work by praying to God.
Ancient Greeks differentiated between the ‘ludicrous’ purely economic and the socially useful types of work, and only the latter was highly respected by them: only
this type of work was performed by free citizens, the rest was left to slaves.
During the Middle Ages work in agriculture and industry was considered as more
useful than trade, commerce or finances, because the latter did not produce material
goods. This was mainly because agriculture and industry served the needs of the
noblemen.
Some forms of work had such a high esteem that they had their own protecting Saints
in Medieval Europe. The diverse versions and branches of Christianity also differed
in what social functions they attributed to work. Genesis tells us that work is a punishment for original sin and it is the fate of humankind. It also suggests that idleness
was the original condition of the blameless soul (it was the Lord, not Adam, who
planted the Garden of Eden!).
Though the Old Testament in the Bible presents us with work as a punishment people
have to suffer, the Roman Catholic Church in the Middle Ages ordered their followers to pray and work (orare et laborare) and it attributed a positive role to work in
human life, similar only to prayer. In the Protestant version of Christianity work was
presented as an even more important human obligation, because through work people take care of the goods God has given to them: the Protestant ethic was the glorification of the virtue of diligence at work.
The Medieval farms in the villages and the guilds in towns served, in addition to their
economic functions, as political, educational, recreational and religious institutions.
They promoted both social harmony and economic stability. The owners and the
servants or workers had a mutual social and economic responsibility—they made up
a group with the assumption that their main interests were more or less the same.
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The rise of capitalism created a completely new relationship between owners and
workers and a new concept of work too. In the early period of capitalist development
(XVII–XXth century) work was understood basically as an economic phenomenon:
as a source of income and profit which was sharply separated from pleasure. The
relation between employers and employees was turned into a purely economic one.
Under capitalism the most condemned sin during Medieval Christianity, of haughtiness or greediness, was replaced by idleness.–
During this era work went through the process of specialisation and
professionalisation; the working process was fragmented into rational parts and specialists’ vocational training was established.
Work was performed in the form of paid work when workers were employed by
capitalist owners. The common workplace was the factory where work was rationally organised. One of the main representatives of modern rational capitalist mass
production organisation theory, F. W. Taylor, characterised the system as one where:
“The work of every workman is fully planned out by the management at least one day in advance, and each man receives in most cases complete written instructions, describing in detail
the task which he is to accomplish, as well as the means to be used in doing the work. … This
task specifies not only what is to be done but how it is to be done and the exact time allowed for
doing it.”

In the capitalist system, still dominant today, most people are involved in paid work
and their life is strongly influenced by the rules of work in formal organisations.
Many of the unemployed suffer serious losses when they—against their intentions—
drop out of the organised world of work. As observed, they have problems
-

in organising their own life by themselves in time and space,
in maintaining their social relations with other people,
in participating in collective activities,
in maintaining their positive view about themselves.

During the XXIth century a new practice and concept (culture) of work are emerging
in the most developed countries in Europe. The current concept emphasises that work
is a means and way of human self-development and self-expression and it is not just a
hardship but it is also a potential source of joy. Work is not only creating economic
wealth in society but it can also be a source of individual and social cultural enrichment. In some cases it is difficult even to differentiate between work and pleasure.
The quality of life concept emphasises that physical and mental well being is as important as economic wealth. The new concept points out that when performing work
social needs must be harmonised with the need of the environment.
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The forms of work
Even if we formulate a consistent and consensual definition of work we have to be
conscious that work appears in a variety of forms in the same society. First of all,
work is performed in three different spheres of the economy of the modern society.
Households, the public sector and the market represent three qualitatively diverse
ways in which work is performed in a modern mixed economy.
The division of work, the goals and the criteria of success and failure are all different
in the three sectors. Many of us participate in all the three sectors when performing
work and we are unconsciously and flexibly able to change the three diverse sets or
roles necessary in the different work situations. Let us, for example, think about a
teacher when
• supervising the homework of his/her own children,
• working in a public school, and
• doing extra hours private teaching for extra money
The teacher’s whole behavioural pattern changes substantially according to the diverse requirements of the three spheres of work activity.
Furthermore, work appears in diverse forms in different regions and countries. For
geographical reasons some regions of Europe are more developed in fishing, some
others in forestry, agriculture or mining. At first sight the variety of forms of work
appears in the form of different branches of economic activity. The rich variation of
sectors of the economy involves with it a variety of occupations: that of the fisherman, the broker, the miner, the bookkeeper etc. Different occupations appear with
different frequency in different countries and regions.
Each of the occupations have
•
•
•
•
•
•
•

their typical tools and equipment
typical routine of actions
characteristic set of knowledge and skills
typical visual appearance
own set of work-related words
own work environment
typical work organisation.

Each type of work can be performed on a regular or non-regular basis, in legal or
illegal ways. Some of the work requires a settled way of life, some others are performed by “wanderers”.The size of enterprise also changes the form of work. The
bigger the work site is and the bigger the number of people participating in work, the
less informal the atmosphere is getting and the less spontaneous the interpersonal
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relations. The household, the small family business, the big industrial plant or hospital represent very diverse forms and styles of work due to the differences in the size
of the work site.
All the factors influencing the form of work appear in the national representations of
work.
That is how the stereotypes of the French wine-grower, the Italian waiter, the English
sailor, the German factory worker, the Dutch tulip grower or the Gypsy wanderer
have developed. Old stereotypes are replaced by new ones but the current major
tendency in Europe is that the dominant forms of work are becoming very similar or
even identical in the different countries and regions.
We Hungarians reject the stereotype of the Hungarian as a horseman, which has nothing to do with the current reality, but at the same time we have to admit that this
stereotype (as well as all the others) is rooted in history and is the remnants of a once
real fact: the form of work which once typically existed in our country and in a social
group.
The similarity in work across Europe is more striking today than 50 years ago. Europe is more and more integrated through social and political integration, which involves with it a slight over-uniformity of work too. As cultural unification is developing in Europe, the culture of work is one sphere where this general tendency is
vigorous—so much, that sometimes it is not easy to tell which country we are in.

The products of work
The products of work are either material goods or services: from shoes to theatre
performances. These products appear in a variety of forms but they have a lot of
common features too.
Some of these products are quite visible; some others are more hidden from the public (like security systems) or invisible by nature (e.g. vocational guidance). When we
think about the products of work we have to take into consideration that production
involves with it consumption and vice versa. When a house is being built (production) the raw materials needed in the construction process are being used up (consumption).
A given type of production involves with it a corresponding type of consumption:
mass production for example goes together with mass consumption. So work produces not only goods but creates the forms of the consumption of goods too. At the
same time, work also produces and reproduces social relations (throughout production and also during consumption), which often intrude into the sphere of non-work-
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ing life. The way work is divided into functional parts relates to the specific knowledge and skills of workers in diverse occupations. The technically functional hierarchic structure of the work organisation for example is replicated in the power structure in the factory and in society in general.
Networks of communication and transport in Europe are related to the geographical
division of work. These networks are the preconditions of effective work and the
networks are also produced by work. The spatial distribution of people’s homes is to
some degree determined by the workplace. The geographical distribution of public
services in education, government and health-care replicates the geographical stratification of the population. Shops and entertainment networks also follow the population structure and indirectly the complicated and complex division of work.

The social division of work
Work is divided among social groups. There are some highly respected and some
little respected jobs, and the individuals and the social groups which are performing
these diverse types of work are more or less respected too. Cleaning and cleaners for
example are less respected than banking and bankers. Cleaners frequently belong to
the lower social strata; often they are immigrants or belong to poorly educated minorities. Cleaning work is low paid and insecure, sometimes unsafe, and requires
little or no training or education. At the same time, the well paid, secure, safe jobs as
those of medical doctors, lawyers or engineers are mostly performed by persons of
higher social strata origin.
Diverse social groups have their own differing prestige scales of work too, usually
favouring their own group. Physical workers are more respectful towards the socalled blue-collar work; highly educated intellectuals give the highest esteem to whitecollar work. In villages where more traditional values dominate people are less respectful towards trade (and tradesmen), or any other activity related to consumption,
than to the traditional agricultural productive forms of work. Hardly anyone among
villagers in Hungary would call the activity of a media person ‘serious work’.
The attitude towards enterprise and entrepreneurs is similarly ambivalent in most of
Europe. Even in Britain, the home of the modern capitalist enterprise and entrepreneurship, the majority of people are more respectful towards the landed than to rich
businessmen, and the rich (whether from business or leisure industries) buy into the
landed idyll. It is even more so in Central Europe where capitalism was created by
foreigners (mostly from Western Europe) or by entrepreneurs from marginal social
groups, and the capitalist enterprise was never considered to be a gentleman’s activity or something matching the traditional national cultural norms.
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The motivation to work also differs between social groups. Some social groups consider work as an unavoidable inconvenience in life and they work only as much as
absolutely necessary for their survival. Middle class people see work more as a source
of material abundance and social status, and they are willing to perform extra work to
make progress in their social and economic well being.
Some individuals and social groups differ from middle class people not only in what
value they attribute to work, but also in how they prefer working. Some of those who
work a lot do not favour the strictly regulated modern work organisations where
work is performed in a pre-defined time and space order. They prefer working in
more flexible work systems.
Work is also divided by gender. Though the strict sexual division of work is more
typical in some regions and in some social strata than in others, it is obvious everywhere in Europe. This is hardly—and with technical development to an even less
extent—the consequence of biological differences between the sexes, but it is more
related to the traditional negative discrimination towards women in European societies. That is how many of the traditional male and female jobs persist despite economic and technical development.
Work is also divided by age. Young people, for example, are more numerous in modern economic sectors and modern jobs while older people are over-represented in
high rank positions.
Though legislation in Europe has been quite successful in changing this situation and
eliminating sexual, age or other discriminations at the workplace and in the world of
work in general—the success is still only partial.
Work is the basis of—social prestige and one’s social status is expressed through
work too. In the currently dominant European value system wealth and employment
go parallel with social success. Unemployed people are considered as socially unsuccessful as well. The economically inactive (children, the chronically ill or the handicapped) are considered dependent persons by most of the economically active.
Variations also occur in this respect between countries and social groups: in some
social strata work and social success are closely related, in some others they run
independently. The above mentioned tendency of close interrelation between social
and economic careers is stronger in Protestant than in Catholic cultures (coming from
the differences in work concepts). In many countries (as in Hungary) employment as
a way of performing work is still an integral part of the male role, but less considered
as a necessary social or economic criterion of the respected female social status.
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The way people build up their own identities and develop their self-respect is also
related to the work they perform. Other people also identify you on the basis of what
kind of work you perform. Only very few people can say, however, that they live
from work which makes sense to them and which they enjoy. Those who work exclusively for money and do not have any joy in their work, do not see what sense their
work makes, and do not gain any social respect from their work, feel alienated in
work.

The regulation of work
As tourists we may have experienced how differently work is performed in different
European countries. Besides the above mentioned examples we might also have realised that the opening hours of shops, banks or offices vary almost country by country.
If we take a job abroad, or work together with foreigners at home, we also realise how
other countries’ work style differs from ours. The working style is related to how
work is regulated.
One form of regulation is the legal one. The European Labour law makes very detailed regulations in the formal sphere of work. Wage systems, employment conditions, working hours, some holidays etc., are all regulated formally and centrally in
the legal sphere of work. In fundamental issues the European labour law is unified,
and makes a similar regulation in every EU member country.
At the same time, there are also many locally, nationally or regionally regulated elements of work.
On European regulations see: europa.eu.int/eur-lex/
On Hungarian regulations see: http://www.complex.hu/
Legal regulations mostly reflect the real conditions and the balance of power between the participants in the world of work. If this is not so conflict can occur, sometimes in the form of mass demonstrations or strikes. Even these actions and most
other conflicts are regulated by law. Besides legal regulations, which appear in laws
traditions are equally important regulators. Traditional values and behavioural patterns are very influential in the informal economy (like the household) but they also
effect how laws are implemented in practice.
The division of work by sex and age in the household, for example, is more determined and regulated by traditions, and less by technical or economic circumstances
formulated in laws (especially in the multi-generation traditional families). Even if
the man is a professional cook, the woman will cook the lunch at home. The practice
of siesta in the Mediterranean is also maintained more by traditions than by current
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economic or technical necessities. National holidays are also related to national traditions and vary country by country.
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Neothemi, Helsinki Conference Workshop:
Communication and Cultural Heritage
Ulla Sørensen
County Training and Resource Centre, Århus, Denmark

Raili Kärkkäinen
University of Helsinki, Finland

Inger Langseth
Brundalen Secondary School, Trondheim, Norway

Margarida Felgueiras
University of Porto, Portugal
The workshop Communication and cultural heritage in the NEOTHEMI Helsinki
conference was a combination of four partners’ presentations of their national pavilions (Denmark, Finland, Norway, Portugal). Another aim of the workshop was to
invite new potential members to join our network with their own approach on cultural heritage related to ours. Despite the geographical location of these countries in
north-south contrast (Scandinavia’– Portugal) there is a vast range of similarities, as
with other partner countries as well, in cultural heritage. All pavilions provide multiple perspectives and dimensions of information about a particular topic, which are
not filtered out through traditional ways; that is, NEOTHEMI pavilions are not existing in reality, they are electronically constructed on the web site. The web potential
for organizing and presenting knowledge offers new dimensions to the management
and promotion of cultural heritage. The following articles describe some aspects of
the current state of national pavilions.
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THE DANISH PAVILION:
”Folklore and Traditions”
Ulla Sørensen
Modern media present news, information and events from all over the world in our
everyday life, as never before. Immigrants with foreign backgrounds settle down in
our society and introduce alternative life styles, and politicians in powerful countries
try to impose a new world order in several unstable regions. Times are really changing.
This challenge to our self-perception—our self-sufficient attitude of life—leads to
different reactions. The older generations concentrate on trying to maintain the status
quo and the younger generations—being naturally more open and flexible—miss a
platform for the building of their character and a more comprehensive understanding
of the surrounding world.
At the moment an interesting debate on cultural values is taking place in Denmark.
There are many aspects of this debate, ranging from what it means to be Danish in a
European context, to groups of political parties in the parliament who want to commence investigations of the role of different NGO’s and popular movements during
the cold war in the last century, to miscellaneous right wing units trying to “protect”
Denmark against foreign influence.
Without a rather precise and concrete
knowledge of these
matters and their background, you become an
easy ‘victim’ in this turbulent period. The
young generations are
spontaneously starting
to study and adapt traditions and values,
which in fact belong to
another period. For example rituals, forms of
celebration, attitudes of
faithfulness, responsibility and friendship are growing in popularity. Of course this
neither happens without some reflection, nor by just copying. There is a lot of development and new ideas in young people’s return to their grandparents’ habits and
values.
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It is in this context that the Danish Neothemi project should be seen. We intend to
develop an educational virtual resource, where teachers and pupils can get a comprehensive impression of the possibilities of the Internet in disseminating knowledge
and understanding of “Danish Folklore and Traditions”.
It is in this context that the Danish Neothemi project should be seen. We intend to
develop an educational virtual resource, where teachers and pupils can get a comprehensive impression of the possibilities of the Internet in disseminating knowledge
and understanding of “Danish Folklore and Traditions”.
The Danish website “Folklore and Traditions” includes five main themes:
Family Parties and Annual Celebrations,
Folk Tales,
Daily Life,
Ballads and Folk Songs and
Prehistory.
All of these themes have a connection with life in Denmark at present, as well as in
the past, and we aim to show examples of this in the different sub themes and references, in the hope that teachers and their students, by using this resource material,
will be more aware of our unique Danish cultural heritage, as well as the common
European one, and how much the lives of our predecessors still have a strong influence on how we live our life today.
In the past year particular efforts and the expertise of external museum, library and
ICT specialists have been concentrated on initiating the following joint pilot project,
concerning a period in Danish prehistory of which inspiration and ideas materialized
after the Neothemi conference in Hungary in 2002.

The Tollund Man
www.tollundmanden.dk

• A virtual portal for
educational purposes
about The Tollund
Man and other famous bog bodies in
Denmark.
Description:
An innovative ICT
project developed in
cooperation among
the three following
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partners in Denmark, as a follow-up to the aims in the Neothemi network of creating
new links between educational institutions, museums and libraries in the dissemination of European cultural heritage:
Silkeborg Museum www.silkeborgmuseum.dk
Silkeborg Bibliotek www.silkeborgbibliotek.dk
Amtscentret for Undervisning, Århus Amt www,acu-aarhus.dk
Further the Silkeborg Education Authority, Funder School (local school) as well as
Silkeborg Seminarium (teacher training college) will be involved in the project.
The County of Århus has sponsored part of this website financially with DKR 50.000
and a new application for extra funding for the coming year has been made by the
partners involved.

Idea / Concept
The background and the aim of the portal is to explore the scope of the dissemination
and educational efforts of the museum through this interactive and dynamic virtual
platform.
The creation of the platform takes place in a transverse cooperation among institutions, sectors and/ore traditional concepts of dissemination.
The specific origin is the Tollund man and other famous bog bodies in Denmark.
Recently the Tollund man has been through a very thorough scientific examination.
The results of this work will be very well suited for dissemination on the Internet.
The fundamental idea of the project is to develop new ways and aspects of museum
dissemination and to investigate new types of cooperation among institutions from
different public sectors, like museums, libraries, educational institutions and county
authorities.

Target groups
The website is addressed to the educational world, interested citizens and Danish
tourists. Further an English version is planned too, so it will be possible to involve
international aspects and contacts in connection with the website.
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Examples of other themes on our website:
At the Helsinki conference we tried in our workshop to give an example of how one
of the themes of “Daily Life”, like food traditions, could be used as a common topic
in a Comenius school partnership. The purpose of this could well be to challenge
young people’s ideas of healthy and tasty food, unlike what they are used to nowadays such as different types of foreign fast food, compared to
traditional Danish food of a more substantial and rural origin
like rye bread for open sandwiches, porridge and cabbage.
Other themes could be song traditions or Christmas celebrations for Danish school children to compare with those of other
nationalities. In Denmark a famous and very popular songbook
for folk high schools is used frequently by all sorts of institutions, and in private homes in all connexions.
A collection of the most cherished songs is published in English by the Danish Cultural Institute in Copenhagen.
Besides we have a popular tradition in Denmark of making up personal song lyrics,
to be sung with well-known accompanying music for friends and relatives on special
occasions.
Further a historic theme could well be connected with our Danish monarchy
www.kongehuset.dk, one of the oldest in the world, or e.g. a cross- curricular project
in art and history studying unique Christian murals in Danish churches
www.kalkmalerier.dk—the illustrated bibles of previous times.
The choices and possibilities are numerous in a broad theme like “Folklore and Traditions” as now it seems that young people are becoming more and more interested in
annual national celebrations, as well as those closely connected with their families,
after decades without very much focus on these.
Perhaps this could be seen as a desire to know their roots better in the present rather
turbulent and unsteady time in the world, thereby finding a basis for understanding
and accepting differences better when they travel world wide.

The third year of Neothemi—Denmark
Up till now we have advertised frequently for Danish schools to join the Neothemi
network, in order to encourage them to set up new Comenius projects with schools in
the other nine countries.
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In the coming year we intend to continue these efforts, so the interaction among
teachers and students in the partner countries will be as lively and varied as possible,
thereby making Neothemi and its resources known across our borders in Europe.

Contacts made in Denmark
In connection with the other four themes on our website, further contacts have been
made with:
The Danish Folklore Collection in Copenhagen, www.dafo.dk
researcher Else Marie Kofod, who is the author of books about Danish annual traditions and has written an article about this theme on the official website of Denmark
www.denmark.dk
The Copenhagen City Museum
www.bymuseum.dk
The Hans Christian Andersen 2005 Foundation
www.hca2005.dk
and The Hans Christian Andersen Manifestation 2005
www.andersen2005.dk
by the Regional Centres for Educational Services in Denmark

References
The Danish Ministry of Culture
Culture Net
The Danish Cultural Institute, Copenhagen
The official website of Denmark
The Danish Monarchy
The Danish Folklore Collection, Copenhagen
Copenhagen City Museum
Silkeborg Museum
The Tollund Man
Silkeborg Bibliotek
The Old Town, Århus
Danish church murals
Hans Christian Andersen 2005 Foundation
The Hans Christian Andersen
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THE FINNISH PAVILION:
“Communication and Interaction”
Raili Kärkkäinen
Living through and learning to value
“If you go to the very place yourself, you will certainly sketch your schemes much wider”
(Collanus 2002).

In September (2003), the second congress of the Comenius 3 project, Neothemi—
Cultural Heritage and ICT was arranged in Helsinki. During the days of the congress, with many foreign visitors, I recalled the first Neothemi congress that took
place in Budapest (2002). I was one of those who travelled to Budapest as a participant at that time and I remember how I keenly observed and admired the features of
architecture and life in a city that was new to me. I could see how the city had grown
up by the river Danube over a long period of time; many old buildings were still in
use with narrow streets planned a long time ago. I remember how I noticed the
differences in buses, trams, cafés, and even tickets, to those I had got used to in my
own country.

Environment, culture and education
A profound architectural experience combines space, time and matter. It generates a
sense of locality, which stems from the joint effect of the landscape, soil, weather,
building materials, and the culture. In the daily environment one’s vision has to be
specifically activated to critically observe elements and wonder about the familiar.
The aesthetic experience usually resides in the surprising and the unusual. In order to
understand the daily life one needs to seek out the differences and make distance.
(Haapala, 1995)
The constructions made by men are related to the other forms of culture in a certain
time. For people it is important to see each era telling its way of being in the environment. According to Pallasmaa (1995) a good environment tells us about the old and
contemporary cultures and has a word to say even about the future. A human being
needs to understand the ways of different times to be able to place herself in past
history and the living society. In school arts education retains a meaningful position
when understanding the environment and learning from different cultures are under
examination.

The Finnish Pavilion: “Communication and interaction”

261

The course on environmental studies in arts held at the University of Helsinki in the
Department of Teacher Education has developed into an expedition through students’
own studying environment. During this expedition, the relations of substance and
meaning between the various eras of construction, the environment and the community were explored through writing, drawing, painting and constructing. (Kärkkäinen,
2003.) Some parts of these studies are presented on the web pages of Neothemi in the
section of ‘Buildings, nature and environment’ with the title ‘the aesthetics in the
environment’.

Students from the university of Helsinki by the river of Mätäjoki exploring an artifact of
environmental art through writing and drawing.

Looking around
In Neothemi Finland we present a project that was conducted in the day-care-centre
of Wilhola (2001). The project was co-operative and involved both students in teacher
education in the University of Helsinki and the group of pre-schoolers in the daycare-centre. The aim of the project was to see through the viewpoint of a child, to
increase interactions between children and adults, and between children and culture.
During the project the students took photos of ten architectural items in the neighbourhood, which were culturally valued. Students constructed an exhibition from the
photos for the children. The children chose five items to examine more closely, and
became acquainted with them under the guidance of students and visited them twice
to find interesting details, and to interview people in the buildings. In the project
children could learn to perceive and find details, as well as compare them with their
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memories. At the same time they were able to develop a relation with culture and
arts. (Karppinen, 2003)

Celebrations in the Finnish culture
In the websites in the section ‘Celebrations’ in Neothemi Finland we present a Chistmas
Path project on Seurasaari, an island near Helsinki. Many private people and organizations in Helsinki (federation of parishes, National Board of Antiquities and Historical Monuments, department of teacher education in the University of Helsinki etc.)
have co-operated and carried out this continual development in Seurasaari telling
about the cultural heritage of Christmas in Finland and showing a path to fairy stories.
The section ´Celebrations´ is under construction. In this section we will present,
besides Christmas, some customary celebrations like Midsummer Festival and the
First of May as well as some traditional local celebrations.

Games and toys
Games and toys have their own history and that also reflects the culture of the time
and its material and technical possibilities, as well as the social order (e.g. Heidegger,
1998; Periäinen, 1996). Some old games and a few old toys, or ways to make toys,
are still comfortably used by our grandchildren
today, like ‘cone cows’, that can be made easily.
You just push four sticks in a cone and imagine
that it is a cow in your play. This technique was
introduced to a group of children in Helsinki and
the result was no cows but lots of other animals
and things like spacecraft. Children examine
and picture things that they live with, and cows
seem to be seen as inappropriate to their home
or day care in Helsinki. (Nikkola, 2003)
A potato horse is being built.

Some toys and games are interesting only for a while, like a fashion, which has to be
renewed soon. Many toys are nowadays mass-produced and quickly brought in for
different celebrations like Christmas and birthdays and they have their hasty origin in
popular media productions.

Playing with words
In Neothemi Finland, folklore is considered as the ground for modern poetry. As
schools and literature help people to solve problems in their lives, so does the folklore. Poetic language is more colourful than everyday language and therefore impressive and easy to keep in mind, even if the words were strange. Poetic language
helps the child to widen his vocabulary and evolve the sense of language. (Vahakallio,
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2003.) In rhyming you may fulfill your need for adventure and discovery, you may
‘paint’ with your words. The rhythm, repetition and odd forms of language help
children to enrich their native language and also take on foreign languages. (Vahakallio,
2003)

Kalevala
The Kalevala is folkloristic poetry, the national epic of Finland. The Kalevala was
compiled by the physician, folklorist, and philologist Elias Lönnrot (1802-1884).
The narrative of Kalevala tells about the three ‘cultural heroes’ in Finnish mythology,
the sage-and-singer Väinämöinen, the blacksmith Ilmarinen, and the adventurer
Lemminkäinen. The Kalevala has had a big influence in the arts (e.g. painter Akseli
Gallen-Kallela, composer Jean Sibelius, architect Eliel Saarinen).
In Neothemi Finland we present the Kalevala in different ways. There is a project by
students in the department of teacher education in University of Helsinki. The Kalevala
websites (Kairavuori & Niinistö, 2003) on the project are planned for the use of any
class teacher who wants to examine the Kalevala in arts education together with students. The project is based on paintings with a motif from Kalevala, which can be
seen in Ateneum art museum. In
the Neothemi websites, Kalevala
is examined by three processes:
orienteering by pictures, galleries of pictures and silent movie
festivals.

The Kantele and education
IIn the rise of national feelings
and romanticism in Finland, the
National Epic Kalevala played a
remarkable role in showing a
way, not only to architects, painters and poets, but also to folk
music by giving it a valuable part
of its national heritage. According to Ruokonen (2003) a new
interest in Finnish folk music
started in the 1960’s and today
Finnish folk music has come to
stay in the culture of Finnish
music and education.
Ruokonen (2003) stresses that in
earlier times people were accus-

Aino of Kalevala as a representation of a student in
the university of Helsinki
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tomed to participate in musical activities. As Väinämöinen sang Joukahainen to a
morass in the Kalevala, so did adults sing children to sleep, to eat, into clothes etc..
Nowadays not many ordinary people improvise or make their own music. The value
is set on the shared reproduction of well-known
music. There is a challenge
to music education to realize and live true to the fact
that there exist words and
melodies in every person,
and to see the enormous
resources for spontaneous
music situations in music
education. From the past,
for today, there are lots of
nursery rhymes, singing in
Kalevala style, traditional
plays, proverbs, nonsense Children from Keski-Mankkaa day-care-centre playing
rhymes and the 5-string kantele.
kantele to turn to. With our
cultural heritage in mind we can learn from the richness, originality, creativeness and
humanity of our tradition and create new traditions from it. (Ruokonen, 2003)
To end the contemporary review of Finland’s websites for Neothemi, Cultural Heritage and ICT, I refer to a construction made by Laura Vaara during the exploration of
Mätäjoki (2002) and a few lines of David Francis Smith’s (2003) Thoughts on Time
inspired by Heidegger:

Things past
Things future
The former, no longer
The latter, not yet
Time now, wow !!!
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THE NORWEGIAN PAVILION:
“Sense of Identity”
Inger Langseth

How to include ICT in lesson plans
Traditional teaching methods, where lessons are planned and conducted by the teacher,
are rather limited when it comes to making use of ICT in the learning process. In a
traditional 45 minutes’ lesson, where a new topic is introduced, texts are taught and
exercises are done to reinforce the learning process, there is little or no time for ICT.
It is too time-consuming if the teacher wants to use the Internet for one or two exercises only. Moreover, computers are usually located in special areas and not readily
available in the classroom, if they function properly, that is.
The result is that ICT is used merely to break up the usual work in the classroom.
Students go to the computer room for one or two lessons and then back to the classroom for ordinary teaching. This is not satisfactory and there must be another way of
organizing the use of ICT in order to make it an integrated part of the learning process.
Several countries within the EU have started using the Common European Framework of Reference for Languages. The framework is a description of what it actually
implies to use the language at different levels and in different contexts.
The framework contains a set of levels from a basic level (A1-2) through an independent level (B1-2), to a proficient level (C1-2). For each level, there is a description of the five skills (listening, reading, spoken interaction, spoken production and
writing) in the form of an assessment grid where the skills are formed as “I can do…”
statements. It might well be that the didactic method behind these statements can
make it easier for teachers to use ICT in the learning process.
If the teacher sets the targets for a period in the form of”“I can do” statements, it is up
to the student to decide how they want to reach these goals, and how many they want
to accomplish. This gives the student a choice when it comes to teaching materials as
well as learning methods. It is possible to use ICT, ask the teacher for help or simply
work with the textbook or other material provided. That way, it is not necessary to
have one computer for every learner, and ICT becomes a natural part in the learning
process, when it is useful in order to reach a goal.
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With this method, the students will have to make a choice and focus on what they
want to learn. Thereby they are responsible for their own learning process. When the
students are familiar with this way of learning, it is desirable that they decide their
own individual goals within the limits of the national curriculum.

Norway ‘a sense of identity’
The Norwegian pavilion gives students a chance to develop their foreign language
skills through small articles that they produce for a larger audience in cyberspace.
They are also invited to explore the productions of other young and adolescent learners across Europe. This will hopefully create a better understanding of contemporary
European Identity as well.
At the initial stages of foreign language learning, students are invited to explore material related to European every day life. Then, as language skills develop, they move
on to more advanced issues at national and international levels.
There are 5 areas for students to work in, and in order to complete the basic idea of
the website, we need contributions from students, teachers all over Europe
Contributions can be written in any European language and at all language levels
(from A1 to C2 according to the definition by the European language portfolio). The
text should not be too long and preferably accompanied by a picture.
In the classroom these topics can be presented as I can do… statements.
Me & school (elementary level) I can write about…..
•
•
•
•
•
•

My room
My favourite pet
My hobby
My best friend
My school
Learning @ school (from the curriculum)

My 15 minutes of fame
• You have certainly got something to be proud of. Think of a moment when you
felt really good about yourself and describe it. (elementary level)
• Let somebody be the centre of your attention. Look at them, talk to them, and
write their story.
• What do people do to deserve a place in history? Can you think of somebody
famous from your country who contributed to European history?
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All nations can refer to times when their civilization rose above the average. It is
not necessarily something to be proud of, but nevertheless something to understand, remember and learn from because such times do certainly make a difference!

This is the way we do it.
• What do people do when they don’t work? What hobbies and activities are popular where you live? Describe one activity. (elementary level)
• Can you live like local people did years ago? Describe traditional handicraft.
• Building a house includes a number of skills, and different styles, techniques and
materials are used in the process. What are the techniques native to your country,
and why is it so?
• How do we cater for people’s well being or even luxury? What is considered
luxury where you live?
Making headlines
• Write an article about something that should be changed according to your personal view.

Everything’s foreign!
• Describe your country to someone who has never been there.
• Describe another European country that you have not yet visited.
Hopefully, these themes will inspire students to show their classroom work to a wider
audience in a foreign language. Moreover, by reading other contributions they will
get quite a good idea about everyday life in Europe through authentic material produced by pupils and students their own age.

References
The European Framework
http://culture2.coe.int/portfolio//documents/ELP%20in%20use.pdf
www.coe.int/portfolio

The Portuguese Pavilion: “Educational heritage”

269

THE PORTUGUESE PAVILION:
“Educational Heritage”
Margarida Felgueiras
Portuguese educational heritage
The perception of school as a physical human structure, with its identity and history,
with its own frame, which influences the type and quality of the work done by teachers, has been a slow one
The school was and still is one of the structuring features of European culture.
The theme “educational heritage” will to divulge the educational patrimony in several of its aspects and the possibility of connecting to, or comparing the common
reality of all European youth. The main emphasis will be on the primary school.
It will include the development of educational buildings, since the definition of educational spaces reveals differences in daily routines. There will be references to the
nineteenth and twentieth centuries but the contemporary period can also be developed.
Suggestions of work:
About the buildings
How do your school buildings look like?
Do they look like the schools your grandfather/mother went to?
What differences can you see in the school buildings of other countries?
Can you draw or describe your school?
How can you identify a school building?
Can a school become a museum?
Daily routines
What are your daily routines at school?
What do you enjoy and what you don’t like at school?
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What do you would like to know about the daily routine of students
from other European countries?

The past objects of school
Is the way you write the same as your parents or your grand parents?
Do you use this object in your school? What can it be for?
Are your books the same as your brother or sister?
What are your favourite toys and playground games?
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