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Introduction to the conference  

 

At the EAPRIL 2011 Conference we welcome all who are involved in practice-based research to the 
sixth edition of the EAPRIL conference! EAPRIL is unique by bringing together those interested in the 
crossroads between research and practice and between professional learning and education. Theme of 
this year's conference is Balancing workplace learning and practitioner research across professional 
fields. This theme fits well with one of EAPRIL most important aims: "We need research-based practice 
as well as practice-based research, in other words, research that is relevant to practitioners." 

 

Learning and training in the workplace is one of the most important ways of preparing young people 
for a vocational career, but is also vital for continuous professional development. Although workplace 
learning has proven to be a classical way of learning, it does not always automatically result in 
effective learning results. From that perspective we can conclude that practitioner research on effective 
workplace learning is in its infancy. 

 

For the upcoming EAPRIL conference we invite researchers and practitioners who can inspire colleagues 
how to design research in the context of workplace learning and/or would like to share their ideas and 
experiences with regard to practice-based research with practitioners in the field. Workplace learning 
is of special interest in dual education as dual education gets its shape and stature by learning in and 
through working activities. An illustrative example are the teachers and students in so-called 
professional development schools (PDS). Professional development schools provide an important and 
rich learning environment within teacher training. Training activities and responsibilities are increasingly 
transferred from the teacher training college to the PDS. This transfer includes developing research 
competencies: becoming a teacher-researcher by being a teacher-researcher in the context of a PDS. 

 

We increasingly recognize that practitioners are not only object of study but also co-researchers, 
studying quality improvement of their own work, working situation or work place learning. As a 
consequence more attention should be paid to the question how practitioners and researchers can 
collaborate in doing practice-based learning in order to optimize learning within professional contexts. 
Examples of questions that can be addressed at the conference are: 

 

Å How can practice based research contribute to the quality of (workplace) learning? 

Å How can practice based research be organized within the context of workplace learning? 

Å Which roles can be defined in practice based research and what is the role of the practitioner?  

Å How to shape the dialogue between practitioners and researchers from a relevant practical question 
to a research question and research design? 

Å What are effective approaches to assure ownership of the research in the professional field?  

Å What are critical and success factors in practice based research? 

 

The conference committee 
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Keynote presentation by Lorna Unwin 

23/11/11  10.30 -11.15  Main conference room 
 

Looking inside the Russian Doll:  
the challenges of research in and about workplaces 

 
  

 
ABSTRACT: 
 
Introduction 
 
All workplaces are complex learning environments, but because learning is embedded within everyday 
work processes, researchers need to be creative and broad-minded when designing projects in and 
about the workplace.   In this presentation, I will draw on recent research in a range of workplace 
settings to argue that conventional methods used in educational research need to be enhanced in order 
to capture the ways in which workplaces configure themselves as learning environments. This involves 
designing research frameworks that locate workplaces within their broader productive systems in order 
to develop detailed understandings of how and why workplaces differ as learning environments and 
how their learning potential might be improved. The presentation will also discuss a surprising paradox 
that has implications for the development of practitioner research, namely that educational and training 
institutions (schools, colleges, vocational centres, universities) tend not to see themselves as workplaces.   
 
Formulating questions about work and learning 
 
Research into the relationship between work and learning  has expanded greatly in recent years across 
several countries and also become of increasing interest in policy circles at both supra-national and 
national levels.  A range of disciplines and methodologies are being brought into play, plus some 
researchers are rediscovering ideas from the sociology of work and labour process theory that were 
previously developed separately from say educational research. We need to draw on all these 
resources to develop a critical, as well as a fluid and expansive understanding of learning in the 
context of contemporary forms of work (Guile 2010) and in light of changing lifestyles and aspirations.  
Individuals relate to the work element of their lives in different ways and, hence, the value and 
meaning they place on learning that is ôwork-relatedõ (Billett and Somerville, 2004). So a key meta-
question for researchers in this broad field has to be: ôWhat is our purpose and focus?õ.   Is our focus on 
learning that is necessary to produce goods and services efficiently? Is it on learning that develops an 
individualõs occupational expertise? Is it on learning that extends beyond the boundaries of the work 
setting to encompass knowledge and skills related to being an active and responsible citizen? Is it on 
learning that leads to innovation in and transformation of the work process and organizational 
performance? Is it on learning that enables employees to work in ways that suit them rather than their 
employers? Is it on learning that helps employees survive from day to day?   Is it on learning that 
fosters and supports lifelong learning? 
 
Putting ôworkõ at the heart of workplace learning research 
 
It might seem strange to emphasise the need to put ôworkõ at the heart of research on workplace 
learning, but some studies become so focused on ôlearningõ that they seem to lose any sense of the 
context in which they are rooted. Some studies which seem to begin from the premise that some kinds of 
work are the antithesis of learning. There is a rich literature on the negative aspects of what Brown and 
Scase (1991) call ôpoor workõ, on the deep-rooted inequalities in the labour market (see, inter alia, 
Rainbird et al, 2004), and on what Green (2006) has called the ôparadox of job quality in the affluent 
economyõ. The danger here is that judgements are sometimes made about what is involved in a 
particular job or occupation based on outdated information and/or stereotypical views of which jobs 
involve ôskillsõ and ôknowledgeõ. Respect for the types of jobs that keep the world turning and make 
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everyday life possible is in short supply. One of the challenges and, dare I say it, imperatives for 
researchers exploring work and learning is to overcome the stereotypes. 
In my own work and in that with research colleagues, I have referred to workplaces as ôworlds within 
worldsõ (such as the Russian Doll) whose secrets have to be carefully exposed and analysed in the same 
way as archaeologists uncover the treasures lying under layers of soil and rubble. Workplaces exist to 
produce goods and services and they have to function within the boundaries of a broader productive 
system and political economy (Felstead et al, 2009). The type of layers of control sitting above the 
workplace affect employer behaviour with regard to the timescales in which they plan, the risks they 
are prepared to take, and the levels of discretion they are prepared to give to employees.  Alison 
Fuller and I (2004) have characterised this diversity of environments in the form of an ôexpansive-
restrictive continuumõ, which combines consideration of the way work is organized with workplace 
pedagogical practices.  Individual and collective agency is central to our understanding of the work-
learning relationship, but has to be examined in (symbiotic) relation to the context. 
 
Seeing ourselves as workers and our institutions as workplaces 
 
I referred earlier to the need for researchers in the field of work and learning to move beyond their 
prejudices about what constitutes ôgoodõ work.  In the final section of my presentation, I will discuss the 
need for researchers to consider the extent to which their own workplaces afford the opportunities for 
learning that they seek in the sites of work they investigate and the extent to which the levels of 
discretion they enjoy (or are denied) in relation to the way their work is organised affect their ability to 
exert agency. Only by holding ourselves and our workplaces up to the mirror for such scrutiny will we 
be able to ôseeõ the work and workplaces of others in a fresh and more nuanced light. 
 
References 
 
Billett, S. and Somerville, M. (2004) Transformation at work: Identity and learning, Studies in Continuing 
Education, 26 (2): 309-326. 
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Princeton University Press. 
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Keynote presentation by Päivi Tynjälä 
 

24/11/1 1 15.30 -16.15  Main conference room 
 

Diversity in Workplace Learning 
 

 
ABSTRACT: 
 
Rapid change in society and the world of work challenges both individuals and organizations to 
continuous learning. This presentation examines workplace learning in its different forms emphasizing 
the diversity in learning contents, contexts, processes and outcomes.  
 
First, diversity of workplace learning can be seen in the forms of learning. While workplace learning 
has often regarded as informal and incidental activity taking place as a side-effect of work, research 
has indicated that many work activities may contain pedagogical elements and that formal and 
informal learning activities will often be mixed in the learning processes (e.g. Billett, 2004; Tynjälä 
2008). In fact, what seems to be going on is a process of informalization of formal learning and 
formalization of informal learning.  
 
Second, it is important to notice the diversity of learners. For example, interns and newcomers have 
different learning needs than old-timers and experienced workers. A study by Virtanen, Tynjälä and 
Collin (2009) showed that there are similarities but also differences in employeesõ and studentsõ 
learning at the workplace. At least in the Finnish VET system studentsõ workplace learning is formalized 
and structured, which means that unlike employeesõ learning studentsõ learning at work is highly goal-
oriented, guided and assessed. While the employeesõ learning is often characterized as collaborative, 
students often reported learning by working alone.  
 
Third, workplaces differ in social, organizational and structural features, and this influences directly and 
indirectly to the employeesõ opportunities for learning (Tynjªlª, 2008). Factors influencing workplace 
learning can be divided into organizational factors (e.g. organizational structures), functional factors 
(e.g. collaborative climate), and individual factors (e.g. agency, motivation, life-situation).  Thus, as 
Billett (2004) has stated, the way workplaces afford opportunities for learning and how individuals 
elect to engage in activities and with the support and guidance provided by the workplace, is central 
to understanding workplaces as learning environments. Fuller and Unwin (2004) have differentiated 
between expansive and restrictive approaches to workforce development. While the expansive 
workplaces offer opportunities for participation in multiple communities of practice, the restrictive 
workplaces can be characterized by restrictive participation.   
 
One example of the studies emphasizing the mediation of context on workplace learning was carried 
out in two companies that participated in the Learning Network funded by the Finnish Government 
Workplace Research Program (Salojärvi et al, 2010).  The aim of the Learning Network was to 
enhance competence development and knowledge sharing culture in participating organizations. 
Learning network activities were the same in both companies: Participation in network meetings four 
times a year, interactive lectures and sharing experiences in the meetings, a development project in the 
company, and services of the consultant provided by the Learning Network. Our main finding was that 
due to the different contexts of the companies, the outcomes of the networked learning processes 
differed between them. The benefits from the Network activities were clearly more visible in company 
X in which the starting points for the development work were more conducive. In this company general 
approach to workforce development could be described as expansive (Fuller & Unwin, 2004). In 
company Y, the benefits of the Learning Network were much more modest and could be clearly 
identified only at the level of individuals who participated in the network activities. In this company, 
there were problems in collaborative climate which negatively affected to the outcomes of the 
development project 
 
Fourth, diversity in workplace learning can be seen not only between different organizations but also 
between different sectors or occupational fields. In one of our studies in the context of Finnish VET 
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system we found highly significant differences in studentsõ vocational identity development between two 
vocational fields, 1) technology and transport and 2) social services and health care (Virtanen, Tynjälä 
& Stenström, 2008). The students from the field of social services and health care scored higher in all 
the factors related to positive components of vocational identity development (critical reflection, 
development orientation, and strengthening of vocational identity) than the students from the field of 
technology and transport. Similarly, the students of social services and health care had a lower 
negative attitude towards work than the students of technology and transport. Our interview study 
indicated that there are different structures by which workplace learning is organized in these two 
vocational fields and these in turn can facilitate studentsõ learning and vocational identity formation. On 
the basis of these findings, we would conclude that studentsõ vocational identity seems to be constructed 
in accordance with the educational practices and structures of their particular fields. 
Altogether, the studies described above emphasize the crucial role of the context in workplace 
learning. The processes and outcomes of workplace learning (as well as in learning in any environment) 
shape in their contexts, and take different forms in different contexts. The context, however, cannot be 
seen as a mere separate òbackground factoró. In contrast, the context and the learners (individuals, 
teams, organizations) are in an interactive relationship. It follows that the same context appears 
different for different individuals, depending on numerous individual characteristics, attributes, motives, 
positions, and so on.   
 
Fifth, the diversity of workplace learning appears in different kinds of networks and partnerships 
between workplaces and educational institutions. On the basis of a recent study (Nykänen & Tynjälä, 
2011) three models of organizing relationships between higher education and the world of work were 
identified. In the Specialist Model the management of the relationships with the workplaces is 
delegated to the specialists such as recruitment departments and guidance and counseling personnel. In 
the Integrated Model, universities aim to integrate theoretical courses and contents with work 
experience at least in some parts of the study programs. This is realized through project-based 
learning or theory-integrated practicum periods, for example. In the third model, Cultural Networked 
Model, the close connection between education and work is embedded in the structures and processes 
so that the curriculum planning, teaching, learning and guidance all take place in a networked 
collaboration between the workplaces, educational staff and the students. In this model all participants 
recognize themselves as learners.  
 
Finally, the diversity is a quality for workplace learning research as well.  Different research lines can 
be distinguished according to the focus of study (e.g. individual learning vs organizational learning), 
conceptual apparatus used (e.g. identity, agency, expertise), metaphors of learning (e.g. acquisition, 
participation, transformation, creation), methodology (e.g. quantitative, qualitative, mixed), and 
discipline (e.g. education, psychology, sociology, organizational studies, management). As a conclusion, 
a òThree P Model of Workplace Learningó will be introduced. 
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Panel Discussion moderated by Jos Beishuizen 

25/11/ 11 13.45 - 14.45  Main conference room 
 

New methods for practitioner research as reflective practice 
 

 
ABSTRACT: 

Introduction 

Considering methods of practitioner research as a reflection toolbox for teachers is in line with Donald 
Schºnõs (1987) conception of the reflective practitioner. Reflective practitioners have learnt how to take 
advantage of their experiences by developing and using tools of reflection. These tools of reflection 

can be further developed to extend the available repertoire of methods for practitioner research.   

Issues to be discussed 

1. Are tools of reflection useful to develop new methods for practitioner research? Are tools for 
practitioner research useful to develop new tools of reflection? What kind of tools of reflection or tools 

for practitioner research do we have in mind? 

2. What is the scope of practitioner research? The classroom, the school, the system, society at large? 

Differences with other types of educational research? 

3. How do we connect practitioner research in education with practitioner research in other domains, 
like health care, workplace learning, or organizational learning? How do we extend the community of 
practitioner researchers? 
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Invited Practice & Research Dialogue Session 

presentation by Filip Dochy & Peter Declercq 

23/11/11  13.45 -15.10  Room 3 
 

Co-creating the new ALUniv Organization 
 

  

 
ABSTRACT: 
 
Challenge 
 
Alcatel-Lucent has been under transformation for many years, implementing to a very large extent a 
global organization structure with among others the intent to get the most benefit of allocating talent 
where it sits. The Alcatel-Lucent University (ALUniv) organization is following that evolution and has 
therefore decided to drastically change the way itõs organized, moving its people from a local 
generalist to a global specialist role. The announcement of the new organization model was done early 
February 2011, yet the new leadership was not installed and the required time to do so would take 
until early to mid April. 
 
Solution 
 
Supported by the Transformation Core Team (TCT), the Transformation installed temporary sub-teams 
to further develop the new functional elements that comprise the new organization. Each sub-team had 
a member of the TCT to either help define or to interface with and keep the sub-teams on track. 
 
The sub-teamsõ deliverables were: 
Å Define what primary activities are part of the functional element 
Å Define interfaces with other functional elements and clients/customers 
Å Define job-roles 
Å Determine a transition scenario 
 
Sub-teams typically consisted of 4 up to 6 globally spread subject matter experts. A total number of 8 
sub-teams work the 8 functional elements that comprise the new organization. It was clearly announced 
that being part of a sub-team does not represent any indication of a future role in the ALUniv 
leadership team. 
 
Result 
 
In the about 2 months that were to be bridged between the announcement of the new organizational 
model and the installation of the new leadership team, a tremendous amount of work was done by the 
highly ð intrinsically ð motivated sub-teams. Involvement in cocreating the new ALUniv organization 
clearly led to a level of motivation that was actually unexpected. The sub-team members very clearly 
learned a lot from shaping the new organization and the TCT got inputs as to which points in the 
original design would potentially need additional attention or even complete re-design. As a result, the 
sub-team members now also serve as change agents. They are being referred to by leadership and the 
Transformation Lead as the ones who can help clarify what are the intent and design of the new 
organization.Learning in Context, London: Routledge. 
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Invited Practice & Research Dialogue Session 

presentation by Natalie Govaerts & Ioana Berea 

24/11/11  10.45 -12.10  Room 10 
 

Knowledge Transfer Approach 
 

  

 
ABSTRACT: 
 
Learning Challenge 
 
In the telecommunications industry, we often encounter the situation in which technical operations work 
needs to be transferred from one workgroup to a new group we establish in a different country. The 
original workgroup may be in a customerõs organization or in our organization. The nature of some of 
the work is that it is real-time critical, with errors leading to major customer service impacts, in some 
cases with consequential risks to human lives and business community commercial activity. The challenge 
is how the new workgroup learns as quickly and as efficiently as possible to perform the work and 
progressively takes over the work, while minimizing risk to the work quality. 
 
Solution 
 
The developed learning solution to the situation described above is the Knowledge Transfer approach. 
 
Planning phase of the Knowledge Transfer approach: 
 
Starting with standard job profiles for the new workgroup and analysis of the specific tasks 
andknowledge required, the needed skills and know-how for performing on the job are identified. This 
is undertaken with key representatives from the original work location. The output of this learning needs 
analysis process represents the learning content. Based on the learning content, the current knowledge 
and skills of the new workgroup, collectively and individually, a learning plan is developed, with detail 
to an individual level of how / when the content will be acquired, including through formal and on-the-
job training. 
 
Implementation phase of the Knowledge Transfer approach: 
 
The learning solution is strongly built around transforming the expert professionals in the original work 
location into Subject Matter Experts (=trainers & coaches for the newly formed team members) The 
structure of the Knowledge Transfer learning process is a blended approach, consisting of a sequence 
of: 
Å formal training (Face-to-Face/e-learning/v-classes) ð targeting at creating a knowledge basis for 
the following steps in the process; 
Å on-the-job training ð the key step in the learning process, delivered by the Subject Matter 
Experts; 
Å shadowing ð light supervision, coaching and advice, continuing the On-job-training 
 
Key attributes of Knowledge Transfer Learning Solution: 
 
Å Continuous assessment, including self-assessment, of the progress of learning ð based on a 
dedicated tool, and in accordance with a multi-levels definition of expertise; 
Å Support for the Subject Matter Experts in becoming trainers & coaches for the members in the 
newly formed team ð support given through dedicated workshops and coaching; 
Å Gradual transfer of the activity control and responsibility in accordance with the progress of 
learning; 
Å Operational focused learning..  
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Invited Session by David Gough 

23/11/11  13.45 -14.15  Room 4 
 

Evidence Informed Policy and Practice in Education in Europe 
making research relevant to practice 

 
  

 
ABSTRACT: 
 
Many people argue that we should make better use of research evidence in making policy and 
practice decisions. This raises issues of how we can enable the increased use of research. In particular, 
how can practitioners be fully involved in this process, not just as recipients of research knowledge but 
as active partners in the development and use of research. This presentation will discuss these issues in 
relation to systematic reviews, mediation between research and its use, and methods to support the use 
of evidence in practice. Many assume that evidence informed education refers only to quantitative 
research, but the presentation will discuss the ways in which both empirical and conceptual research is 
important to providing fit for purpose research in education. The presentation will also be informed by 
two European Commission supported Evidence Informed Policy and Practice in Education in Europe 
(EIPPEE) projects with over 30 partners across Europe:. www.eippee.eu 
 
David Gough is Professor of Evidence Informed Policy and Practice and Director of the EPPI-Centre at 
the Institute of Education, University of London: http://eppi.ioe.ac.uk.  He is also editor of the journal 
Evidence and Policy: http://www.policypress.co.uk/journals_eap.asp.  

http://eppi.ioe.ac.uk/
http://www.policypress.co.uk/journals_eap.asp
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P&D 1.2:  23/11/2011    11.30 ð 12.10   Room 2 
Presenter:  Ville Letho 
Title: Turning marketing studies into business projects 
Theme:  Innovative training and/or learning methods/techniques 
 
Goal(s)/question(s)/problem(s) 
The world is in constant change and huge amount of new information is generated all the time. It is hard 
to plan the curriculums so that they cover those needs the working life has at the moment the students 
graduate. It is also hard for the teacher to keep updated about all the contemporary issues. For 
students it is hard to get the first job, because they don't have the experience, because they haven't got 
the first job... 
 
Procedure and/or instruments 
In Saimaa University of Applied Sciences we have run a development project funded by European 
Social Fund where we introduced new curriculum, new learning methods and learning environment and 
turned our marketing studies into business projects. The students set up an own company and do projects 
for the local business life. This way we moved from transfer of information to creation of learning 
experiences. 
 
Findings and interpretations 
The students' motivation to learn is skyrocketing. As the learning of theory is tied to their own interests 
and challenges they face in their projects they see the reason "why we have to study this". We don't 
have to try to forecast the knowledge needs of the working life while planning the curriculum. With the 
flexible "information bank" we can live in the change. The students get working experience already 
during the studies and they form relationships with many potential employers, which considerably helps 
finding the first job. 
 
Relevance for practice and/or policy 
The problems described in the first box are quite universal. We would be happy to share our 
experiences of one potential way to address them. 
 
Interactivity of the session 
Starting with a short youtube clip (did you know 3.0 official version). After that asking the audience 
whether they have seen it before and how it makes them feel usually creates some discussion. The new 
model differs quite radically from our traditional way of teaching. By keeping the amount of slides low 
tends to create more questions than it answers in the audience's mind. According to my experience the 
discussion then starts and continues easily. To what direction it goes varies a lot, but that's the way 
things happen in our teaching nowadays. Most probably the audience brings in good questions and 
hopefully surprising points of view. In that interaction we all might learn something new. 
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P&D 1.3:  23/11/2011    11.30 ð 12.10   Room 3 
Presenter:  Marly Gootzen 
Co-presenter(s): Quinta Kools & Saskia Brand-Gruwel 
Title: Learning activities of student-teachers during action-research. To investigate 

the activities student-teachers employ during action-research and to 
determine the Personal Learning and Action Theory student-teachers fill out 
logs. 

Theme:   The learner's view: motivation, perception, etc. 
 
Goal(s)/question(s)/problem(s) 
Action research is an important tool in upgrading the level of theoretical knowledge and improving the 
quality of education by reflection (Carr & Kemmis, 1986; Steinberg & Kincheloe, 1998). Implementing 
action research in the curricula of pre-service teacher training is an effective way to implement action 
research at the secondary schools.  But how do people learn to carry out action research? In order to 
get a better understanding of this learning process, 14 student teachers who have been working in a 
Professional Development School (PDS) were followed in a course on action research.  The research 
question was: Which Personal Learning and Action Theory (PLAT) (van der Sanden, 2004) do student 
teachers have, what learning activities do they perform during the process of action research and what 
learning outcomes do students describe in a learning environment designed to support action research.  
 
Procedure and/or instruments 
Student-teachers were asked to write digital logs three-weekly. In these logs three questions were 
answered?ó.  
1) Which learning activities did you undertake last three weeks? 
2) Which benefits did you obtain from action research during the last three weeks? 
3) To what learning objectives do these activities belong ? To answer this question student teachers 
choose from the list òobjectives for action researchó which was described in the reader.  
To identify the PLAT the logs were analysed with a classification into 6 goals as described by Van de 
Sande (2004). The answers of the students were scored using thos classification. For the identification of 
the learning activities the statements were scored using the classification of Vermunt (1992). He 
distinguishes cognitive, meta cognitive and affective learning activities. The learning results were 
analysed and an inventory of the objectives that were mentioned was made.  
 
Findings and interpretations 
At the first research-question student-teachers described without prompting, subject related instructional 
strategies. At the third research-question concerning the learning results student-teachers described how 
to organise instructional strategies in the subject area. These two findings suggest that as a result of 
carrying out action-research the perception of the subject changes. It seems obvious to modify the 
objective list and add subject related teaching methods. Perhaps this is a way to make the connection 
between carrying out action-research and òbecoming a better subject-teacheró. In the PLAT student 
teachers make many statements about how they perceive their own competence while there are few 
remarks about this in the learning actions. In the first logs student teachers already described learning 
results (research question 3). This is remarkable because normally people presume that learning results 
arise after some time. The use of the logs is a manner to make student-teachers aware.  
 
Relevance for practice and/or policy 
Policy-makers expect a lot of benefits from the teacherðas-researcher. In the Netherlands the 
government allocated extra money and manpower for the implementation and the development of 
action research in education. It is important to follow the implementation of this action research at the 
PDS so that we can gain insight in the effectiveness and the learning results of this implementation. This 
research focused on one jigsaw part and tried to find an answer to the question which learning process 
has been developed in the seven months the research took place in the surroundings of the PDS. The 
research focussed on the Personal Learning and Action Theory,the learning activities and the learning 
results.  
 
Interactivity of the session 
In our paper session we will briefly give some background information about our theoretical framework 
(5 minutes). After that we will present the context and the results (15 minutes). We end our presentation 
with some questions and input for discussion. The audience is not only invited to join the discussion about 
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our analytical framework but also will also be stimulated to react towards a central dilemma connected 
to our work and experience while analysing cases. We would also like to invite the audience to share 
their ideas about the practical implications of our study for schools. We would appreciate the 
participantsõ input as sparring partners. 
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P&D 1.4:  23/11/2011    11.30 ð 12.10   Room 4 
Presenter:  Dilys Leonard 
Co-presenter(s): Tony Wall 
Title: Developing a Pedagogical Model for Facilitating Situated Learning ð A 

Study 
Theme:  Practice-based enquiry methods 
 
Goal(s)/question(s)/problem(s) 
Learning through workplace activity and workplace projects, as part of a university level qualification, 
is an increasingly common approach for practitioners to study part-time higher education. In facilitating 
such ôlearning through workõ approaches, it is appropriate to adopt a learner centred pedagogy which 
is grounded in that workplace, and which creates ôsituated knowledgeõ (Lave and Wenger, 1991). As 
described by Gibbons et al. (1994), this can create ômode 2õ knowledge which is situated, messy, 
problem-based and trans-disciplinary ð rather than ômode 1õ knowledge which is academic/theoretical, 
sequential and organised by disciplinary boundaries. In assessing such ôlearning through workõ 
approaches, we have identified three recurring practical issues: learners focusing on describing rather 
than critical reflecting on their work for new insight, learners rejurgitating theory, and/or critically 
reflecting on practice without reference to mode 1 academic knowledge. As a result, the projects and 
assessments were considered to hold greater potential for change. 
 
Procedure and/or instruments 
This study draws on practice and data from the University of Chesterõs Centre for Work Related 
Studies, one of the largest providers of negotiated, work based university-level learning, globally. In 
order to develop the facilitation of mode 2, situated knowledge, a pedagogical model was developed 
and refined over a period of two years ð with learners across professional fields and disciplines, across 
different ôlearning through workõ subject foci including negotiated project learning, stress and stress 
management, communication skills, coaching practice and skills, academic skills, research skills, and so 
on. Using a cyclic first person action research methodological approach (see Whitehead and McNiff, 
2006), the model was used in group workshop contexts and one-to-one facilitation contexts with 
professionals studying work based learning degrees at undergraduate and postgraduate levels. 
Individual feedback was sought after each interaction and learner feedback and grades for 
assessments were monitored. 
 
Findings and interpretations 
The Universityõs distinctive pedagogical model (reported by Brodie and Irving, 2007) provided a 
starting point for the investigation. In trying to develop an effective and practical tool to explain and 
facilitate learning in mode 2 knowledge generation, another model emerged. Three distinctive aspects 
emerged based on Gibbons et alõs (1994) conception of mode 1 and mode 2 knowledge, in the shape 
of a triangle: 1. theoretical knowledge (mode 2 academic ideas, principles, theories), 2. critical 
reflection (questioning for new insight), and 3. the workplace (activity in it, as a location/space focus). 
During the development period, we have identified that learners place a high value on the model to 
structure own thinking and to help them articulate and structure the assessments. For them, it clearly 
distinguishes three important elements to pay attention to. Teaching staff have also found it easier and 
quicker to explain the mode of learning and assessments. 
 
Relevance for practice and/or policy 
Learning through workplace activity and workplace projects deals with situated, mode 2 knowledge 
which is messy, unstructured and trans-disciplinary. Yet this type of learning is increasing in higher 
education, working with professionals. This study is therefore relevant for: 
- Academic communities who aim to facilitate ôsituated knowledgeõ ð the above study? 

demonstrates and provides a model to help enhance learning facilitation practice. It highlights the 
need to clearly articulate what is required for higher education, and particularly experiential, 
workplace learning. 

- Professional communities wanting to solve problems and develop areas of practice ð the 
above study provides a framework to facilitate learning which is creative and critical for new 
insights and longer lasting learning. 
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- Policy communities ð it continues to highlight the need for situated approaches to practice 
development, and the distinctive needs of this way of thinking and researching ð it is not simply an 
extension of traditional research approaches. 

 
Interactivity of the session 
We will make the session interactive by: 
Å Sharing and demonstrating the Pedagogical Model 
Å Using and discussing real life examples from practice 
Å Encouraging group activity around the examples 
Å Encouraging live questioning and critiquing 
Å Asking participants to give examples of their own problematic/critical incidents they have 
experienced at work in the past, worthy of some interrogation, to gain more learning from their 
experiences, then 
Å Applying the model to that work incident which has been shared, to see how the model works to 
create new ômode 2õ knowledge which can be used as part of a future personal /professional 
development action plan 
Å Encouraging group co-development and inquiry around and of the Pedagogical Model. 
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P&D 1.5:  23/11/2011    09.00 - 09.40   Room 5 
Presenter:  Lubaale Grace  
Title: ICT and Learning 
Theme:  ICT and benefits for learning 
 
Goal(s)/question(s)/problem(s) 
The use of ICT in education is increasingly becoming a priority in African countries including Uganda. I 
aim at examining the relationship between ICT and learningtrough both qualitative and quantitative 
approaches of identifying the uses, application, relevance and impact of ICT in the teaching-learning 
process with specific cases in Uganda. I identify and explain benefits of ICT in general and in the 
teaching ðlearning process in particular like to the learners in terms of general, motivational, 
independent learning and team work as well as teachers in planning and preparation. I identify the 
barriers to ICT use as at three levels; teachers, learners and education system. I conclude that ICT is 
important in the teaching-learning process because it greatly enhances comprehension of the language 
and subject matter of learners as well as easing the work of teachers and it recommends government, 
education systems, learning institutions and individuals to embrace ICT holistically. 
 
Procedure and/or instruments 
INTRODUCTION, EXPLAINING BENEFITS OF USING ICT IN GENERAL, BENEFITS OF ICT IN THE 
TEACHING-LEARNING PROCESS, DISCUSSING IMPACT OF ICT ON LEARNING, THE LEARNERS AND 
IMPACT OF ICT ON TEACHERS AND TEACHING, AND BARRIERS IN USES AND APPLICATION OF ICT.  
 
Findings and interpretations 
ICT is part of globalization in the worldõs development and it is greatly enhancing the knowledge 
revolution. Its application and availability is low in south compared to the north yet we are in the same 
global village. The merits of ICT in enhancing the development and teaching ðlearning process can no 
longer be underscored because it has become the teacher, module, encyclopedia and library of 
learners. therefore in order to benefit from the knowledge revolution, enhance learnerõs achievement 
and comprehension besides teachers competence, countries in the south, those lagging behind in the 
north and the entire world must embrace and support ICT at all levels of learning. 
 
Relevance for practice and/or policy 
The use of ICT in education and training is increasingly becoming a priority in African countries including 
Uganda. ICT is an acronym that stands for Information Communications Technology. However, apart 
from explaining an acronym, there is not a universally accepted definition of ICT? Why? Because the 
concepts, methods and applications involved in ICT are constantly evolving on an almost daily basis. Itõs 
difficult to keep up with the changes - they happen so fast. A good way to think about ICT is to 
consider all the uses of digital technology that already exist to help individuals, businesses and 
organizations use information. ICT covers any product that will store, retrieve, manipulate, transmits or 
receives information electronically in a digital form. For example, personal computers, digital television, 
email, robots. 
 
Interactivity of the session 
By discussing the role of ICT and learning from an African perspective and compare it to the situatioon 
in developed countries, like The Netherlands. 
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P&D 1.6:  23/11/2011    11.30 ð 12.10   Room 6 
Presenter:  Niina Impiö 
Co-presenter(s): Pirkko Hyvönen 
Title:   Towards teachersõ collaborative working practices 
Theme:   Professional development - teacher(s) and training in the professions 
 
Goal(s)/question(s)/problem(s) 
Teachersõ learning is a process of growing into experts (Alexander, 2003). The development of 
expertise is linked to teachersõ willingness and ability to interact and communicate with collegues and 
experts (Putnam & Borko, 2000). In other words, nowadays teachersõ expertise is more than acquiring 
or adopting knowledge, it is formed in interaction with other members of the school community 
(Hakkarainen, Palonen & Paavola, 2002; Tynjälä, 2007). Findings so far indicate that teachers do 
collaborate in their work but collaborative practices are not established yet, and need to be further 
developed. Aim of this study is to understand teachersõ collaborative working practices. The research 
questions are: 1) How teachers monitor and evaluate their collaborative practices in their work, and 2) 
How collaborative practices can be re-contextualized to authentic work life practices? 
 
Procedure and/or instruments 
The data was collected during the two-year masterõs programme studies. Participants in this 
programme were adult students from different educational fields (university, university of applied 
sciences and secondary education). During this period 29 semi-structured teacher interviews were 
carried out (first after 12 months, and second after 22 months). In addition, teachers wrote analytical 
self-reflection on their expert path (n= 5 texts per teacher) every six month over the whole period. The 
data illustrates the process of how collaborative learning practices transfer to working practices in 
teachersõ work. The study presented in this paper focused on how teacher students monitor and 
evaluate their collaborative practices in their work. The data were analyzed using data-driven content 
analysis methods (Chi, 1997; Strauss & Corbin 1990; 2008). 
 
Findings and interpretations 
Preliminary results indicate that 
Å teachersõ attitude toward collaborative work has changed during the masterõs programme studies, 
which occur in their work both in teaching methods and collaboration with colleagues, 
Å teachers are more willing and feel more capable to use collaborative teaching methods in their work 
after they have had own experiences from collaborative learning, and after they have studied theories 
of collaborative learning, 
Å teachers feel that due to being familiar with collaborative learning both in theory and practice, they 
are more confident to suggest using collaborative working methods while working together with 
colleagues, 
Å teachers feel that collaborative learning will be more successful if the members who participate on 
that have basic knowledge of the theory of collaborative learning,  
Å the possibilities to enhance collaborative working practices in school community by the one teacher is 
related to colleagues collaborative learning skills, schoolõs working culture and managementõs support. 
 
Relevance for practice and/or policy 
Teachersõ ways of working have developed from being independent experts to active members of 
collaborative knowledge sharing (Tynjªlª, 2004). Recent studies focusing on teachersõ development 
have emphasized the importance of collaboration when working to affect change in schools (Fullan, 
1991; Yuen, Law & Wong, 2003). Development projects in themes of pedagogical use of information 
and communication technology (ICT) has increased a need for collaboration. Despite the increased 
different kinds of collaboration between teachers and between schools, it seems that teachersõ 
collaborative working culture still needs to be developed (Ilomäki, 2008). There is need to develop new 
methods for teacher training and in-service training in order to enhance teachersõ collaborative working 
practices. This study shows what is essential in teachersõ collaboration in everyday working practices. 
 
Interactivity of the session 
In our study, we have implemented new ways to develop teachersõ collaborative ways of working 
through research and education. We are curious to hear othersõ experiences of different ways to 
support collaborative working skills and further collaborative working culture in school context. During 
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our presentation, we will adress relevant questions to the audience. In addition, after the presentation 
we will assign the participants a group task to enhance discussion. 
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P&D 1.7:  23/11/2011    11.30 ð 12.10   Room 7 
Presenter:  Ger Driesen 
Title: Towards Cloud Learning and the Ambient Intelligent workplace 
Theme:  Innovative training and/or learning methods/techniques 
 
Goal(s)/question(s)/problem(s) 
The main goal is to stretch participants ideas of future technological developments and their 
implications for work and learning. Subgoals are: 
-becoming aware of the exponentional nature of (technological) development (in stead of lineair)and 
understanding the law of accelerating returns 
-knowing the concept of converging technologies and how they will blur fundamental borders in how we 
understand our world (human-machine)(virtual reality-grounded reality)(workplace-private space) 
(work-learning) 
-knowing the results of convergence: the richness of the cloud and ambient intelligent environments 
- find clues for one's own profession: exploring the richness of the cloud and ambient intelligenct 
environments in relation to the workplace and (workplace) learning 
 
Procedure and/or instruments 
- Short presentation of the concepts blended with relevant and amazing videoclips 
- Work in buzz groups to discuss implications for own profession / workenvironment / research 
(providing guiding questions) 
- Sharing highlights of findings per buzzgroup in a plenary setting 
- Towards conclusions: overview by workshop leader on conclusions 
- Q+A 
 
Findings and interpretations 
- The future is already here 
- The speed of technological developments is increasing, this effects social developments 
- The borders between dichotomic concepts by wich we understand our world blur 
- A huge amount of knowledge is easily available in the cloud in different formats (text, video, speech, 
visuals, simulations) 
- Ambient intelligence is entering in different aspects of our lives 
- Before mentioned findings can already be found as first applications in relation to the workplace and 
(workplace) learning  
 
Relevance for practice and/or policy 
We tend to look ahead only a in a small timeframe and focus on the developments in the here and the 
now. If we want to keep on track it's important to stretch our perspective and have a wider look into 
future developments. Because the speed of these developments increases, if we don't adapt a broader 
view and stay in our small scope and here and now mindset we are too late to cope with new 
developments. looking ahead further away into the future helps better understand development in the 
precense and gives more time to adapt, cope and capitalize on devlopments of the future. This is 
espescially important for aal who are involved with learning. 
 
Interactivity of the session 
- My presentation style is focussed on content and CONTACT by using questions during presentations 
- I propose to work in buzz groups to explore application of the presented concepts in the 
workenvironment of the audience 
- I will invite the audience to BYOTD (bring your own technolgy device)and to use Twitter etc to create 
a 'backchannel' and project the backchannel during the workshop 
- I wil invite the audience to present their most important insights/ conclusions after working in a 
buzzgroep 
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P&D 1.8:  23/11/2011    11.30 ð 12.10   Room 8 
Presenter:  Jane Moore 
Title: Professional Learning and the MTL ð reflections on policy and innovation in 

teacher education in England 
Theme:  Professional development - teacher(s) and training in the professions 
 
Goal(s)/question(s)/problem(s) 
This session will explore and reflect on the recently launched, and now discontinued, Masters in 
Teaching and Learning in England; the first government initiated and funded Masters level qualification 
for teachers. Available to newly qualified teachers in mainstream schools, the degree was intended to 
ôraise the status of the teaching professionõ and act as a ôkey lever for improving pupil outcomesõ, also 
serving to bridge the gap between initial teacher education and continuing professional development. 
The design of the programme was intended to be especially innovative, with each participant 
supported by a university tutor and trained school-based coach, in a tripartite ôlearningõ relationship 
linking theory with practice and firmly situated in the workplace. Key issues around professional and 
workplace learning, the role of practitioner research and also the broader question of how best to 
educate and support teachers, will be critically considered in this session.  
 
Procedure and/or instruments 
This session takes the form of a critique of educational policy and practice, based on the presenterõs 
experience of developing the MTL at national and regional levels, and also as the Programme Director 
within the Education Faculty at Liverpool Hope University. In particular, it will focus on a scrutiny of the 
MTLõs core tripartite model, which identified academic/theoretical knowledge and professional 
knowledge as residing in the university tutor and school-based coach respectively, and each supporting 
the participant in assessments based on current issues and interests in their own practice. As well as 
interrogating the theoretical and pedagogical underpinnings of this model, the session will provide a 
forum for considering some of the operational and practical challenges that have arisen. There will be 
a consideration of documentary evidence and relevant research, together with a reflection on the 
aspirations, challenges and successes of the programme.  
 
Findings and interpretations 
The recent discontinuation of the MTL (with no further cohorts) has left a ôlegacyõ programme that is still 
nevertheless continuing for those students already enrolled and which continues to be ôshapedõ as it runs 
its course; it is, therefore, difficult to make confident judgements on its success or otherwise on the basis 
of still emerging data. However, the programme provides an intriguing case study to scrutinise policy 
direction and initiatives in teacher education for both newly qualified and later career teachers. In 
particular, the role of workplace-based and practitioner learning, well-established in initial and 
continuing teacher education programmes was here envisioned in a new kind of collaboration between 
schools and universities and consortia of universities. Documentary evidence and reflection support a 
range of tentative findings.  
 
Relevance for practice and/or policy 
The landscape of teacher education in England is increasingly complex, with a variety of routes into 
teaching available, and the pressure to undertake continuing professional development more acute, 
given increased competition for posts and career progression. The case of the MTL casts light on a 
number of related and highly current issues, such as how best to support early career teachers, how to 
develop professional judgement and autonomy, how to meaningfully link theory with practice and how 
to raise standards in the education system overall. The MTL was intended to provide a comprehensive 
solution to many of these issues. The MTLõs withdrawal, and subsequent changes in policy, have left a 
contested area within which the lessons of the programme have gained a particular focus.  
 
Interactivity of the session 
In the proposed ôpresent and discussõ format, I intend to highlight specific ôdiscussion pointsõ (3-5) at 
relevant sections of the presentation, and then return to these at the beginning of the discussion. I would 
envisage having these printed on cards/handouts. These examples from the presentation will focus 
group reflection and debate, drawing on the professional experiences and insights of those attending; 
and this will also serve as a platform from which to consider some of the wider questions posed at the 
conference, particularly related to the nature of professional learning, practice based research in the 
workplace and its impact on quality and outcomes. The example of the MTL also prompts a 
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consideration of the role of government in prescribing approaches to professional learning, which 
would benefit from a range of international perspectives. 
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P&D 1.9:  23/11/2011    11.30 ð 12.10   Room 9 
Presenter:  Stephen Billet 
Title:   Towards a science of learning in the circumstances of practice 
Theme:   Learning in school, the workplace and communities 
 
Goal(s)/question(s)/problem(s) 
There is a need for a science of learning through practice. Current conceptions, norms and practices of 
education and learning are overly premised on and shaped by practices and precepts of educational 
institutes and their provisions. Yet, these factors are in many ways themselves shaped by the needs of a 
hybrid setting, which unlike any other setting, have their sole purpose as the promotion of learning. Yet, 
learning co-occurs with practice in all settings, not just these institutions. Therefore, to elaborate what 
constitutes the processes and outcomes of learning in the circumstances of practice, how it might be 
improved and to overcome the societal privileging of education institutions and practices in any ôera of 
schoolingõ, there is a need for a science of learning in the circumstances of practice. Such a science will 
likely have dimensions of purposes, practice based curriculum and pedagogy and epistemological 
actions of learners. 
 
Procedure and/or instruments 
Drawing upon historic accounts from Imperial China, Hellenic Greece and more recent accounts that 
lead up to the industrialisation and the formation of modern states, those from anthropology that 
identify the development of culturally important capacities through engagement in practice, some 
premises for the ways in which the learning through practice has occurred before and outside of the 
ôera of schoolingõ are advanced. Then, and drawing upon more contemporary accounts from 
psychology and cognitive science some sketching of the architecture for how individualsõ learning has 
and is being organised in practice settings, the ways in which those experiences are being enrich and 
the substantive premises for claims about the potency of learning through practice settings (i.e. authentic 
experiences). Together, these two sets of reviews are then used to set the stage for the development of 
a science of learning through the circumstances of practice. 
 
Findings and interpretations 
The vast majority of learning the capacities required for occupational practice across human history 
have risen through activities and interactions within the family, familiars, in small businesses and large 
projects where workers engaged and learnt in teams: the circumstances of practice. With the formation 
of modern nation states and the impact of industrialisation much of the sites for learning for occupations 
shifted from these circumstances to hybrid institutions whose purposes went beyond developing 
occupational capacities. Yet, although these institutions have served well many of these purposes, they 
have rendered posterior understanding and processes of learning through practice that has been 
central to sustaining humanity and human development. Already, it is recognised that these highbred 
settings alone are incapable of providing the kinds of experiences that students need to perform 
occupational practices. Consequently, it is important to return to understand more about learning in the 
circumstance of practice. 
 
Relevance for practice and/or policy 
With the changing nature of work, the specific requirements of each workplace setting, the lengthening 
of working lives, and the increased emphasis on individuals to take responsibility for their learning 
across working life, there is a growing need to understand how learning in the circumstances of practice 
can be effectively enacted in those settings and also by those who seek to promote that learning (e.g. 
professional bodies, employers, government) and those who are engaged as learners (e.g. workers). 
Consequently, coming to understand the premises and precepts for effective learning in the 
circumstances of practice is relevant to contemporary needs of those who are interested in human 
development per se, but in particular the initial development of occupational capacities and the 
sustaining of competence across working lives. In this way, it is anticipated that this presentation will be 
relevant to the membership of EAPRIL. 
 
Interactivity of the session 
This session will promote interaction through presenting participants with sets of ideas and examples 
that should promote that consideration of, engagement with and contestation of what is being 
presented. In particular, through critiquing some of the precepts of what are taken as foundations of 
educational practices and processes in most countries, is likely to promote discussion and debate, and 
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also hopefully commence a process of critiquing existing paradigms and, perhaps, leading to some 
perspective transformation. All sessions, regardless of whether they purport to utilise strategies for 
interaction or rely upon presentation and reaction, will be by degree interactive, because that is what 
constitutes the human process of meaning making. 
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P&D 1.10:  23/11/2011    11.30 ð 12.10   Room 10 
Presenter:  Martin van Reeuwijk 
Co-presenter(s): Geppie Bootsma 
Title: Literacy and numeracy in Dutch secondary education 
Theme:   Learning in school, the workplace and communities 
 
Goal(s)/question(s)/problem(s) 
Dutch politics has decided that the level of Dutch students concerning language and mathematics 
(literacy and numeracy) should be increased. Therefore new national goals have been set. In secondary 
education in The Netherlands, there are no subjects literacy and numeracy. Although the subjects 
Mathematics and Dutch language are taught, literacy and numeracy deal with knowledge and skills 
that are related, part of, and used in all subjects taught in secondary schools. In this research project 
with schools, the problem of how to implement the newly set goals for literacy and numeracy in 
secondary education was addressed. The research questions of this project were: 
- What are critical factors for successful practice and policy for Dutch secondary schools to implement 
the literacy and numeracy goals? 
- How can schools organize time and opportunities to implement the goals for literacy and numeracy in 
ways that all at the school get involved?  
 
Procedure and/or instruments 
Researchers and teacher trainers from APS (center for school improvement) worked together with 
teachers, administrators and principals from three secondary schools to develop strategies and methods 
to implement the goals for literacy and numeracy. Together with the practitioners from the schools, 
critical factors were identified for successful implementation strategies. At these schools the strategies 
were developed and implemented and closely monitored. Through frequent meetings of the project 
team, observing practices, and interviewing teachers at the schools, the strategies were evaluated and 
further developed. The results and findings of the project were used in support and training sessions 
with other schools.  
 
Findings and interpretations 
The project resulted in various critical factors for successful literacy and numeracy practice and policy in 
Dutch secondary school. Summarized: 
- Literacy and numeracy should get a full and recognized position within the school; supported by the 
administration and a long term project 
- Make explicit what school and teachers think of literacy and numeracy; vision, goals , and concepts;  
- Organize a sound way to document studentsõ skills and knowledge in literacy and numeracy  
- Organize and collect a variety of educational materials and make choices;  
- Be use to organize contact with pre- and post secondary education;  
- Make literacy and numeracy a school wide topic; it is everybodyõs responsibility,  
 
Relevance for practice and/or policy 
The findings and results of the project have two aspects. We identified critical factors for successful 
implementation strategies (the product, content) and we developed ways of collaboration with 
practitioners from the schools to find these factors (the process, research methods). 
Both aspects can be of interest for colleague practitioners/researchers. With respect to the process we 
learned to use triangulation strategies; to use various ways to check findings found with one method 
with findings found using other methods. 
 
Interactivity of the session 
In the session, we will briefly present the situation - the research context - and the research questions. 
Then we will have the audience use their own personal and professional experience to come up with 
what they think are critical factors for successful implementation of literacy and numeracy. They will 
share these factors with each other in pairs.  Then we will present the results from the project and 
discuss them with the audience. A second approach (idea) to make the session interactive is to invite the 
audience to help think of strategies and methods to validate the findings; what can you do to check the 
results in order to generalize the results to other situations. 
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P&D 1.11:  23/11/2011    11.30 ð 12.10   Room 11 
Presenter:  Markus Talvio 
Title:   How do teachers benefit from training on interaction skills?! 
Theme:   Professional development - teacher(s) and training in the professions 
 
Goal(s)/question(s)/problem(s) 
There has been little focus on the development of teachersõ own social interaction skills, despite 
evidence that teachers make important contributions to desirable classroom and student outcomes. This 
lack of focus has been explained with the assumption that teachers as a part of their role have 
adopted the necessary social and emotional competencies. Our previous investigations indicated that 
the teachers after participating in Teacher Effective Training (TET) used statistically significantly more 
listening, confrontation I ðmessages, and messages promoting agency. In addition, statistically 
significant increases in Positive I-messages among secondary school teachers and a decrease in Road 
blocks among elementary school teachers were found after the TET training. This study explored how 
the descriptions of teachers in challenging situations changed during TET by focusing on Listening, 
Positive feedback, Promoting agency and Confrontation in which the statistical significant change was 
perceived in our previous study.  
 
Procedure and/or instruments 
The participants were 43 teachers from one elementary and one secondary school participating in TET 
and 26 secondary school teachers not participating in TET. The data from the DCI questionnaire were 
collected twice within a six month period. A new instrument, Dealing with Challenging Interaction (DCI), 
was developed for this study by the authors. DCI consisted of seven cases where teachers were asked 
to describe their possible actions in typical interaction situations in their work. Each task consisted of a 
description of a case and an open-ended question about how to manage it. Quantitative content 
analysis was used to analyze the data. Ten response categories emerged from an analysis of the 
answers. 
 
Findings and interpretations 
After participating in Teacher Effectiveness Training (TET) instead of generalized labels and subjective 
interpretations of the studentsõ behaviour, the teachers learned to describe the perceived behaviour 
and express their feelings and concrete consequences of the behaviour. They were also more likely to 
support studentsõ autonomy and agency by giving room to students by increased listening or by asking 
students to participate actively in problem solving. This study deepens our understanding of the nature 
of the qualitative shift in teachersõ thinking during interaction training.  
 
Relevance for practice and/or policy 
Social and emotional learning (SEL) is seldom emphasized explicitly in the teacher training which is why 
little is known about teachersõ learning outcomes from training interaction skills. However, the need to 
offer the students the social and emotional learning (SEL) at school has increased recently because 
research has shown that the students can benefit from SEL training. This study analyzed qualitative 
change in teachersõ responses to challenging situations during a four-day Teacher Effectiveness Training 
course (TET) which aimed to improve teachersõ interpersonal dynamics with pupils, parents, and 
colleagues. 
 
Interactivity of the session 
There will be 1-2 interactive exercises of the TET program that was used as an intervention of this 
study. The first exercise will be the guided memory recall exercise about important influencers and 
another one a role play about the listening skill. The exercises include an exercise itself and 
participants' sharing and reporting about their experiences. The idea of these exercises is to 
demostrate how the possible shift may have been generated. 
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P&D 1.12:  23/11/2011    11.30 ð 12.10   Room 12 
Presenter:  Kees Hoogland 
Title: Testing Numeracy by Using Image Rich Test Items 
Theme:   Innovative training and/or learning methods/techniques 
 
Goal(s)/question(s)/problem(s) 
The concept of numeracy implies that the mathematics involved is connected to reality. In current 
practice of testing the connection to reality is predominantly made by language rich word problems. 
The language used to connect the mathematics to the real life is for many students a serious barrier to 
show their mathematical knowledge and skills in a way that gives credit to their level of mathematical 
knowledge and skills. The research presented investigates the effect of incorporating image rich 
contexts in numeracy test items. The hypothesis from theories on multimodality learning on the one hand 
and from theories and concepts on numeracy learning on the other hand is that using image rich test 
items will have a positive effect on the results of the students on such tests. This hypothesis is tested in a 
randomized and rigorously matched experiment. 
 
Procedure and/or instruments 
In this research the effect on students results of incorporating more image rich test items in numeracy 
tests is measured in a rigorously randomized way. A digital test of 24 numeracy items is constructed. 
Each items has two equivalent versions, one being image rich and one being language rich. The items 
and the test as a whole are linked to the new Dutch Numeracy Framework (Referentiekader Rekenen) 
that is implemented in 2010. In May of 2011 7154 students ranging from 10 ð 17 years old, of 63 
schools all over the Netherlands took this test. For each participant, automatically and randomly a new 
test was generated by choosing each item of the test randomly from the two versions. This methodology 
fits all the requirements of experimental research and was awarded with a grant by the 
OnderwijsBewijs (evidence based research in education) program of the Dutch Ministry of Education. 
 
Findings and interpretations 
The hypothesis being tested is that replacing language rich test items by image rich test items in 
mathematics and numeracy tests will have a significant positive effect on the results of students on these 
mathematics and numeracy tests. In this preliminary part of the research program the first findings 
support this hypothesis and also gives indications of which characteristics of image rich test items lead to 
a stronger or lesser effect. The full research will eventually result in design criteria for numeracy and 
mathematics test items that aim at connecting numeracy and the mathematics the real life and avoid test 
items with an excessive amount of language. 
 
Relevance for practice and/or policy 
The results of this research is highly relevant for the current educational policies in the Netherlands. In 
2010 a new Dutch Framework for Numeracy (Referentiekader Rekenen) was laid down in Law. At this 
moment numerous stakeholders in education are constructing or using numeracy tests. The findings in this 
research can have a major influence on the testing of numeracy and mathematics in primary, secondary 
and vocational education. The research is closely followed by the Ministry of Education and the testing 
industry.  
 
Interactivity of the session 
I have a vast experience as (key note) speaker in educational conferences. My presentations are 
always interactive and supported by the latest multimedia techniques (simulations, videoõs, images, 
sound). Furthermore the presentation aims at active participation by posing questions to the audience, 
making room for short dialogues and discussions along the way and by actively connecting the 
presented information to the subjective concepts of the audience by making room for thinking time and 
taking stands. 
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Workshop 1.1:  23/11/2011    13.45 - 15.10   Room 1 
Presenter:  Wenja Heusdens 
Co-presenter(s): Monique van de Laarschot 
Title: Portraits of teachers in pre-vocational secondary education. How do 

teachers put their profession into practice and what does this mean for the 
determination of craftsmanship and for teacher training programs? 

Theme:   Professional development - teacher(s) and training in the professions 
 
Goal(s)/question(s)/problem(s) 
Our general research question is: by which images and behavioral indicators ð as made explicit by 
four communities of practice in our research project ð can the craftsmanship of teachers in pre-
vocational secondary education be characterized? This question is divided into four sub-questions:  
(1) how do teachers put the described craftsmanship into practice?  
(2) what are the reflections and motives of the teachers on their own craftsmanship/ on their own 
professional practice?  
(3) are there discrepancies between the actual practice and the reflections of the teachers?  
In our workshop we present and discuss the outcomes of our research project and we look at the 
implications for teacher training programs and professionalization of teachers. 
 
Procedure and/or instruments 
In our research project, nine examples of different teaching practices in pre-vocational secondary 
education were put on film. We used the stimulated-recall interview technique to identify teachersõ 
motives behind their professional actions. Based on these reflections and our own observations, we 
analysed and characterised specific elements of craftsmanship. We translated these findings into 
vignettes. These vignettes describe the behavioural indicators of craftsmanship in pre-vocational 
secondary education. 
 
Findings and interpretations 
Our findings show three important elements of craftsmanship:  
Engagement. 
Teachers constantly look for new ways to encourage students and give them the best possible 
preparation for the future. They show interest into studentsõ backgrounds. Teachers train their students 
to think in the perspective of their future professional life. 
Providing context-rich and vocational-oriented education. 
Teachers need to connect their subject-knowledge to future professions. They create environments in 
which students learn to connect professional knowledge to practical learning (in simulations and 
apprenticeships). Teachers must be well aware of the corporate culture and employment in the region. 
Interdisciplinary work. 
Teachers need to place their subject in the context of a profession. They need to make connections with 
other disciplines and integrate their art as much as possible with other subjects.  
 
Relevance for practice and/or policy 
Our submission is relevant for the determination of craftsmanship in pre-vocational secondary 
education. It offers several implications for teacher training and professionalization of teachers in 
vocational education.  
 
Interactivity of the session 
The participantsõ input plays an important role in our workshop. First we will start our session by asking 
the workshop participants what they perceive as key competences for teachers in pre-vocational 
secondary education. We will compare the suggestions with our findings. We will briefly describe our 
research project and outcomes. Furthermore, we will show on video, a couple of practices and 
reflections of teachers in our research project. In small groups, we will discuss the footage and work on 
activities aimed at craftsmanship in vocational education (activities which can be used in teacher 
training). The end of the workshop will be a group discussion on the relevance of our research findings, 
for teacher training and professionalization of teachers in pre-vocational secondary education.  
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Workshop 1.2:  23/11/2011    13.45 - 15.10   Room 2 
Presenter:  Karin Sillen-Sloekers 
Co-presenter(s): Paul Hennissen & Marcel Graus 
Title: Can we manage professional development of school-based teacher 

educators? 
Theme:  Professional development - teacher(s) and training in the professions 
 
Goal(s)/question(s)/problem(s) 
Professionalization of teachers and teacher educators often appears to be ineffective. Timperley et al. 
(2007) conducted a comprehensive study of the effectiveness of professional development activities for 
and by teachers. They conclude it is especially important that learners themselves are in control by 
determining their goals, activities - alone or with others - defining, implementing ,monitoring and 
eventually evaluating these. However, teacher educators need help in this process to actually get to 
learn (Streumer & van der Klink, 2011). A self-assessment tool helps them by creating a dissonance 
between what is already mastered and what one wants to master. We present the tool,proces,and the 
effects it yielded. The research question is: "Does a competence-based self-assessment give school-
based teacher educators a clear view of their personal development needs and does the individual 
and collective analysis of the results bring them to further professional development?" 
 
Procedure and/or instruments 
This study investigates a way to manage professional development of teacher educators by looking at 
the results of self-assessments, partially based on the VELON-standard. This standard is used in the 
registration of teacher trainers in the Netherlands. 30 school-based teacher educators and mentor 
teachers completed 150 self-assessments, in which they scored each competency description and 
explained each score in writing. The quantitative and qualitative analysis by the researcher gave a 
clear picture of the results. The interpretation was not shared with the learners. Instead the results were 
analyzed in small groups by themselves but with guidance from the researcher. With this action the 
learners could give meaning to the quantitative scores and could also indicate what the next steps 
should be. The analyses of the small groups were then shared with the entire group, leading to a 
collective analysis and collective learning. 
 
Findings and interpretations 
The self-assessment tool was not suitable for each group. The school-based teacher educators had no 
problem. The mentor teachers however needed an adapted instrument because their work is less 
comprehensive and mainly at the class level, while the school-based teacher educators primarily work 
at meso level of the school and are involved in many decisions.  The results of the learners' analyses 
appeared to be more extensive than the researcher's analysis. Interpreting the results of self-
assesments in a collective manner, even with guidance, enables learners to manage their own learning 
process and further develop professional activities for the individual and for the entire group. 
 
Relevance for practice and/or policy 
This submission is relevant for practice and policy because the professional development of school-
based teacher educators is an important factor to stimulate the development of student teachers. The 
quality of the learning by the student is largely determined by the quality of the facilitators who give 
feedback. Furthermore school-based teacher educators who learn to manage and determine their own 
learning process are able to continuously learn when direct contact with and between student teachers 
exist. In addition, this form of cooperation between research and practice is important. For the purpose 
of professional development it is crucial that those who filled out a questionnaire, are also involved in 
the interpretation. This significantly increases the likelihood that actual activities are planned and 
executed at a later stage. 
 
Interactivity of the session 
In this workshop, we present parts of the self-assessment tool. Participants are asked to fill in this 
instrument and asked to describe why they give a certain score. Then individual scores are shared and 
analyzed in small groups: How do we interpret this score? What consequence do we commit ourselves 
to? After the analysis in small groups, the 'new' results are shared with the entire group, leading to 
additional insights. In this way participants experience the power of the combined interpretation of 
self-assesment data. The workshop finishes with a discussion on the implications of this research for 
practice and other research.
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P&R 1.5:  23/11/2011    13.45 - 15.10   Room 5 
Practitioner:  Ed Van Uden 
Researcher:  Harry Stockhof 
Title: Dynamind: Fostering Inquiry Based Learning by Digital Mind Mapping 
Theme:  Innovative training and/or learning methods/techniques 
 
Goal(s)/question(s)/problem(s) 
Many teachers in primary education search for ways motivating their pupils learning the (social) 
sciences. A promising approach is Inquiry Based Learning (IBL). In IBL, pupils are stimulated to follow 
their own interests and formulate their own questions about subjects in (social) science lessons. However, 
research indicates that the design of IBL-based projects poses a great challenge on teach-ers. Teachers 
express the need for an educational tool, which helps them structuring IBL, but also motives pupils to 
make authentic inquiries. This research project investigated if Digital Mind Mapping (DMM) could 
support teachers in this need. Digital Mind Maps are diagrams generated by software, which represent 
concepts around a central theme in radial branch-like structures. 
Main questions were:  
Å What are the effects of DMM on learning and motivation of pupils? 
Å How does DMM support teachers in the designing, implementation and evaluation of IBL? 
 
Procedure and/or instruments 
The effects of Digital Mind Mapping as a tool for IBL was investigated in a quasi-experimental re-
search comprising 270 pupils in 11 classes in 2 Dutch primary schools. During the research project Mind 
Maps were used by teachers to design, coach and evaluate four separate IBL social science projects. 
The Mind Maps were used to set goals, to explore prior knowledge, to coordinate individual inquiries, 
to add and elaborate on new knowledge and to test learning development. In every project pupils 
worked either on digital or paper-and-pencil Mind Maps. To investigate effects on learning the subject 
matter, pupils constructed pre-, post- and retention Mind Maps. A validated coding scheme was used to 
analyze the quality of the Mind Maps. Pupilsõ motivation and learning strategies were investigated 
using validated questionnaires. Questionnaires, interviews and observations were the instruments to 
collect data about the effect of DMM in IBL on teachers. 
 
Findings and interpretations 
Analysis of the constructed mindmaps reveals that the pupils in the DMM condition learned significantly 
more compared to the pupils using the paper-and-pencil mindmaps. Results on the questionnaire 
showed that pupils are more motivated to work with DMM, because the software enables them to 
design mindmaps in a flexible and accessible way. The questionnaires also indicate that deeper 
learning strategies are stimulated in DMM. Teachers are positive about DDM in IBL. Teachers indicate 
that the design of the Mind Map prior to the lessons helps them to distinguish and select the major 
aspects and goals of the IBL projects. The Mind Map supports teachers in building on prior knowledge 
and helping pupils to start relevant inqui-ries. The Mind Map facilitates knowledge sharing between 
pupils. Most of the teachers find evaluating the childrenõs mindmaps meaningful, but they also express 
that assessing the learning outcomes based on Mind Maps is complex. 
 
Relevance for practice and/or policy 
Schools increasingly investigate ways to address to childrenõs individual educational needs and to foster 
inquiry learning as an alternative to the traditional textbook learning. IBL offers such a challeng-ing 
educational environment, but teachers often find it difficult to design, execute and evaluate this form of 
education. Digital Mind Maps prove to be a powerful educational tool in IBL, that addresses teachersõ 
needs. Until recently, little research was available on the use of Mind Maps in education. Current 
research shows that mindmapping empowers inquiry learning and pupilõs motivation. 
 
Interactivity of the session 
One of the participating teachers will share his classroom experiences and his views on the possibili-ties 
of Digital Mind Mapping in IBL. Participants of the session are invited to ask questions. Partici-pants can 
share their experiences with graphical organizers in an educational setting.  
The primary researcher will present the research design and instruments. Goal is to discuss how Mind 
Maps can be used to assess cognitive development . His Mind Map Analysis Instrument and the re-sults 
of the study will be used to explore this. The participants are invited to express their views how Mind 
Map data could be analyzed.  
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Workshop 1.6:  23/11/2011    13.45 - 15.10   Room 6 
Presenter:  José Depuydt 
Title:   Knowledge creation in a professional learning environment 
Theme:   Learner diversity and differentiation in the learning environment 
 
Goal(s)/question(s)/problem(s) 
The goal of this study is to design a sustainable learning environment in which simultaneously knowledge 
is used and created, based on interactive dialogue in terms of shifts of thinking. 
 
Procedure and/or instruments 
I will propose a presentation and discussion session (45 min.)or Workshop (90 min.) 
This session is structured as following: 
I/ Short presentation of the model. 
II/ Relevance and meaning of the model in my personal discipline Architecture, based on the interaction 
between using knowledge from sub-disciplines in order to create a architectural design and creating 
architectural knowledge by designing. 
III/ Interactive part (see how to make the session interactive) 
 
Findings and interpretations 
On a double scale I propose an interactive model based on two schemes. The one is an interactive 
matrix based on two axes; firstly a pedagogical axis (interaction between society, learning institutions, 
learners and teachers), secondly a didactic axis (interaction between four dimensions: preparation, 
execution, reflection and knowledge-integration). The other is a dialogue-scheme based on an double 
cone. At the both ends, polarized positions are evoking a critical debate based on a structured multi-
dimensional approach. Mainly these dimensions are form, meaning, structure and context but filled up 
within a specific dialogical field. For example, if the dialogue is about assessment, the positions could 
be student-oriented or teacher-oriented and the dimensions; self-assessment, peer-assessment, co-
assessment and external assessment. This is challenging a lasting change in thinking based on dialogue. 
The two schemes are interacting each other and are developed based on philosophical (post-structural) 
concepts ôeventõ and ôheterotopiaõ.  
 
Relevance for practice and/or policy 
My research is situated in the development of a sustainable didactic tool in order to enhance a 
knowledge creation. Therefore a professional learning environment is needed. Since knowledge 
development is a core competence in higher education, it can be proceeded on a professional attitude. 
The core interest is to deal with continual changes in both social and professional goals. Creating 
knowledge in a ôsocial contextõ; whether it is scholarly or professional requires specific competencies; 
involvement in learning organizations(referring to Peter Senge), knowledge networks (interaction and 
knowledge collection) and specific tools.  
 
Interactivity of the session 
I/ Introduction (see procedure and instruments) 
II/ An interactive part whereby the model becomes active by a discussion about a (in the group) chosen 
topic e.g. efficient functioning of a group (groupwork), core issues of leadership, writing a report in 
order to distribute new knowledge, structured learning activities, creativity as a competence, risk-
taking, debriefing sessionsé. 
III/ Formulation of a small piece of knowledge about the topic based on what we have learned about 
the discussion. (improvements, changes in thinkingé) 
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Workshop 1.7:  23/11/2011    13.45 - 15.10   Room 7 
Presenter:  Arjan Dieleman 
Co-presenter(s): Lia Van Alphen 
Title: Practioner research methods with knowledge circles for professionalization 
Theme:  Practice-based enquiry methods 
 
Goal(s)/question(s)/problem(s) 
In Dutch schools there is a growing need for knowledge building initiated and organized by teachers 
themselves. Teachers are encouraged to do research and to develop practice-based knowledge on 
subjects that are relevant for school development. As members of the Dutch Open University we are 
involved in the creation and coaching of a lot of knowledge circles in different schools. At het same time 
as university social scientists we have a research task, we have to gather data in order to create 
empirical evidence for our theory building and testing. As researchers we meet a growing resistance 
against traditional academic research in Dutch schools. Schools are ôoverresearchedõ by questionnaires, 
by tests, by interviews etc. Problems of response rate and response tendencies are increasing. 
Therefore we are looking for, developing and testing methods that support teachers in their 
professionalization but at the same time generate data for scientific analysis. 
 
Procedure and/or instruments 
Conceptually, we build upon theories and research about knowledge building by teachers, about 
practitioner research, about learning communities in schools, about workplace learning and professional 
development, about learning and thinking styles and knowledge attitudes, about open and closed mind 
sets and about the nature and status of different forms of knowledge. The workshop will build on the 
results of the developments and the research the presenters have gone through over the last few years. 
In this workshop we will show and explore how the combination of methods of support for teacher 
professionalization and doing research is possible. 
 
Findings and interpretations 
In different projects we tested the follwing methods on their value for teacher professionalization and 
for generating data which can be used for scientific research and analysis as well:  
- Mind mapping 
- Personal postion repertoire (PPR-Hermans) 
- Visualization of networks 
- Tool for observing teacher skills (van der Grift) 
The results are encouraging. The methods support teacher professionalization and enhance teacher 
consciousness. The methods give the teachers a direct feedback and offer more objective insight into 
their knowledge, skills, ideas, attitudes and professional relations. They stimulate dialogue and 
discussion upon a more evidence basis. Teachers appreciated the methods as a valuable contribution to 
their professional development and to the functioning of knowledge circles and networks. At the same 
time the methods produce data that can be used for scientific analysis. We have used the results of the 
methods in several scientific reports. 
 
Relevance for practice and/or policy 
The mostly used methods of academic educational research are tests, questionnaires and interviews. 
They are often external in character and ask for respondents who are ordinarily ignorant of the aims 
of the research. These methods are not directly or immediately supporting teachers or schools with 
regard to their own professionalization issues. Only after the results have been gathered, processed 
and analyzed, they can offer insight or can be helpful but very often they are not. Disadvanges: time 
lag of the results and lack of statistical knowledge among teachers and school leaders are obstacles 
that can hinder the interpretation and impact of this type of research. Therefore methods are 
preferable that give direct feedback, actively support teachers or schools in their efforts to improve or 
to innovate and at the same time generate data for wider analysis.  
 
Interactivity of the session 
We will start with a theoretical introduction after which the participants will be invited to engage in a 
number of methods. They will try out the methods by themselves and experience the possibilities and 
restraints in small exercises and applications. The workshop wil end with dialogue and discussion about 
the relevance of these and other methods for professionalization and research.  
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Workshop 1.8:  23/11/2011    13.45 - 15.10   Room 8 
Presenter:  Wouter Schenke 
Co-presenter(s):  Anje Ros 
Title: Tension in Research: how to reach scientific as well as practical goals? 
Theme:   Learning in school, the workplace and communities 
 
Goal(s)/question(s)/problem(s) 
There has been a lot of discussion in literature about the gap between science and practice in the field 
of education. Research and Development projects in schools can be seen as a way to bridge this gap. In 
these projects researchers and educators work together in projects. However, they seem to have 
different interests. Researchers experience a tension between the (scientific) call for reliable, 
generalisable results that can be published in scientific journals on the one hand and the needs of 
schools for applicable, specific, context-rich results on the other hand. In this workshop we focus on the 
questions: 
- How do the researchers involved in R&D projects experience their own role in the collaboration with 
the stakeholders at schools? 
- How do they communicate about their role and interests with the practitioners in schools?  
- How do they deal with the tension mentioned above? 
 
Procedure and/or instruments 
The workshop consists of three main elements: 
* Two short presentations about research findings: 
- Wouter Schenke: Results from a quantitative and qualitative study on twelve R&D projects in 
secondary schools in the Netherlands in which researchers and practitioners work together to reach 
goals. The characteristics of the collaboration between researchers and practitioners in these R&D 
projects is studied and the way the researchers perceive their own role.  
- Anje Ros: Results from a qualitative study in which researchers and practitioners were asked about 
their perceptions and interests in research projects. 
* Three examples: Researchers and/or practitioners of three projects inform the participants of their 
experiences concerning their role in the R&D projects in which they are involved. 
* Discussion, exchanging experiences and searching for constructive solutions with the participants. 
 
Findings and interpretations 
From literature and from the interviews that were conducted several important findings can be distilled. 
Main task of the educational researcher in projects is to plan, perform and evaluate research. However, 
during the project researchers are often forced to perform other tasks, such as providing advice on the 
implementation, coaching teachers as they act as teacher-researchers, consulting school leaders to 
become data-driven workers. A role transition takes place, depending on the mutual expectations on 
the researcherõs role and his skills and ambitions. Another problem is that the results researchers are 
interested in, differ from the kind of results that are most useful for schools. Researchers aim for 
research settings that are stable, rigid and focuses on specific subthemes, whereas schools request 
research settings that are flexible, holistic and that take into account the context. Communication about 
mutual expectations appears to be the key to success in these issues.  
 
Relevance for practice and/or policy 
Educational research has a disappointing impact on educational practice. In order to improve the 
quality of education, it is very important that schools utilise the results of educational research. Often 
this problem is pointed at in terms of the gap between practice and science (or theory). One of the 
underlying problems concerns the separate worlds, with different rules, different languages and 
different requirements of what is good and useful research. Recently, there have been more and more 
attempts to conduct practice-based research that is meaningful and useful for teachers as well as school 
leaders. It is being conducted in a real world context, with real problems and in collaboration with 
practitioners. With respect to these studies, it is important to learn from the problems the researchers 
and practitioners encounter. In particular, to learn from the approach in communication they have used 
to solve these problems. 
 
Interactivity of the session 
This workshop will be highly interactive and consists of various parts. It starts with an introduction on the 
R&D projects in the Netherlands and the perception of the roles of researchers in these projects. This is 
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followed by a presentation on the tension mentioned above which will be viewed from a theoretical 
background. After this, the main component of the workshop starts in which the participants will be 
divided into three groups. In each group a case study will be presented by stakeholders working with 
the schools in R&D projects, such as researchers and teachers. In every group, discussions are held on 
the roles, different expectations and interests of researchers and practitioners. The workshop will be 
concluded with the question to the participants to what extent they are influenced by the general 
discussion in this workshop in their future work as researcher or practitioner. 
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Workshop 1.9:  23/11/2011    13.45 ð 15.10   Room 9 
Presenter:  Sylvia Mommaerts 
Co-presenter(s): Jonathan Cops 
Title: Research competencies and education: intervention and analysis of 

prospective teachersõ perceptions 
Theme:  Innovative training and/or learning methods/techniques 
 
Goal(s)/question(s)/problem(s) 
Positive research attitudes do not only stimulate teachers to explore different possibilities to improve 
their own practice; they also encourage them to reflect on their own and othersõ (teaching) behavior 
with a view to understand their and othersõ current educational practices and search for new answers 
for the problems they are confronted with (Harinck & van De Vries in Van der Donk & van Lanen, 
2009). Van Braak, Vanderlinde and Aelterman (2008) define research competencies as the ability to 
collect and interpret research materials. Unfortunately, recent empirical studies in Flanders and the 
Netherlands demonstrated that, as is the case in other European countries, there exists a clear gap 
between, on the one hand, educational practice and, on the other hand, educational research (Klasse, 
2007; viWTA, 2007). The presented study aimed at providing building blocks to address this gap by 
stimulating the acquisition of prospective teachersõ research competencies and attitudes. 
 
Procedure and/or instruments 
The students from the experimental group (162) received, in contrast with those from the control group 
(155), systematic instruction in and training of their research skills during their (three-year-long) studies. 
To administer studentsõ research attitudes, we offered all participants a (self-developed) questionnaire, 
addressing their attitudes towards reading research publications, their research experiences, and their 
attitudes towards the relevance and usefulness of research for educational practice. The control 
students answered this questionnaire at the end of their teacher training studies; the students from the 
experimental group answered this questionnaire at the beginning, medio and at the end of their three-
year program. The purpose of this contribution is (a) to discuss the changes in studentsõ research 
attitudes during the teacher training, and (b) to demonstrate and provide hands-on experience with the 
different workshops that we developed to stimulate the acquisition of positive research attitudes and 
research competencies in prospective teachers. 
 
Findings and interpretations 
First, we found no changes in the number of students eager to read research publications during their 
teacher training, but observed clear differences in their motivation to read these publications: at the 
third measurement time, the students from the experimental group read significantly more publications 
because of personal interests, pleasure and because they wanted to learn. Furthermore, at the end of 
their teacher training studies, the students from the experimental group read significantly more 
publications than the control students. Second, at the end, students indicated to have more experience in 
doing research than at the start at their studies and then the control students. Finally, at the end of their 
teacher training studies, the students from the experimental group had more positive attitudes towards 
conducting small-scale research to improve their own educational practice than at the beginning of their 
studies.  
 
Relevance for practice and/or policy 
Prospective teachers should be involved in designing and conducting small-scale studies, relevant for 
educational practice, with a view to optimize the teaching skills of their students and the learning of 
their pupils. The developed intervention materials that we will present can help teacher trainers to 
systematically stimulate the acquisition of positive research attitudes and good research competencies in 
their own students. Starting with a theoretical explanation of the importance and meaning of teachersõ 
positive research attitudes and competencies, the intervention materials all include a clear handout and 
concrete exercises to practice specific research competencies (related to action research). Our 
intervention materials can help teacher trainers ð even teacher trainers without any expertise in the 
domain of designing and conducting action research ð to stimulate the development of essential 
research skills in student teachers. These research skills are essential not only to become, but also to stay 
an excellent teacher. 
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Interactivity of the session 
Our session will be divided in two major parts. First, the design and the results of the project will be 
presented (20õ). The audience will be challenged to question these results and to discuss the impact of 
these results for educational programs. Secondly, the structure and the content of the intervention 
materials will be presented, followed by a hands-on part in which four exercises of four different 
research skills will be tested by the audience (65õ). The learning effect of the presented materials will 
be checked during a quiz in small groups. As a bouncer (5õ), we will present a best-practice research 
assignment produced by some third year students of GROUP T ð Leuven Education College.  
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P&R 1.10:  23/1 1/20 11   13.45 ð 15.10   Room 10 
Practitioner:   Joris Graaumans 
Researcher:  Antoine Van den Beemt 
Title:   The iPad goes to school: discussing success factors of tablets in education 
Theme:   ICT and benefits for learning 
 
Goal(s)/question(s)/problem(s) 
The iPad sees a growing interest from educators. This interest and accompanying expectations 
resemble the emotions and assumptions about the Internet in the 1990's and video games during the 
last decade. Practice based research is necessary in order to move beyond assumptions and to 
deliberately decide which educational purposes can be supported by tablets. In this research, the jump-
off point should be student- and school-characteristics rather than technology. Furthermore, it is 
important for educators to acknowledge the diversity in skills, experiences and preferences among 
contemporary students, especially in relation to interactive media use. The aim of this contribution is to 
elaborate on the question about prerequisites for a successful application of ipads in education. This 
will be done in perspective of existing research on interactive media. The investigation ideally leads to 
well-formulated learning questions preceding the possible application of tablets in education. 
 
Procedure and/or instruments 
The foundation of this dialogue session consists of four projects in which ipads are used as a medium for 
learning. One of these projects took place at a Dutch higher education institution. The instrument 
consisted of pre- and post-tests that reported respondents use of ipads and the Internet in general. This 
project was finished in the beginning of 2011. Three other projects, in primary, secondary and 
vocational education, consist of interventions with iPads during specific courses such as math. Interviews 
and observations are done to investigate the actual application of iPads and subsequent developments 
in learning results. 
 
Findings and interpretations 
The finished higher education project served as an open exploration of possible uses of iPads in 
education. Therefore, it was not guided by a learning question or aim to improve learning results. The 
results of the users' self-reports show (limited) increase in use of online information and in a more 
positive image of the institution. Furthermore the results show a divergence in use of the iPads and 
accompanying applications and only limited effectiveness on for instance learning results. Preliminary 
findings of the other projects will serve as input for the dialogue during the conference. 
 
Relevance for practice and/or policy 
The projects show practitioners important factors to be considered before applying tablets in 
education. The results emphasize the importance of learning questions rather than a specific device as a 
starting point for innovation in education. In perspective of existing research on interactive media in 
relation to learning, our projects show that tablets enable to differentiate on learner characteristics. 
However, the full potential can only be reached when schools acknowledge differentiation in their 
method and approach to learning. 
 
Interactivity of the session 
During the session practitioners will present at least 2 of the mentioned projects. The researcher will 
present the relation to theory in the context of ICT and learning. Participants in the dialogue are invited 
to share their own experiences and formulate their own points of interest and attention for applying 
tablets in their own professional context. Participation will be provoked by means of hypotheses and 
counted-responses. The focus in the dialogue will be on facts rather than opinions and values. 
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Roundtable 1.11: 23/11/2011    13.45 ð 15.10   Room 11 
Presenter:   Loek Nieuwenhuis 
Title:  Comakership of Workplace Learning in intermediate VET: a methodological 

introduction 
Theme:   Practice-based enquiry methods 
 
Name of presenter of first contribution 
Loek FM Nieuwenhuis 
 
Title of first contribution 
Comakership of Workplace Learning in intermediate VET: a methodological introduction 
 
Abstract of first contribution 
5 Colleges for VET (vocational education and training) took part in a innovative development project. 
Collaboration was organized in three ways: 
Å Collective learning (national level) of the colleges in the field of workplace learning: knowledge and 
practice exchange both on management level and between teacher teams. 
Å Collective learning (regional level) between extended teacher teams: comakership for effective 
competence development. 
Å Collaboration between practitioners and researchers, both regional and at national level. 
Local development and national research were designed to deliver practice based evidence for 
effective training trajectories.  
The colleges will present the results of their local design projects, and results will be presented from the 
overall research project on the collaborative learning processes. For the local projects we take a 
common scope: a PDSA cycle will be used to describe the collective learning processes in the extended 
teams (teachers in VET, Higher Education and company mentors). 
 
Name of presenter of second contribution 
Niek van den Berg (Zadkine), Jan Streumer (Rotterdam University) 
 
Title of second contribution 
Local research in nursing learning departments 
 
Abstract of second contribution 
This contribution focuses on the collaborative research which is carried out in the field of nursing 
education. In the extended team teachers from Zadkine (VET), Rotterdam University (HPE) and nursing 
mentors from three major hospitals and nursing houses, collaborated with researchers from Zadkine and 
Rotterdam University. This collaboration was aimed at improvement and evaluation of the learning 
potential of so-called ôlearning departmentsõ in the hospitals and nursing houses. Nursing students from 
VET and HPE run these departments, whereas teachers and mentors have a role as coach and instructor. 
A ôRotterdam Modelõ for practice based developmental research emerged from this approach, in which 
a PDSA cycle plays a major role. Design of interventions, data collection and evaluation lead in a 
cyclical process towards evidence based practice for effective use of the learning department concept. 
In the contribution experiences with this approach will be presented by researchers and practitioners. 
 
Name of presenter of third contribution 
Cindy Poortman (ROC MN) 
 
Title of third contribution 
Inputs and outcomes of comakership for learning departments 
 
Abstract of third contribution 
ROC Midden Nederland, Hogeschool Utrecht University of Applied Sciences, and three nursing homes, 
invested much effort in establishing and improving learning departments as an alternative to traditional 
internships. To realize the next improvement cycle, they were interested in the questions 1) to what 
extent the learning department is an effective alternative to an internship and 2) how communication 
between teachers (school) and mentors (workplace) could be further improved. The first question was 
addressed using evaluation research. In terms of learning results, the learning department is up to par 
with internships. In addition, students, teachers and mentors are very enthusiastic about the processes 
and results of workplace learning in this context. For the second question, a pilot-study with workshops 
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for teachers and mentors was carried out. Participants were highly involved in improving mutual 
communication. This resulted in practical appointments between the participants, and guidelines for 
other departments and institutions.  
 
Name of presenter of fourth contribution 
Perry den Brok (Eindhoven University), Inge Veerdonk (ROC Eindhoven) 
Title of fourth contribution 
Collaboration on guidance: experiences from the Eindhoven region 
 
Abstract of fourth contribution 
ROC Eindhoven organised learning communities around work-based learning for several courses 
(nursing, facility management, beauty salons). These learning communities were targeted on common 
learning on guidance models for interships and inservice students. Researchers from Eindhoven Technical 
University supported these learning processes with developmental and evaluation investigations. This 
resulted in empirical data on (problems in) cooperation between college and practice, which in turn 
lead towards the design of improved guidance models. In a second round of investigatory projects 
these designs are evaluated by professionals (teachers and mentors on feasibility) and students (on 
satisfaction and results). Eventually the process has lead to an òEindhoven modeló for guidance of 
internships, which is ready for use both locally as well as nationally.  
 
Name of presenter of fifth contribution 
Michel Jehee (ROC Leiden), Jeroen Onstenk Inholland) 
 
Title of fifth contribution 
Towards a model for school-based, authentic practice 
 
Abstract of fifth contribution 
ROC Leiden, together with the Inholland university for applied sciences, developed guidelines and 
procedures for designing semi-school based, authentic practice for several courses (IT development; 
catering; administration; care). Small business units, ran by students and teachers, were established, 
supported by local employers, in order to work on realistic projects and tasks, commissioned by local 
clients. High service level agreements and quality requirements urged students to deliver realistic 
services within authentic conditions. Teacher teams investigated the organizational (co-makership) and 
educational aspects of such work-and-school-based learning environments and evaluated the learning 
results within the scope of a practical curriculum: which added value can be ascribed to these 
environments, in comparison with real practice and/or classroom instruction? These included possibilities 
to offer extra support for weaker students. The outcomes of these developmental investigations have 
lead towards guidelines and insights for the use and design of authentic practice within VET colleges 
 
Name of presenter of sixth contribution 
Cees Terlouw (Saxion University for applied sciences) 
 
Title of sixth contribution 
Managing expectations of students and practical instructors for workplace learning 
 
Abstract of sixth contribution 
VET College ROC van Twente, together with the Saxion University of Applied Sciences, executed 
collaborative design-based research with teachers and in a pretest-posttest design that focuses on the 
management of expectations of students and practical instructors for workplace learning. Because the 
expectations were unclear (ôPlan / problem analysisõ), guidelines and procedures were collaboratively 
designed with the teaching team (ôPlan / designõ), executed (ôDoõ), evaluated in terms of satisfaction 
(ôStudy), and reflected for redesign (ôActõ). The expectations for and satisfaction about workplace 
learning concerned topics such as preparation, communication, study career counseling, and teacherõs 
guidance and judgement . Three departments were involved: Educational Assistant, Middle level 
Engineering, and Information Services . Different significant results were found in the three departments 
and the groups involved for the topics mentioned 
 
Relevance for practice and/or policy 
This complex project, sponsored by HPBO, the Dutch platform for innovation of VET, was designed to 
build a bridge between local educational practices and the world of educational sciences. Local 
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development projects and national research projects were designed to deliver practice based evidence 
for effective training trajectories for intermediate skills. In the round table we will give insight in the 
learning processes which took place on the different levels organised. This is relevant for the 
development of evindecne based practice, both on management level (how to organise innovation) as 
well as on team level (organisation of professional learning and quality cycles). 
 
Interactivity of the session 
Short presentations by both researchers and practitioners will be invitational for the audience to be 
involved in a discussion on the feasibility of evindence based educational development. Break through 
methodology (doorkbraakmethodiek in Dutch) is seen as a strong policy instrument for quality 
development. Researchers, practitioners and policy makers are invited to join the discussion. 
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Workshop 1.12: 23/11/2011    13.45 ð 15.10   Room 12 
Presenter:  Odile Keulers 
Co-presenter(s): Anne Kooiman 
Title: How to organise research within an innovation network of actors from 

government, welfare and knowledge organisations to develop and 
implement a sustainable methodology for the intensive coaching of multi-
problem families. 

Theme:   Professional development - teacher(s) and training in the professions 
 
Goal(s)/question(s)/problem(s) 
Rotterdam policy aims at supporting multi-problem families by ôintensive family coachingõ to act again 
in a self-responsible way. This type of support is financed for a maximum of one year. In many cases 
there is such a multitude of problems, that intensive family coaching is required for a longer period. In 
those cases, the rule is that coaching is transferred to another type of professional, who is cheaper and 
works less intensively. Experience has shown that the first positive results produced by intensive 
coaching gradually wear out and that problems start to accumulate again. This raises the question: 
where do things go wrong? A new project was launched to address that issue by developing a 
comprehensive strategy after intensive family coaching. The goal was to create an innovation network 
to find out how best to maintain the positive results of intensive family coaching and disseminating the 
results regionally.  
 
Procedure and/or instruments 
Rotterdam University initiated and monitored the innovation network (2009-2010): 
Å Lecturers in social work did inquiry into multi-problem families and analysed the kind of professional 
support.  
Å Frequent meetings were organised for professionals of different organizations in order to discuss their 
vision and the methods they use for assisting multi-problem families.  
Å New theoretical concepts (like pedagogical awareness) were introduced by lecturers, resulting in a 
new instrument that is meant to support professionals in analysing the problems. 
Å Case-reflection and training of skills scaffolded the learning process. 
Å Communication was organised regularly between project management, commissioner and 
management of the participating organisations for aligning.  
Å An educational movie was recorded with four professionals and four families telling their stories.  
Å The findings were integrated in a new minor programme in ôMulti-problem familiesõ (that started in 
September 2011). New projects with the partners of the innovation network are underway.  
 
Findings and interpretations 
These findings were found to be prerequisites for learning within innovation networks: 
1. from implicit to explicit ways of learning to create a shared knowledge-base: monitoring knowledge 
circulation contributes to the process and results  
2. from individual to collective learning: from the innovation questions of professionals to informing, 
sharing, developing and implementing of knowledge  
3. from problem solving to sustainable development  
4. from project co-operation to integration of research and innovation  
5. complex problem solving needs intensive circulation of knowledge 
6. timing, trust, reflection and aligning for constructivist learning  
7. money, knowledge and technology can be organised. Yet, the chemistry between actors at a 
strategic level as well as the serious commitment to the facilitating role by actors at the management 
level are crucial too. 
These were some of the more fascinating developments that took place in the innovation network. 
 
Relevance for practice and/or policy 
Students are being trained to become creative innovation professionals. Rotterdam University is taking 
its social responsibility seriously by supporting and investing in the development of the region. The 
university is conducting experiments in how to co-operate with external parties through the participation 
of professors, lecturers and students in innovation networks. They support professionals and their 
organisations in solving complex social problems by doing research and developing new knowledge.  
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As an extra spin-off effect this translates to lecturers updating their curricula and preparing students 
up-to-date for the profession. This way of supporting regional developments is much appreciated by 
governments, companies and social institutions and has led to some lasting co-operation agreements.  
The 2-year project has almost come to an end. Professionals asked for continuing the network by 
regular intervision. 
 
Interactivity of the session 
Program of the Workshop:  
Å Introduction:  
Å Presentation innovation-practice 
Å Relating innovation-practice to theoretical concepts 
Å Book- and Educational Film presentation (no showing) 
Å Comparing notes with the audience: 
Å What professionals (social work graduates from universities for example?) work with Multi-problem 
families in your countries? 
Å In what way do you work on developing sustainable solutions for complex (family-)problems? 
Å Workshop assignment:  
We would like to make the workshop interactive by giving participants a format with criteria to use in 
the assignment to create and set up an ideal innovation network for solving a complex social problem. 
Participants can either choose to organise the ideal innovation network in order to face a current 
challenge within their own context. Or alternatively, participants can work with the format to reflect on 
organising ideal innovation networks for tackling a particular case that will be provided by us.  
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P&D 2.1:  24/11/2011    09.00 - 09.40   Room 1 
Presenter:  Caroline Timmers 
Co-presenter(s): Jannie Braber-van den Broek 
Title: Design and student use of a formative CBA on information literacy 
Theme:  ICT and benefits of learning 
 
Goal(s)/question(s)/problem(s) 
The importance of information literacy within information societies is widely acknowledged. Information 
literacy refers to the ability to determine the information need, to access and critically evaluate 
information, and to use it effectively to solve problems. Results of previous research show insufficient 
information literacy and a tendency of students to overestimate their own information. A formative 
computer-based assessment (CBA) was developed to create the opportunity for students to monitor 
their knowledge and skills related to information literacy. Formative assessment is specifically intended 
to generate feedback on performance to support student learning. However, feedback can only be 
effective when the learner is willing and able to use it. This study reports on the extent to which students 
paid attention to the feedback provided by the formative CBA and factors, such as test length, 
supervision, item difficulty, and task-specific motivation, influencing the attention paid to feedback. 
 
Procedure and/or instruments 
First year bachelor students of Commerce (N = 200), Law (N = 200) and Health (N = 165) were 
asked to complete a formative CBA on information literacy. Health students also completed a validated 
questionnaire on task-specific motivation. An assessment system was developed for the purpose of 
monitoring student attention paid to feedback. Items were selected for the formative CBA from an 
existing series of items in consultation with lecturers involved. The length of the formative CBAs varied 
between ten and twenty item. Stems and answers of the items were specific for the contexts of 
Commerce, Law and Health. When a student completed all the items an overview of correctly and 
incorrectly answered items was presented. This overview linked to an elaborated feedback page per 
item. These feedback pages included the correct response and an explanation of the various concepts 
used in the stem and answering categories.  
 
Findings and interpretations 
Results show that the attention paid to feedback varies greatly between students. In general the 
attention focuses on feedback of incorrectly answered questions. In each study approximately fifty 
percent of the respondents paid attention to feedback of incorrect answers only. Approximately 
another twenty-five percent did not pay attention to feedback at all. Results suggest that differences in 
attention paid to feedback are influenced by test length, task difficulty and task-specific motivation. 
Supervision, however, does not seem to influence the average attention paid to feedback. On the other 
hand, results show that indirect and direct supervision lead to a greater impact of feedback as the 
number increases of students taking the test. As a consequence, over all the students more attention is 
paid to feedback. 
 
Relevance for practice and/or policy 
With the availability of computers, it has become easier for educators to provide students with 
feedback in formative assessment. The aim of feedback in formative CBA is to support student learning. 
For actual learning to occur students need to engage with the feedback provided. Overall, the findings 
showed that a large group of student were willing to engage with feedback. The results also show that 
this willingness depends on characteristics of the task, such as task difficulty and test length. As such, the 
research explores variables that influence student willingness to engage with feedback and is relevant 
for the development of effective formative CBAs. 
 
Interactivity of the session 
The presentation will cover approximately 20 minutes of the session. The remaining 20 minutes will be 
used to discuss participants views on and experiences with formative CBA. The following topics will be 
addressed:  
1)What is the most effective type of feedback?  
2)Which other factors may influence use of feedback? 
3)The effectiveness of a formative CBA depends on the way it is embedded in the learning 
environment. What is the best way to embed formative CBA in a learning environment?  
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P&D 2.2:  24/11/2011    09.00 - 09.40   Room 2 
Presenter:  Fer Boei 
Co-presenter(s): Martijn Willemse & Ria Kleijnen 
Title: How to stimulate the development of a research culture among UAS 

Teacher Educators: a workplace challenge. 
Theme:  Professional development - teacher(s) and training in the professions 
 
Goal(s)/question(s)/problem(s) 
In Europe Universities of Applied Sciences (UAS) face a challenge concerning the applied research 
mandate. By performing this research UAS have to  
-contribute to the body of knowledge of the professions in question,  
-improve the quality of their curricula,  
-improve the professional development of their teachers and 
-help companies to innovate. 
However, a research culture seems to lack in UAS. Lepori (2008) for example, describes the tension 
between the demands of good research and UAS Teachersõ lack of research skills, research time and 
focus on research. In our research project we aim to contribute to the development of a research culture 
among UAS Teacher Educators (TE) in The Netherlands. In this presentation weõll address the results of 
our project and elaborate on these focusing on the question: How to stimulate the development of a 
research culture among UAS Teacher Educators: a workplace challenge. 
 
Procedure and/or instruments 
Due to the fact that the applied research mandate of UAS is relatively new, thereõs a hardly any 
knowledge how UAS teacher educators perceive this new task. Therefore, in 2011 we conducted an 
online survey among 508 TE's of seven departments for teacher education within one UAS. We asked 
them about their opinion concerning the aims of this research mandate. Furthermore, we asked them 
about their self efficacy on research skills and their knowledge of different types of research methods 
and the ways in which incorporate research in the curricula. Finally we asked them about what kind of 
support they needed to carry out research. After analyzing the results of this survey we organized two 
focus groups to address the findings more in depth. The findings of this exploring study are point of 
departure for further research on the development of a research culture among TE's.  
 
Findings and interpretations 
A significant difference is found between TE's who participate in research and those who donõt 
concerning the aims of applied research. The first agree more on the fact that research contributes to 
their professional development. Significant differences are also found in the self efficacy of TE on 
research skills: between educational backgrounds, their participation in research and between the 
different departments. In general TE's rate themselves high in researchskills. Striking: they also 
emphasize to have little knowledge of research methods and plea for support by expert researchers. 
The preference in which way research should be incorporated in curricula seems to be idiosyncratic. 
Based on the model of Healy (2005) we found a preferences for three types: research based -, 
research guided - and research focused curricula. The results raise the questions how to improve the 
professional development of TE on applied research. 
 
Relevance for practice and/or policy 
Contribution to the development of a research culture for applied research is a challenge for many 
UAS. Especially, the question how you can stimulate (teacher) educatorsõ professional development in 
applied research skills. What are valuable methods to create a research culture? How can we use 
knowledge about learning on the work place to address these questions? In this presentations weõll try 
to address these questions together with the participants of the presentations. The ideas and answers 
which occur during this session can give direction to futures policies and research on this subject.  
 
Interactivity of the session 
During this session weõll use a prezi to introduce the audience to our research and to present the results. 
With the use of an interactive voting system combined with a couple of specific questions concerning the 
interpretation of the results and the possible consequences for further research, the discussion with the 
audience will be facilitated. 
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P&D 2.3:  24/11/2011    09.00 ð 09.40   Room 3 
Presenter:  Jos Geerligs 
Co-presenter(s): Theo van Geffen 
Title:   The success of training teachers' reconstruction ability 
Theme:   Professional development - teacher(s) and training in the professions 
 
Goal(s)/question(s)/problem(s) 
Questions: 
In the projects: 
What are the benefits for teachers and students? 
What are the possible causes of bottle necks in training supervision to reconstruct events, perceptions 
and respectively experiences, to recognise steps in acquisition of competence, to design learning 
questions with students, etc.?  
In the presentation and discussion: 
What are relevant research questions with regard to the four training projects? 
Goals 
In the projects: 
Developing educational approaches to competence based education. A working concept and interested 
teachers are necessary prerequisites, but apparently not enough. Participating school managers and 
integration in the schools' vision enhance the chances. Will it do? What more needs to be done? 
In the presentation and discussion: 
Reflection on omissions. 
 
Procedure and/or instruments 
In the presentation and discussion: 
Ten minutes to enlighten the Kantian dualistic approach of competence based education. Ten minutes to 
enlighten the experience in four projects. Twenty minutes to generate and discuss research questions 
 
Findings and interpretations 
In the projects: 
The success of training teachers is hard to predict. 
In the presentation and discussion: 
New and criticised research questions 
 
Relevance for practice and/or policy 
In the projects: 
A reconstruction ability of teachers and students is regarded to be a basic critical success factor for the 
development of competence based education. It could be the key for the utilisation of learning in the 
workplace (and for the connection of theoretical an practical learning). This item however is not on the 
agenda of teachers' professional development neither on research agenda's. The presentation aims at 
1) answers on instrumental questions (how to make the training more successful), 2) putting the item on 
the agenda of participants in the conference en 3) discussion about priorities for professional 
development and educational research. 
In the presentation and discussion: 
How do relative outsiders judge the approach? 
 
Interactivity of the session 
In the presentation and discussion: 
Theo van Geffen will chair and feed the discussion. Jos Geerligs will bring forward information. The 
audience is asked to formulate research questions.
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P&D 2.4:  24/11/2011    09.00 ð 09.40   Room 4 
Presenter:  Quinta Kools 
Co-presenter(s): Sanneke Bolhuis 
Title: How to integrate practitioner research into teachersõ daily practice? 
Theme:   Professional development - teacher(s) and training in the professions 
 
Goal(s)/question(s)/problem(s) 
Teachers doing their own practitioner research increase their professionalism as teacher. Although the 
relevance of practitioner research is stressed by many authors, not many teachers in the Netherlands 
are already actively doing practitioner research. However, we notice a broad interest in the 
phenomenon. At our Teacher Education Institute student-teachers are obliged to perform practitioner 
research as a part of their study. Unfortunately they may not see teachers in their practice schools who 
model doing practitioner research. The question is, do students see the benefits of practitioner research 
for themselves and their school and do they expect to continue doing practitioner research in their 
future job? What conditions do they think they need in school to do practitioner research? What can we 
learn from teacher researchers about the benefits and necessary conditions for practitioner research in 
schools?[ 
 
Procedure and/or instruments 
To answer the questions an inquiry was set up, consisting of (A) a study amongst student-teachers and 
(B) a study amongst teachers who are involved in practitioner research. In study A a questionnaire was 
used, consisting of three parts: (1) lessons learned from practitioner research; (2) opinion about 
practitioner research as teacher (personal value) and (3) future plans for doing practitioner research in 
their job as teacher. 146 student-teachers who had been doing practitioner research responded to the 
questionnaire. Study B consisted of interviews with 15 teachers (secondary or vocational education) who 
were or had been doing practitioner research. In these interviews questions were asked about the 
teachersõ experiences with practitioner research, what they valued, what problems they met, and which 
conditions for performing practitioner research in schools they found important. 
 
Findings and interpretations 
Findings from study A show that student-teachers think they have learned how to do practitioner 
research. They also think they have gained new insights in the topic of their research. 61% of the 
student-teachers agree on the statement ôpractitioner research is a systematic approach to gain insight 
in a problemõ. However, 71% of the students think it is very difficult to fit practitioner research into the 
work of a teacher. In their future jobs student-teachers donõt expect to do practitioner research. 
Findings from study B show that teaching tasks are rivalling with practitioner research, not only in time, 
but also in dynamics. Teaching demands immediate action while research demands reflection and time 
to read, think, discuss and work out things. Teachers would like to do practitioner research more 
together with colleagues and they would appreciate supervision and coaching from external 
researchers. 
 
Relevance for practice and/or policy 
Practitioner research is a professional development strategy which helps teachers to gain new insights in 
professional problems they encounter. Equipping (student-)teachers with competences to do practitioner 
research is equipping them to improve the quality of their teaching, now and in the future. The findings 
of our study show however, that practitioner research is not yet seen as a part of the profession of 
teachers that needs facilitation and competence development. Research is often perceived from the 
academic research perspective and not as a professional development tool. Discussing this issue with 
school teachers, management, and policymakers might increase the awareness of the potential value of 
practitioner research for the professional quality of individual teachers, schools and education.  
 
Interactivity of the session 
After presenting our project and findings, we will discuss some statements and questions with the 
audience. There are many different opinions about the conditions for teachers doing practitioner 
research and we would like to discuss some of these. For example: ôteachers need expert researchers to 
cooperate with them in (practitioner) researchõ or ôschool management should support and facilitate 
practitioner research. We look forward to a lively discussion 
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P&D 2.5:  24/11/2011    09.00 ð 09.40   Room 5 
Presenter:  Natalie Pareja Roblin 
Co-presenter(s): Leonor Margalef & Jules Pieter 
Title: Supporting professional development within teacher communities. The role 

of the facilitator 
Theme:   Professional development - teacher(s) and training in the professions 
 
Goal(s)/question(s)/problem(s) 
This paper examines the role of facilitators in supporting professional learning communities (PLCõs). The 
study took place in the context of a professional development strategy initiated at the University of 
Alcala (Spain) to foster teacher learning and educational change. Drawing on literature concerning 
situated and collaborative approaches to professional development (Lieberman & Pointer, 2008; Wei 
et al., 2009) and teacher research (Cochran-Smith & Lytle, 2009), this strategy aims at facilitating the 
development of PLCõs across faculties. The literature suggests that facilitators are central for 
developing effective PLCõs (McLaughlin & Talbert, 2006; Fulton & Briton, 2010). However, the specific 
tasks of PLC facilitators and the ways in which they support professional development and change 
remain still underexplored. The goal of this paper is to identify and analyse the roles of (university) PLC 
facilitators, the strategies they used to stimulate teacher learning and change, and the challenges they 
experienced in their work. 
 
Procedure and/or instruments 
A multiple case study design was used to examine the role of PLC facilitators. Four facilitators were 
purposely selected from different PLCõs so as to represent a diversity of PLC stages (novice, 
intermediate and advanced) and knowledge areas (social and health sciences). All facilitators were 
part of the universityõs professional development staff and had a background in educational sciences or 
psychology. Their experience as facilitators varied, ranging from one to four years. Two facilitators 
were involved with the PLC from its creation, whereas the other two were assigned at a later stage. 
Data was collected through semi-structured interviews and document analysis. Semi-structured 
interviews focused on the facilitatorsõ roles, strategies and challenges. Document analysis included 
facilitatorsõ quarterly reports and logs describing their work with the PLC, critical incidents and personal 
reflections. Data were analysed inductively through constant comparisons. Themes emerging from each 
case were contrasted in search for common patterns. 
 
Findings and interpretations 
Our findings reveal that the role of facilitators was dynamic: it had to continuously adapt to the needs 
of the PLC and its individual members as they worked towards improving their practice. Facilitatorsõ 
functions typically ranged from organising the communityõs work by enabling communication, identifying 
learning needs, and developing individualsõ and groupõs confidence, to generating a context for 
learning by providing training and feedback, encouraging reflection, keeping a focus on concrete 
issues of practice, and managing conflicts within the PLC. The strategies most commonly used by 
facilitators included (a) providing access to relevant literature and practical examples, and (b) asking 
questions that could encourage teachers to reflect on their practice and explore alternative ways of 
action. Facilitators experienced the challenge of avoiding the image of òexpertsó, finding a balance 
between providing support and developing PLCõs autonomy, and keeping a critical stance while 
simultaneously building a close relationship with the PLC. 
 
Relevance for practice and/or policy 
The notion of PLC is being increasingly adopted for the purpose of professional development and 
educational reform across many countries (e.g., Onderwijsraad, 2005; Fulton & Briton, 2011). 
Consequently, there is a growing interest in how to support the development of effective PLCõs and, 
more specifically, in what are the roles and tasks of PLC facilitators in this process. The results of this 
study contribute to a better understanding of these issues by illustrating the multiple and dynamic roles 
of PLC facilitators and identifying the challenges they experience in their work. Specifically, this study 
provides policy makers and professional developers with further insights and considerations for 
defining the roles, competences and characteristics of (effective) PLC facilitators, which in turn could 
guide the design of strategies to provide them with the necessary training and support. 
 
Interactivity of the session 
The session will be organised in two parts. In the first part, after a brief presentation of the context and 
overall goals of the study, attendants will be asked to write down in one word what is -from their 
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perspective- the main role of a PLC facilitator. Answers will be posted on a wall paper and displayed 
next to an overview of our findings so that participantsõ opinions can be contrasted with our empirical 
data. Discussion will focus around what are (or should be) the roles of facilitators, which roles are more 
predominant and why, and what competences facilitators need to perform these roles. In the second 
part of the session vignettes extracted from the facilitatorsõ interviews will be used as prompts for 
stimulating discussion about the challenges experienced by facilitators and the various ways to address 
them. Finally, the training and support needs of PLC facilitators will be discussed. 
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Crea 2.6:  24/11/2011    09.00 ð 09.40   Room 6 
Presenter:  Desirée Haan 
Title: How do WE give peer feedback and what do we use the peer feedback we 

get? 
Theme:   Innovative training and/or learning methods/techniques 
 
Goal(s)/question(s)/problem(s) 
At Studio T, an institute for vocational education "Virtual Action Learning" (VAL) is used as an e-learning 
method based on the principles of social constructivism (Baeten, 2009). Educational process consists of 
face to face and virtual meetings, virtual learning production, virtual learning interaction, and self-
study. A very important part of VAL is formative peer feedback. Research shows that peer feedback 
enriched the learning process. (Gielen, 2007) Confidence and trust is very important (Sadler, 1989) 
We want students to give constructive feedback and we want them to use the constructive feedback 
they receive to improve there product. 
 
Procedure and/or instruments 
In Virtual Action Learning eleven steps will be made to succeed a task. Peer feedback is step five in the 
Virtual Action Learning process. Students are random divided in two groups There will be no structured 
procedure for when or how much feedback will be given. Students are not forced to give feedback. 
After two months students fill in a survey using in a 5 points Lickert scale. The written documents will be 
analysed. The qualitative data will be documented by transcript and labelling.  
 
Findings and interpretations 
Students made tasks and placed them in there portfolio in a online environment. They gave peer 
feedback to each other. The peer feedback was categorised in 6 categories: The categories where: 
compliment, proof of reading, comprehension, supplement, improvement and enrichment, (Baeten, 
2009). Research shows that students at the age of 16/17 has gave 68,6% constructive feedback 
(Haan, 2011). 
 
Relevance for practice and/or policy 
Peer feedback enriched the learning process, but what does it mean when somebody says the research 
is òexcitingó? What makes him entitled to judge? 
There are different standards 
Å Economists like mathematical models,  
Å historians like different kinds of evidence,  
Å Educators wants evidence based 
Å and philosophers donõt care much if no one but other philosophers can understand them.  
But when they come together to assess many other peoples work they have to explain their criteria and 
respect each otherõs expertise (lamont,2009). I want the participants to experience to give peer 
feedback 
 
Interactivity of the session 
Participants will give peer feedback to each other in a creative way. The peer feedback will be 
discussed and placed in one of the six categories. How many peer feedback is constructive? Did 
everybody gave honest feedback. Can people leave the creative session with constructive feedback 
and do we see results the next day?  Give some convincing arguments that your contribution is feasible 
Many researches shows the value of peer feedback and the last few years more common used, but 
often comprehensible. I want to discuss the difficulty of giving constructive peer feedback and what to 
do with the peer feedback you get. Do you feel it as an attack or do you really do something with the 
feedback you get. 
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P&D 2.7:  24/11/2011    09.00 ð 09.40   Room 7 
Presenter:  Annette Hilton 
Co-presenter(s): Geoff Hilton 
Title: How can professional development be enhanced? Evaluating a cluster-

based model of ongoing teacher professional development and practice-
based research 

Theme:   Professional development - teacher(s) and training in the professions 
 
Goal(s)/question(s)/problem(s) 
The importance of teachersõ professional development for improving studentsõ learning outcomes is well-
established (see Luke & McArdle, 2009). Teacher professionalism (i.e. teachers as learners and teachers 
as researchers) also impacts significantly on learning outcomes (Downes et al., 2001). While the factors 
that contribute to effective professional learning of teachers have been described in detail (e.g., 
Guskey, 2000; Hawley & Valli, 1999), there remains a need to describe models of professional 
development that respond to such research findings (Luke & McArdle, 2009). This presentation 
describes the development and implementation of a professional development model used for 
organising practice-based research within school clusters (secondary schools and neighbouring primary 
schools) in two Australian states. The presentation will detail the modelõs development and the logistical 
considerations involved. It will also present practitionersõ and researchersõ perceptions of the impact of 
the model, in relation to improving classroom practice and for promoting collaborative practice-based 
research. 
 
Procedure and/or instruments 
This three-year study commenced in January 2011. Participating teachers and administrators from six 
public school clusters, each consisting of at least one secondary school and two or more neighbouring 
primary schools, are participating in workshops and action research designed to allow collaboration 
and development of shared understandings of numeracy teaching and learning. At least two teachers 
from each school are involved. The year levels taught range from 4 to 9. The Queensland participants 
are attending eight half-day workshops while the South Australian participants are attending four full-
day workshops. Between workshops, participants document their classroom practice and student 
responses. Following Workshop 2, participants were surveyed using open questions and semi-structured 
interviews were held to investigate perceptions of the benefits and challenges associated with the 
professional development model and the changes participants had made to classroom or school-wide 
practice. Researchersõ journals are used to document the establishment and implementation of the 
model. 
 
Findings and interpretations 
Strengths of the model include:  
Cluster-based workshops facilitate regular cross-school contact and networking, creating common goals. 
Collaboration and shared experiences and ideas build trust, strengthening professional learning 
communities. Continuity of student learning and tracking progress across and between grades and 
schools is possible.  
Multiple workshops allow gradual development of goals, expertise, and òrepertoires of teachingó. They 
support continual knowledge sharing and opportunities for reflection and consolidation, encouraging 
persistence to try new approaches. Collaboration and monitoring of participantsõ needs informs future 
workshop design. 
Action Research is supported through access to support and resources between workshops. Time 
between workshops provides opportunities for reflection and feedback on practice, to try new ideas, 
and plan inclusion of ideas into curriculum.  
Involvement of administrators strengthens school culture through consistency of messages ð òeveryone on 
the same pageó ð and allows the whole school community to be informed and involved. Administrators 
support participants and encourage commitment. 
 
Relevance for practice and/or policy 
This study is relevant for practice and policy as it describes a professional development model that is 
valued by the participants; effective in changing classroom practice, building school- and cluster-wide 
professional communities, and supporting practice-based research; and sustainable in its 
implementation. The model combines several key approaches highlighted in the literature regarding 
effective professional development for teachers and is useful for policy-makers seeking to evaluate 
available professional development. It can be used and adapted at the system level or by teacher 
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educators to develop training programs for teachers. The study provides strong evidence that ongoing 
professional development that incorporates practice-based research and involves staff and 
administrators within school clusters is effective for maintaining engagement and promoting 
pedagogical change. The teachersõ ability to use action research and share their experiences with 
colleagues at each workshop has been invaluable for the development of a professional learning 
community within and across schools.  
 
Interactivity of the session 
The session will be interactive through the use of questions to the audience and through the use of 
anecdotes and scenarios from the participating clusters. Sample activities from the workshops will be 
used to actively engage the audience to allow them better understand the nature and goals of the 
professional development. The audience will be invited to ask questions throughout the presentation. At 
appropriate junctures, the audience will be prompted by questions relating to the content of the 
presentation and these questions will be used to promote discussion of the findings at the end of the 
presentation. The audience will be invited to provide feedback on the findings of the participating 
teachers and the study to date. 
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P&D 2.8:   24/11/2011    09.00 ð 09.40   Room 8 
Presenter: Horcik Zoya  
Title:  Traineeõs activity and skills development in simulation based training 
Theme:   Professional development - teacher(s) and training in the professions 
 
Goal(s)/question(s)/problem(s) 
Simulation based education has been increasingly used since more than a decade in medical education. 
The evolution of robotics can now build more realistic simulators who allow to act a wide range of 
scenarios. Simulation is in a subtle relationship between similarity and differences with the goal activity. 
It is interesting because it allows to reproduce critical or regular situations that can take years in reality 
to appear or too dangerous for a beginner to interact with. Those scenarios and simulators are 
commonly built on the assumption that maximal realism is the key to the traineeõs engagement in the 
scenario and therefore more important learning and skills are expected. Despite an important literature 
on the subject, there are few studies that focus on the traineeõs experience during simulation. The aim of 
our study is to document simulation-based education with the traineeõs point of view. 
 
Procedure and/or instruments 
Our research was based on Thereauõs òcourse of actionó theory (2004, 2006). The research has been 
conducted in collaboration with the simulation center (SimulHUG) of Genevaõs university hospital and 
most precisely with ten student nurses in anaesthesia and three teachers in a full-size simulation session 
episode. Observations have been conducted with three graduated nurses who were studying 
anaesthesia since three month. We collected observation and self-confrontation interview data. The 
self-confrontation interviews were conduct from one week to three month after the simulation based 
training. The data analysis tried to deconstruct the traineeõs experience in meaningõs units and 
reconstruct it to keep the meaning of the activity for the trainee during the simulated scenario. Once the 
studentõs course of action being identified, a classification has been performed which aimed to 
document the studentõs activity and its major components.  
 
Findings and interpretations 
The results shows that the traineesõ experience in simulation is constantly balanced between concerns 
relating to the training situation and the goal-activity (anesthetize a patient). The engagement toward 
the goal-activity does not remain strong or constant during the scenario. Another important finding is 
that this dynamical experience between similarity and difference toward the goal-task is present in 
every trainee but is not the same for everyone.  
 
Relevance for practice and/or policy 
Simulation based training is very interesting for a practionner because of its proximity with the goal-
activity and the possibilities offred by a fake environment (no harm done to the patient, time and 
difficulty level controlled). However, our results show that a realistic environment is not relevant because 
the engagement of the trainees is not linked to the realism of the environment. In other words: its not the 
environment which makes the simulation (external simulation) but the trainees themselves (internal 
simulation). This lead to a modest attitude of the trainer who can only hope and not order learning. Our 
hypothesis is that learning occurs in this particular fictional space of the simulation, between work and 
play. The trainerõs activity is therefore to create a suitable environment which allows the trainees to òact 
as ifó, to experiment, to err.  
 
Interactivity of the session 
This presentation will present some recordings of the training session in the simulator. This presentation 
will also be based on powerpoint presentation, pictures, plans etc. 
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Crea 2.9:  24/11/2011    09.00 ð 09.40   Room 9 
Presenter:  Evie Benetou 
Title: The ICT Barometer 
Theme: ICT and benefits for learning 
 
Goal(s)/question(s)/problem(s) 
An action research study took place exploring the relation of Information and Communication 
Technologies (ICT) with personalised learning. In particular, the significance of ICT practices in the 
personalised learning of young primary students has been explored as they were learning English as a 
Foreign Language (EFL). An action research question emerged: ôHow can I modify my teaching 
methodology to become a well-structured personalised approach? What to transform?õ The research 
lasted three school years, each year seen as a complete action research cycle. Yet, although 
consideration was given to collaboration, critical thinking and communication, not all areas developed 
as intended. It was understood that a tool to sustain the process was needed. ICT practices came to the 
help. The action research question was modified accordingly: ôHow can I use ICT practices to sustain a 
well-organized personalisation scheme in learning? How much and how well can ICT practices do it?õ.  
 
Procedure and/or instruments 
This study mixed action research (AR) with participatory action research methods in an effort to 
describe and interpret situations taking place in class. Participatory action research (PAR) was chosen 
as a means to explore the subject matter within its social context mobilizing all participants into a 
query.  
(Y1): AIM: Focus on personalisation in learning / Method: A research diary (open format): to capture 
events at their happening time, to record routines 
(Y2+ Y3): AIM: ICT practices: to sustain personalisation & empower students with choice of what, how 
much and when to study / Methods: A document-of-life diary; Questionnaires (students: online, parentsõ 
on paper; Chat logs (of students' & parents'); Interviews (semi-structured with parents, semi- structured 
focus groups with students) 
 
Findings and interpretations 
The study shows that (1) the young childrenõs learning while using ICT becomes more pleasant, and (2) 
children do not learn differently but they rather learn different skills. ICT practices, thus, could play an 
effective role in shaping new learning environments for young students. Keeping the communication 
channels for parental involvement open has been quite disconcerting. The small number of parents that 
used the chat service and their answers to Y2 questionnaire -when triangulated- revealed that time 
restriction, digital illiteracy and limited technical support were barriers in the intention of parents to 
communicate by using ICT.  It has been observed that the children enthusiastically favored ICT use while 
their parents, although not uninterested, were rather reluctant in using the same ICT system. It appears 
that differences in the nature of attitude -attitude towards an ICT system/object (ATO) and attitude 
towards ICT use in general (ATB)- may have a cultural connotation. 
 
Relevance for practice and/or policy 
 
Two important issues are addressed in my study:  

however, holds a unique educative value. As learners themselves manage the procedure, they can take 
lessons in equity, democracy and ethos. Young learners may have a chance to cope with values that are 
difficult to explain, and usually unfeasible to teach in class. This carries a theoretical insight for teaching 
practice 

ssibility and the pervasiveness of the web nowadays, the term ôpersonalisationõ 
in technology has emerged based on theories related with individual differences, attitudes and 
motivation and affordances. Thus, most probably there are changes expected in ICT use at schools but 
how these will be articulated seems unpredictable. Change should be mapped first and presented next 
as concisely and coherently as possible for benefits to be established in education. 
 
Interactivity of the session 
Creative session format: a simulation, ôThe ICT Barometerõ 
Type of activity: information-transfer / gap-filling 
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Participants: in pairs / groups 
Objective: to understand childrenõs and parentsõ differences in beliefs, attitude and behaviour towards 
ICT use. 
Description of the activity: Participants pair up individually or in small groups. Each pair/group gets 
two cards The Childõs Viewõ and ôThe Parentõs Viewõ. One card is complete with and the second one is 
empty of information. Each card has got nine numbered and titled blocks. The first task is to exchange 
information so as to complete all blocks of the empty card and find out what the other point of view is. 
The second task is to complete the chart ôThe Common Ground of ICT Useõ in order to decide what the 
common areas of the two points of view are. 
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P&D 2.10:  24/11/2011    09.00 ð 09.40   Room 10 
Presenter: Tony Wall 
Co-presenter(s): Dilys Leonard 
Title: An Accelerated Practitioner Research Approach for Professionals ð A Study 
Theme:   Practice-based enquiry methods 
 
Goal(s)/question(s)/problem(s) 
Negotiated workbased learning pedagogies can be used to successfully engage busy professionals in 
higher level learning at universities, across professions and disciplines. Within this approach, 
professionals become familiar with designing, implementing and evaluating workbased projects which 
contribute towards their degree. Yet when these professionals move from the familiar work based 
learning approach to ôresearchõ (and particularly ôinsider-researchõ), they can experience significant 
challenge. There are a number of reasons for this: perceptions of (and beliefs about) ôresearchõ as 
being objective/outside, diversity of approaches and language in research texts ð and most 
significantly ð the ôextra layerõ of thinking of persuasive systematic inquiry (including focus, rigour and 
validity). In order to overcome this challenge, an accelerated approach has been developed and 
tested in practice with professionals across professions and disciplines, to enable them to design 
rigorous practitioner research. Data is drawn from one of the largest centres for negotiated work 
based learning. 
 
Procedure and/or instruments 
This study draws on practice and data from the University of Chesterõs Centre for Work Related 
studies, one of the largest providers of negotiated, work based university-level learning, globally. 
Academics at the Centre worked with practitioners who were studying the ôResearch Methods for Work 
Based Learningõ module as part of their work based learning undergraduate or postgraduate degree. 
The module delivery team developed facilitative approaches and tools through multiple action research 
cycles over the last two years. Each cycle involved a grounded, appreciative inquiry approach by the 
delivery team (four academics), and the wider Centre for critical peer questioning of evidence and 
logic, peer validation and idea development. Each cycle generated a new set of tools and approaches 
over time, including the design of a new ôcore processõ, key questions, faciliated workshop, learning 
materials and re-development of the module specification. The latest version is openly shared and 
critiqued. 
 
Findings and interpretations 
Critical reflections amongst the delivery team highlighted the initial challenges above. As a result, a 
new approach was defined based on a ôsituated knowledgeõ model, whereby the professional focuses 
on problems and developmental areas in their own practice (not academic ôgapsõ). With such a ôcritical-
practicalõ philosophical underpinning, a new ôcore processõ and key questions was developed. The ôcore 
processõ includes the professionals: in stage 1, reviewing context for desirable changes, reviewing 
external sources for insight and direction, and defining research purpose and research questions; and in 
stage 2, defining research approach, data collection and data analysis methods. We have found the 
following changes so far: professionals are more confident in designing and critiquing practitioner 
research; research designs are more focused, persuasive, realistic, rigorous and focused on ôsituated 
knowledgeõ; and designs are more strategically located within organisations. We are also expecting 
greater strategic impact when the professionals implement these designs. 
 
Relevance for practice and/or policy 
ôCritically-pragmaticõ research is situated, messy and draws ideas from across disciplinary boundaries ð 
it is relevant to a variety of communities: 
For academic communities who aim to facilitate ôsituated knowledgeõ, the above study demonstrates 
and provides an accelerated model to help enhance facilitation practice. It highlights the need for a 
different starting point (i.e. not theory), and perhaps different role of published sources of information 
and knowledge. 
For professional communities wanting to solve problems and develop areas of practice, the above 
study provides a framework to develop a systematic and persuasive approach to do so. It may also be 
adapted to be used internally for research and development (R&D) staff development purposes. 
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For policy communities, it continues to highlight the need for situated approaches to practice 
development, and the distinctive needs of this way of thinking and researching ð it is not simply an 
extension of traditional research approaches. 
 
Interactivity of the session 
We will make the session interactive by: 
Å Sharing and demonstrating the accelerated ôcoreõ process and key questions 
Å Using and discussing real life examples from practice 
Å Encouraging group activity around the examples 
Å Encouraging live questioning and critiquing 
Å Encouraging group co-development and inquiry around and of the accerlated process. 
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P&D 2.11:  24/11/2011    09.00 ð 09.40   Room 11 
Presenter:  Marinka Kuijpers 
Co-presenter(s): Frans Meijers 
Title: Effects of career guidance training on form and content of the guidance 

conversation of teachers and on career competency development of 
students 

Theme: Professional development - teacher(s) and training in the professions 
 
Goal(s)/question(s)/problem(s) 
In this study the effects of training for teachers, on career dialogue promoting career competency 
development in students, are studies. The research question is: What is the effect of training on the form 
and content of guidance conversation between teacher en student and the development of career 
competencies in student? 
 
Procedure and/or instruments 
For the quantitative part of the study, a quasi experimental research design is used to measure effects. 
Questionnaires before and after the training, in the experimental and (smaller) control group amongst 
students and teachers are used for analyses. About 150 teachers and 2500 students participated in the 
study. Moreover, teachers that participated in the training, made video recordings before and after 
the training. thirty two of these recordings are used for qualitative research.  
 
Findings and interpretations 
The results show that a two days off-the-job training in not effective on a student level. However, when 
the off-the-job training is followed by on-the-job coaching, the professionalizing proves to be effective 
on student level: students notice that the guidance conversations are more reflective and activating, and 
the content is more about self image development, work and career actions than six months before. 
Moreover, the (more) career related guidance by teachers contributes to career development of 
student. Not only do we see significant changes in career guidance from the outcome of the quantitative 
study, also the observation on guidance conversations show that the conversations are more career 
related. 
 
Relevance for practice and/or policy 
Since the 1980s the range of possible occupational and educational choices has increased dramatically 
in Western societies. As a result, individuals are faced with a growing pressure to make choices, while 
at the same time due to flexibilisation of employment relationships and individualisation within society, 
less and less direction is provided. As a result of the changing notions of work, schools are increasingly 
acknowledging that they have a responsibility to guide students not only in their academic growth, but 
also in their career development. Therefore, schools for vocational education invest increasingly in 
career guidance. However, research shows that the focus of careers education and guidance is mainly 
on helping students with their academic achievement and not on helping students prepare for their work 
roles afterwards Unclear is whether teachers are able to perform career conversations with students 
and if students are able to reflect on their career. 
 
Interactivity of the session 
We will present main conclusions of our research in the form of proposition to discuss and we will show 
some film clips from our research to discuss. 
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P&D 2.12:  24/11/2011    09.00 ð 09.40   Room 12 
Presenter:  Francesca Bracci 
Co-presenter(s): Maria Luisa De Natale 
Title: Educational and Professional practices: Trasformative trajectory in 

educational work 
Theme: Practice-based enquiry methods 
  
Goal(s)/question(s)/problem(s) 
The research aims to understand and analyse the transformative trajectories that can facilitate or 
impede reflective processes. These processes can help professionals working in the educational field 
with different roles and families to become aware of the implicit and explicit epistemic structures 
underlying their practices, producing new forms of knowledge and meanings. The paper is focused on 
the social and organisational conditions which foster the development of more inclusive, discriminating, 
open and reflective perspectives. There are many questions that need to be answered: under which 
conditions can we learn from practice (Schön, 1983)? Under what conditions does the participation in 
work practices allow to learn and, above all, under what conditions does the participation in work 
practices allow communities to evolve and transform (Wenger, 1998)? What reflective practices do we 
need to cultivate to enable learning from experience in a transformative perspective? 
 
Procedure and/or instruments 
The aim is to understand what educational practices and expert knowledge characterize: 
- community of educators working in social and organizational contexts;  
- family members acting in informal educational environments and developing expertise. 
The research design is mixed-sequential and transformative. It consists of two Phases that allow to 
gradually increase the power and quality of on-going results. 
The survey instruments used were: 
- the narrative interview; 
- the participant observation; 
- the action-research (in particular, the Action Learning Conversation (Marsick, Maltbia, 2010) was used 
during the various sessions of the reflective laboratories). 
 
Findings and interpretations 
This research findings have intercepted: 
- the educational practices that characterize the different familiar and organizational contexts; 
- the meaning systems that orient decision making processes and behaviors of different actors in 
relation to the learning construction and the participation in family and organizational life; 
- mode and activities through which different actors translate the framework of values that characterize 
them; 
- the transformative trajectories and the processes of cultivation that can be adopted, in a perspective 
of action research, to validate and to promote situated knowledge in the contexts implicated. 
 
Relevance for practice and/or policy 
Starting from the debate on the processes of knowledge building and their epistemic fundamentals 
(Schön, 1993; Mezirow, 2000; Fabbri, 2007), this research aims at deepening, in an educational 
viewpoint, the development of professional and familiar epistemologies suitable for increasingly 
complex social scenarios (Striano, 2009) which underline the deficiencies of technical rationality and the 
emergence of reflective rationality. 
 
Interactivity of the session 
Questions, discussion and critical issues and open problems 
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P&D 2.13:  24/11/2011    09.45 - 10.25   Room 1 
Presenter:  Niek Van Benthum 
Co-presenter(s): Judith Gulikers, Frank deJong & Martin Mulder 
Title: A theory of improvement for teacher professionalization in assessment 
Theme:   Learning in school, the workplace and communities 
 
Goal(s)/question(s)/problem(s) 
Vocational education in The Netherlands is engaged in the introduction of competence-based education 
(CBE) (De Bruijn & Leeman, 2011). To strengthen the practice of this constructivist-based teaching 
approach (Simons, Bolhuis & Onstenk, 2000), itõs needed to focus on assessment as a tool for learning 
(Dochy & McDowell, 1997). However, teachers are usually not trained in designing assessment practices 
in CBE (Popam, 2001; Birenbaum, 2003). Therefore, itõs crucial to distinguish features which stimulate 
teachersõ professional development in assessment, and in turn stimulate student learning, in a theory of 
improvement (ToI). A ToI is a description of how features of a professionalization program stimulate 
teachersõ learning and is often absent in teacher professionalization (Van Veen, Zwart, Meirink en 
Verloop, 2010). In this study, a ToI will be designed to professionalize teachers in assessment in CBE, 
knowing that for professional development in assessment there is not a one-size-fits-all-recipe (Smith, 
2011). 
 
Procedure and/or instruments 
A literature study has been conducted in the databases of ERIC, Google and Google Scholar on the 
themes ôAssessmentõ, ôAssessment in competence-based educationõ, ôTeacher professionalizationõ and 
ôProfessional learning communitiesõ and on equivalents to design a ToI. This resulted in dozens of recent 
studies in journals, dissertations and books on the themes. Out of these studies, effective interventions in 
professional development of teachers (in assessment) and characteristics of assessment were distracted 
and it was summarised how these interventions had an effect on teachersõ and studentsõ learning. This 
theoretical reconnaissance was applied to a specific professionalization program to improve teachersõ 
and team leadersõ assessment practice in Dutch Agricultural Vocation Education and Training (AVET). 
This resulted in a ToI in which is described ôhowõ and ôwhyõ specific interventions have an effect on 
teachersõ and studentsõ learning in that specific context of AVET. This ToI will be tested in the already 
mentioned professionalization program. 
 
Findings and interpretations 
There is a trend to organise teachersõ learning in a Professional Learning Community (PLC) (Van Veen et 
al, 2010). Inside a PLC, teachers regulate their own learning in a constant inquiry to improve their 
practice which is an identical process of inquiry for the student in an optimal AfL cycle (Birenbaum, 
2011). Thus, the character (PLC) and the subject of the professionalization (assessment) stimulate self-
regulated learning of both teachers and students who are both in an identical double-loop learning 
process. Team leaders are included in the professionalization to implement a similar inquiry cycle for 
the HRD of the teachers and to stimulate teachers to be learning-oriented in their work which makes 
them an example in life-long-learning for their students. The participants explicit their conceptions on 
assessment to be able to align their practice in order to stimulate studentsõ learning by use of 
assessment, which improves studentsõ self-regulated learning capacity.  
 
Relevance for practice and/or policy 
Professionalization programs often lack a ToI which hampers the planned improvement (Van Veen et al, 
2011). Knowing that the quality of teachers is the most important factor for the quality of education 
(Onderwijsraad, 2011), itõs important to make teachers learning. The importance of assessment in CBE 
(Dijkstra & Baartman, 2011), the fundamental changes in the work of vocational educators inside CBE 
(De Bruijn & Leeman, 2011) and the fact that teachers are usually not trained in designing assessment 
practices in CBE (Popam, 2001, Birenbaum, 2003) implies that if teachers are not professionalized 
properly, the danger occurs that assessment practices donõt change and that the change towards CBE 
progresses poorly. An example of a ToI which gives clarity about the ôhowõ and ôwhyõ of the 
effectiveness of professionalization interventions can shed some light on the optimisation of 
professionalization in assessment in CBE. 
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Interactivity of the session 
After a brief personal introduction and the setup for the meeting, the presentation is started with a 
question for the visitors. òTry to remember an effective professional development activity that you 
attended. What were characteristics of the professionalization and why and how were the interventions 
effective?ó. For a few minutes, the visitors share their experiences with their neighbor. Following, the 
theory of improvement is introduced. The remaining 15 minutes will be addressed to discussion about 
the theory of improvement. If the discussion wonõt start up, a question for the visitors is: òWhat feature 
of the theory of improvement strikes you most?ó 
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P&D 2.14:  24/11/2011    09.45 ð 10.25   Room 2 
Presenter:  Marjon Bruggink 
Co-presenter(s): Sui Lin Goei & Hans Koot 
Title:  Defining special educational needs of SEN-students in Dutch mainstream 

primary education: a teacher perspective 
Theme:   Learner diversity and differentiation in the learning environment 
 
Goal(s)/question(s)/problem(s) 
The task of the teacher has shifted the last decades, from referring SEN-students to some kind of 
special educational provision, into adapting their everyday education to meet the needs of the 
students. It is widely acknowledged that individual children in the same classroom can differ regarding 
their educational needs, in terms of instruction, strategies and use of materials. Clijsen, de Lange, Gijzen 
en Spaans (2007) describe that thinking in terms of òeducational needsõ (Pameijer en van Beukering, 
2009) is the first step in adapting their education. Educational needs are descriptions of what is 
needed for a child in order to achieve educational goals that have been set for them, such as: 
(differentiated) instruction, materials, activities, workforms and so on. This presentation will discuss our 
paper, which focuses on the question: òWhat are teacher perceptions of educational needs of SEN-
students in their classroom in Dutch mainstream primary education?ó.  
 
Procedure and/or instruments 
A questionnaire was conducted containing diverse, practical, every day educational needs. We used 
several theoretical and practical models to define these instructional needs; tasks and activities; 
feedback and motivation; task-oriented behavior; social relationships and the learning environment. The 
questionnaire was filled in by 115 teachers, regarding SEN-students in their classroom: students who 
are in need of more care than others to achieve the goals that have been set for them. The teachers 
also characterized of the students in terms of gender, grade, externalizing and internalising problem 
behaviour (PBSi, Erasmus, 2000), executive functions (Brief, Smidts & Huizinga, 2010), relationship with 
the teacher (LLRV, Koomen, Verschueren & Pianta, 2007) and Self-competence of the student (CBSK). 
Data was analysed using factor analysis and correlations to see what kind of educational needs are 
perceived by the teacher, for different òtypesó of SEN-students and different educational goals. 
 
Findings and interpretations 
-We found 13 different, reliable factors of types of educational needs, regarding  
instructional needs; tasks and activities; feedback and motivation; task-oriented behavior; social 
relationships and the learning environment. 
-Boys and girls with SEN are having similar educational needs, but boys are significantly more in need 
of help regarding reducing their (externalizing) behavior in the classroom, expectations and rules. 
-Low-achieving SEN-students (maths and comprehensive reading) are significantly more in need of 
instructional needs, work-oriented behavior and repetition than high-achieving SEN-students. 
-High-achieving SEN-students (maths and comprehensive reading) are significantly more in need of 
being challenged, responsibility and independency. 
These results show that educational needs can be operationalized in categories and that there are 
differences between adoptions that are needed in classroom, regarding different òtypesó of SEN-
students. This help teachers to think about adaptations that are needed in their classroom, to meet the 
needs of their students.  
 
Relevance for practice and/or policy 
This study tries to contribute to this paradigm shift: From òa student with ADHD has no place in my 
classroom and I cannot teach him, because he causes too much disturbanceó To òmy student has 
difficulties focusing, so he needs help getting started and staying on task during his workó. The research 
reported wishes to specify the sets characteristics of students with specific educational needs in 
mainstream primary education in The Netherlands and discriminate different sets of educational and 
pedagogical needs, so teacher can adapt their instructional, pedagogical and managerial strategies to 
the needs of these students. This is ðto our knowledge- the first attempt to describe educational needs 
of SEN-students based on quantitative methods.  
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Interactivity of the session 
We will start the presentation with some slides about the shift towards òeducational needsó and òneeds 
based assessmentó and the focus of the study. Then we will ask the members of the audience to make a 
mind-map regarding òspecial educational needsó and òeducational needsó. Second, these mind-maps 
will be compared to another oneõs mind-map. We will collect the most òcommonó educational needs on 
the white board (flap over); to give an overview. Then, we will inform about our research and the 
educational needs we found. After the presentation we can discuss the concept of educational needs, in 
terms of defining them and whether there are different needs for SEN-students and non-SEN students. 
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P&D 1.15:  24/11/2011    09.45 - 10.25   Room 3 
Presenter:   Rien van Stigt 
Co-presenter(s): Annemiek van der Meijden 
Title:    Impact of final thesis research in applied technical sciences 
Theme:   Learning in school, the workplace and communities 
 
Goal(s)/question(s)/problem(s) 
Leading question is: to what extent is everyday working practice influenced by the learning effect of 
doing research during education (in this case, graduation research in the built environment bachelor 
program at our university of applied sciences). In order to enhance the impact of final thesis research, 
we have investigated whether students, after having completed their thesis successfully, approached 
novel tasks in their everyday work in a more methodical fashion than before graduation. 
 
Procedure and/or instruments 
Our final thesis research can be described methodically as a series of steps (Van Weert, T. (2005) 
Higher Education: Learning in Real-Life. Springer). By means of an online survey, students were asked to 
indicate for each of the methodical steps, whether they already took that particular step in their 
everyday practice, prior to the final thesis research, whether they applied it in their research and, 
finally, whether they usually apply it in their work on a regular basis. Those respondents who indicated 
that we might approach them for more detailed questioning were interviewed by telephone in a semi-
structured way, in order to find out the reasons for the apparent (lack of) impact. 
 
Findings and interpretations 
1. There appears to be a significant learning effect on the following procedural steps in thesis research 
approach: searching, finding and using information, analysis of collected data (in view of the relevant 
literature), distinguishing between major and minor issues and clearly conveying findings. 
2. Some activities are (first) developed during final thesis research, but not often used afterwards; most 
mentioned of these are: detailed mapping of the problem, formulating an appropriate and realistic 
goal, formulating SMART criteria in advance, describing methods and techniques and establishing a 
structure for the written report. 
Some useful recommendations can be derived from these results; for instance, without losing sight of 
activities mentioned under # 1, it might be worthwhile to stress the importance of explicitly describing 
goals, methods and criteria throughout the educational program.  
 
Relevance for practice and/or policy 
In higher education, both in academic universities and universities of applied sciences, the final thesis 
serves as a masterpiece through which students demonstrate that they are able to perform research in 
a methodologically sound fashion. In applied sciences, especially, we believe that such skills are 
necessary in order to perform new professional tasks. Although in scientific literature attention is being 
paid to learning outcomes of thesis research (e.g. Ryder, J. (2004) , Bioscience Education E-journal, 
volume 4), often, and specifically in the case of professionals who are not researchers in the first place, 
usually only research findings and studentsõ behavior during the research process are evaluated and 
little is known about the impact of final thesis research which, in many cases, represents a considerable 
fraction of the curriculum.  
 
Interactivity of the session 
We intend to present our findings and conclusions and, subsequently, discuss recommendations which 
can be derived from the results, both those we have already stated ourselves and those which are 
contributed by the participants of the session. 
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P&D 2.16:  24/11/2011    09.45 - 10.25   Room 4 
Presenter:   Jan Schrooten 
Title:  How to enhance researchcompetencies and how to design researchprojects 

in a practical orientated bachelorproof? 
Theme:   Practice-based enquiry methods 
 
Goal(s)/question(s)/problem(s) 
This academic year we have changed the way a bachelorproof has to be made. A student has to start 
with a practical problem or question and has to design a practical research in the field of secondary 
schools. In some of the themes a student has to design an improvement of school practice; for example 
a thematical project, or an excursion,... We are now struggling with a few questions: 
- how can we integrate such themes in a researchbased bachelorproof? (in the researchcycle we're 
using) 
- Are there good methodological instruments for designing researches? 
- Wich are good practices of practical research in secondary schools? 
 
Procedure and/or instruments 
- presentation of paper and problem - i'll still have to translate the presentation in attachement 
- interactive session guided by a few concrete questions. 
 
Findings and interpretations 
/  
 
Relevance for practice and/or policy 
I think a lot of institutions of higher education are struggling with the integration of 
researchcompetencies in their curricula. We have chosen to use the bachelorproof, but we're facing a 
concrete problem. By discussion about our 'good practice' colleagues can find inspiration for their own 
practice at home. We, from our side, can use a fresh view on the way our bachelorproof is organised 
and how researchcompetencies can be enhanced in teacher training. 
 
Interactivity of the session 
After a presentation in wich i describe the problems we're facing, i'll show the audience a few 
questions. If there are a lot of people i will divide the group in little groups and give them the task to 
make two suggestions or good practices. After this we're presenting our findings to the group. 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 




