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What is proposed?

Creative Partnerships, in collaboration with the Teacher Development Agency (TDA), the Department for Education and Skills (DfES) and the Department of Culture Media and Sport (DCMS) is poised to initiate a national programme to encourage the development of placements for trainee teachers in settings other than schools. Pilot studies are envisaged in a number of institutions in the academic year 2007-2008.  This programme will be monitored and evaluated against an evaluative framework.

Supporting such placements fits well into Creative Partnerships stated aims.  These are to develop:

· the creativity of young people by raising their aspirations and achievements

· the skills of teachers and their ability to work with creative practitioners

· schools approaches to culture, creativity and partnership working; and

· the skills, capacity and sustainability of the creative industries.

Encouraging trainee teachers to see education as a life long process which operates in a range of settings is entirely consistent with these aims and has the added advantage of sustainability and multiplier effects. 

This initiative is also timely in that it matches the current interest in partnerships and more holistic approaches to teaching and learning. We are living in times of unprecedented and accelerating change.  These changes are affecting society at every level and are having a massive impact on economic, social and cultural activity. Educational institutions are not immune to these forces.  Traditional approaches to teaching and learning are constantly being called into question.  Testing out new ideas about schooling, education and training is part of this process.  

This paper focuses on the provision of Initial Teacher Training (ITT).  It concentrates specifically on aspects of professional practice and sets out the case for broadening students’ experiences to include placements beyond the classroom alongside mandatory school experiences.  These placements are referred to throughout this report as “learning beyond the classroom” (LBC) opportunities.

Why does learning beyond the classroom matter?
There are a variety of reasons for wanting to broaden the experience of trainee teachers beyond the classroom.  Contemporary theories of learning together with perspectives from developmental psychology and neuro-scientific research, suggest that broad experiences in a variety of settings can enhance professional practice.  Some of these ideas will have a significant impact upon future decisions about education.

There is also growing official support for a broader and more flexible curriculum. The publication of All Our Futures (NACCE 1999) marked a turning point in acknowledging the importance of creative thinking and learning.  Since then a raft of publications such as Creativity: Find It, Promote It (QCA 2002), Expecting the Unexpected (Ofsted 2003), Excellence and Enjoyment (DfES 2003) and Every Child Matters (HM Government 2004) have reiterated the message that creativity is an important aspect of education and that new approaches to education are both welcome and desirable.  At the same time, creative approaches have been shown to be linked to higher educational standards and increased motivation (Ofsted 2002, DfES/DCMS 2006).  The setting up of a joint Advisory Board for Creative and Cultural Education following the Paul Roberts Report, Nurturing Creativity in Young People (DfES/DCMS 2006) suggests that creativity and innovation will continue to occupy a prominent place in government thinking in the years to come.

In addition, a renewed consciousness of the importance of education beyond the class has received a considerable boost from the publication of the Learning Outside the Classroom Manifesto, (DfES, 2006). Initiatives such as these, taken together with the creativity agenda, have the potential to significantly enhance the educational experience of both teachers and students.

How do ITT students approach learning?

Our personal experience indicates that many students who enrol for ITT courses, whilst they may be deeply committed to teaching, often approach their courses from a worryingly low knowledge base. As a result they require large amounts of ‘spoon feeding,’ and increasingly expect to be told ‘the answer’.  This problem is compounded by the fact that trainee teachers, particularly those on PGCE courses, have diverse academic backgrounds.  The absence of a common core of general knowledge and poor academic skills inevitably impacts on subsequent levels of achievement.

These conclusions are amplified by a large scale report on 19 year-old entrants to higher education (HE) conducted by the Nuffield Foundation (Wilde et al. 2006).  The report reveals that, across the board, students frequently lack independence, critical engagement with issues, the ability to make links across and within subjects and the willingness to take intellectual risks. It blames these deficiencies on the existence of an educational culture in which, assessment, modularisation, league tables, and narrow learning contexts dominate. A range of other critics observe similar difficulties.  The existence of a ‘stubborn tail of under-achievement.’ (Sheerman 2007) is further evidence of the problems which still need to be addressed.

The Nuffield Foundation report concluded that what HE tutors are looking for is, in effect, really quite simple to state (but difficult to achieve in practice).  Tutors want students who are committed to studying a subject, willing to engage critically with ideas, prepared to take some intellectual risks and able to use a range of skills to develop arguments. This ‘wish’ list should not be construed as a rather whimsical harking back to some previous golden age. The view expressed again and again was that HE should foster the development of such skills, but that the current arrangements for 14-19 learning increasingly meant they had to do this ab initio, i.e. the current qualification structures and assessment arrangements (combined with narrow accountability measures) were counter-productive to developing these desirable attributes. In so saying, they were sympathetic towards the challenges facing secondary school and college teachers. What they criticised was a systematic failure to produce desirable characteristics because of the sorts of incentives created by, for example, an over-emphasis on modular assessment and narrow accountability measures.

What do we want from education?

Schools are faced with another dilemma.  How can they both prepare children for the workplace and develop their spiritual, social, mental, emotional and intellectual potential?  Recent reports from the World Health Organisation (2004) and UNICEF (2007) have focussed attention on children’s well-being and happiness.  Concern about the quality of life of young people, or lack of it, has been amplified by Layard Report on depression (2006).  These and other developments have prompted a far reaching debate and emphasised the need for new initiatives.  As Austin (2007) points out

 ‘schools remove children from their real world and offer them a constrained environment in which to learn which regularly fails to make connections with their experiences of what constitutes real life.’  (Austin 2007 p xi).

A number of other educational thinkers have gone even further and raised fundamental questions about the nature of teaching and learning.  For example,. Ken Robinson (2001) sets out a compelling case for acknowledging creativity in education.  He contends that

To move forward we need a fresh understanding of intelligence, of human capacity and the notion of intelligence.  Human intelligence is richer and more dynamic than formal academic education suggests.          (Robinson 2001 p8).

The publication of Every Child Matters (DfES 2004) set out changes intended to provide a more holistic approach to education in which all agencies serving children are coordinated.  Significantly its Five Outcomes’ were negotiated and arrived at by children themselves. Without question, Every Child Matters expands the role of the school and expectations of school teachers.  Against this background, broadening the context of student placements is a natural development which some ITT institutions have already embarked upon.

What are the potential benefits of LBC opportunities?
The benefits of establishing LBC opportunities coordinated and evaluated on a national scale, can be considered in short, medium and long-term time frames.  Ultimately the findings from an evaluated national programme have the potential to impact significantly upon national education and ITT policy.  More specifically LBC opportunities have the potential to allow students, tutors and partner organisations to:

· recognise that learning happens in a wide range of context other than schools

· understand that new relationships, new experiences and new expectations often provoke creative responses

· develop opportunities for collaboration with agencies and professionals in the wider community

· learn from and with other workers recognising the creativity inherent in any successful workplace 

· reflect on classroom practice from an external perspective

· form and develop wider expertise, experience and enthusiasms

· deepen and challenge the understanding of learning and its complexity

· confirm that learning may not have a predetermined outcome

· be conscious of the mutual benefits of establishing a community of learners
· transmit new ideas about teaching and learning to other colleagues.
LBC opportunities are by their nature individual and varied.  The experience of each student is likely to provoke learning which will distinguish them from their colleagues and provide them with unique insights and knowledge. Our personal experience is that such opportunities provide students with a stronger sense of self esteem and individual identity. It is also important to recognise that the benefits will accrue to all those involved.  Schools and placement institutions have as much to gain as students.

How could we evaluate the impact of LBC on children’s and students’ learning?

LBC opportunities could be evaluated in a number of ways.  

1. The success of the programme in numerical terms. For example, it would be easily possible to quantify the number of students participating and the numbers of young people whose learning experiences and achievements have been enhanced. Such data can provide hard evidence of up take but has little depth with regard to quality.

2. The performance of ITT students against the QTS Standards, particularly Standards 6,8, 10 and 30.  

3. Reflective logs and records of personal development to record shifts in student thinking and practice in learning contexts

4. The extent to which all the institutions involved form themselves into networks and enhance their capacity and. expertise. Such developments would suggest the increasing sustainability of the programme..

5. An appraisal of transformation of student thinking and practice over a number of years to address the danger that newly qualified teachers will yield to external pressures to ‘play safe’ and avoid innovation. Such an evaluation would represent the degree to which the LBC experience generates sustainable change.  

What process could participants follow?

We contend that the most successful LBC experiences will result in participants’  deepened understanding of learning itself.  For ITT students and tutors we envisage that this understanding may develop in the following sequence:

a) Participants record their learning, particularly in response to difficult, uncertain and unfamiliar circumstances

b) Participants articulate  a critical deconstruction of their learning and its implications in understanding themselves and others

c) Participants identify  creative aspects of their learning

d) Participants apply these understandings to their work as teachers

e) Participants modify their practice in response to feedback from evaluations 

f) Participants disseminate insights to colleagues in partner organisations and ITT institutions

What are the success criteria?

We suggest that the pilot LBC opportunities should be evaluated over a time frame of at least three years and in terms of their impact on all participants including children and young people. Some of the key indicators might include the numbers of students, tutors and partner organisations involved, the sustainability and impact of the programme and the extent to which participants: 

1. Examine the nature of their personal learning journeys (relates to (a)  and (b) above).
2. Gain insights and awareness of their own areas of creativity (relates to (c) above)
3. Develop enhanced understandings of the role of  contexts outside the classroom in learning and education (relates to (d) above)
4. Recognise the value and creative potential of collaboration and partnership (relates to (e) above)
5. Apply their learning in a school or professional setting (relates to(d) and (f) above)
What needs to be considered when devising LBC opportunities?

It is envisaged that LBC opportunities will take many forms ranging from museums, football clubs, environmental centres and Youth Offending Teams.  The placements could be individual or whole group and last from a single day to many weeks.   What will unite them is a common philosophy and agreed approaches to education and learning.

Research findings, new theories and shifts in cultural and social and cultural expectations all impinge on educational practice.   In devising pilot programmes institutions will need to take account of those issues seen to be particularly relevant to individual or community circumstances, interests and perspectives.  Seven typical themes might be.  

· Establishing  shared aims and values,

· Enhancing  interpersonal relationships

· Developing staff and student well-being

· Promoting creativity and innovation

· Recognising the crucial role of early years experience 

· Addressing neuro-scientific and social/psychological research

· Using modern technology

Each of these themes provides good reasons for adopting LBC opportunities and adds weight to the supporting rationale.  Each also has the potential to impact on course design and the delivery of ITT courses in the future. (For a brief development of each of these themes see Appendix A) 

It is important to discuss themes such as these because each will suggest key messages for the LBC programme . Collectively these negotiated messages will represent the shared values or aspirations of the institutions involved and lead to genuine involvement and ownership. In following a similar process tutors at Canterbury Christ Church University arrived at the Key Messages in Figure 1.
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Figure 1  Key messages identified by tutors at Canterbury Christ Church University
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Appendix A 

Seven themes and issues of relevance to LBC programmes identified by tutors at Canterbury Christ Church University

Theme 1.  Aims and values

On the most fundamental level the case for intervening in children’s upbringing and development is a moral one. It is easy to lose sight of the values which underpin education given media pressures, the pace of government initiatives and the demand to compete internationally. In all our thinking we deliberately refer back to the values which are shared by society and which inform the actions of individuals and institutions. 

The recent report from UNICEF (2007) into child welfare in rich countries has reminded us that that all is not well in children’s lives in the richest nations of the world. Children in the UK and USA are claimed to be more untrusting, unhealthy, stressed, bullied, and unhappy than their contemporaries in most other developed countries.   Such information may seem depressing but the alternative response is to use these data to argue for greater emphasis on providing answers to these problems.  Before addressing them we need to agree what most matters to us as a society.  It is our contention that the needs of the child should surely stand at the heart of all educational endeavour.

Society’s values are hotly contested. Each educational institution can and should decide upon the values they cherish most dearly. These may vary. One starting point is to look at the National Curriculum (DfEE 1999) which contains a clear statement of what it suggests are national values in education and community. Among other things the National Curriculum declares:

· We value ourselves as unique human beings capable of spiritual, moral, intellectual and physical growth and development.

· We value others for themselves…we value relationships as fundamental 

· We value the environment, both natural and shaped by humanity

· We value truth, freedom justice, human rights, the rule of law and collective effort for the common good. (DfEE 1999, p 147-149)  

Individuals either consciously or unconsciously also subscribe to sets of values which underpin decisions and actions. Individual teachers bring their own values to the job.

Ultimately, as professionals in education, we have to decide what we believe to be right and good and true about learning.  As Barnes (2007) points out:

Hopefully these beliefs will not be uncritical but based upon experience, our own research, reflection, conversation, knowledge of the research and theoretical perspectives of others. (Barnes 2007  p152)

Professor David Hicks (2002) reminds us that all education is education for the future and that the children who are in school today are likely to live to the dawn of the 22nd century. It follows that the education which children receive today needs to prepare them for a future we cannot envisage.  Educationalists also need to raise questions about the type of world we want to live in. Thinking about possible, probable and preferred futures brings us back to values. And making choices of this kind is quintessentially a human activity. 

Recognising the importance of values helps to clarify the kinds of experience we offer students on ITT course.  If we value individuality we will seek to provide a range of differentiated experiences which match individual needs and talents.  If we agree that relationships are fundamental, our pedagogy will allow maximum time to promote and develop relationships. A recognition of the urgent nature of environmental problems coupled with an ethic of care for the planet will lead to a curriculum designed to sensitise students to sustainability.  If we prize creativity and invention we will encourage risk taking, link making, originality, questioning and critical judgement.

Key Message

Institutions should discuss, recognise and openly acknowledge their values.  These values need constantly to be revisited and revised in the light of continuing. conversation and debate. A methodology for learning beyond the classroom will be well founded if it takes values into account from the very beginning. 

Theme 2  Interpersonal relationships

We are born social beings.  The social context for learning has been highlighted by Vygotsky, Bruner and many other educationalists.  From the very first days of life, mirror neurons activate imitation – a basic form of learning.  The close bonds between and baby and its primary carers is believed to be key in the development of identity and sense of security and belonging.  This emotional and wordless connection between carer and child appears to form the unconscious substrate of much future learning (Schore 2003, Halpin 2003, Goleman 2006).  

Recognising the emotional and social dimension to learning is critical to understanding teacher pupil relationships.  Teachers form part of a small band of significant others who provide primary school children with adult role models.  Children are influenced by their teachers’ example whether they like it or not (Postman 1971, Illich 1971)   Modelling secure and productive relationships with workers beyond schools has positive implications for later economic and social well-being.  Contextualised learning experiences which introduce ITT students to educational environments beyond the classroom have the advantage of exposing them to new and productive professional relationships.  Experiences outside formal education will also encourage trainees to reflect upon classroom learning from a new perspective.  By developing and extending their expertise in a specific domain, students are likely to gain in self assurance and the potential to transfer their knowledge (Scoffham 2003)

Key Message
We need to consider the impact of contexts and  professionals outside formal teaching contexts on teacher education students.  Specifically we should study role models, reflection from other view points and expertise outside the norm.

Theme 3.  Happiness and well-being 

Enjoyment and achievement are one of the five outcomes identified in Every Child Matters.  There is also a growing body of research in what has become known as positive psychology. Traditionally, psychology been about addressing problems or illnesses and has been founded upon a deficit model. An alternative school of thought sees health not as an absence of disease but as a positive state of well-being.  This is the definition used by the World Health Organisation since 1948 (WHO 1946)  Put simply, positive psychology is a response to the observation that traditional therapies have concentrated on illness and malfunctions.  Positive psychologists, on the other hand seek to research into areas which affect us all and can have positive impacts upon all lives. They seek to use psychological insights and research to support the intuitive, common sense arguments which suggest such things as;

· When we feel happy we make better relationships (Fredrickson 2004)

· When we feel positive we learn better (Fredrickson 2004)

· When we are optimistic better things happen to us (Seligman 2003)

· We may learn how to be happy (Csikszentmihalyi 1997)

· We may learn how to be optimistic (Seligman 2003)

· When we have a positive disposition we are more resilient people (Fredrickson and Tugade 2004)

· When we feel secure we are more likely to experiment and explore (Schore 2003)

 One of the founders of this school is Mihaly Csikszentmihalyi a Hungarian psychologist. He has developed the pioneering concept of Flow to identify universal characteristics of happiness (1997, 2002). One of the chief generators of flow is creative activity. Csikszentmihalyi argues that creative activities result in feelings of  joy and total involvement and transcendence in which problems seem to disappear. Taking this idea further, Martin Seligman (2003) has explored the ways in which happiness can be developed and has pointed out how optimistic people set themselves higher targets, persist longer at tasks and are more resilient in adversity. These ideas have contributed to the Broaden and Build theory proposed by Barbara Frederickson (2004)  in which she demonstrates the links between positive emotions and the capacity to deepen and widen relationships. Additionally, for Fredrickson positive emotions help to broaden our thinking, creativity and outlook. In summary, there is a tantalising possibility that positive experiences build psychological and social capital for the future.   

Neurological studies have also highlighted the importance of positive states. Joseph LeDoux (2004), Antonio Damasio (2003) and others have investigated the neurological structures which are activated in emotional responses. Even an apparently neutral stimulus carries an emotional charge. For example, when we see a plastic coffee beaker the visual stimulus is given an emotional charge by linking it to associated memories.   Positive associations stimulate a specific set of physiological responses. Our heart rate, blood pressure, skin tone, musculature and immune system are all altered to prolong this enjoyable emotional state. This link between our emotional life and our physical and intellectual state has profound implications for education. As Damasio concludes, 

‘Current scientific knowledge regarding joy supports the notion that it should be actively sought because it does contribute to flourishing; likewise that sorrow and related affects should be avoided because they are unhealthy.’  (Damasio, 2003).

Key Messages

The well being and affective state of ITT students needs to be recognised as a significant factor in planning their curricula and experience.

Theme 4.  Creativity and innovation 

Creativity is increasingly seen as an important component of the 21st century curriculum. There are a number of definitions. All Our Futures (NACCCE 1999) defines creativity as, ‘imaginative activity fashioned to produce outcomes that are both original and of value.’ Creativity is seen as being important for a number of reasons;

1. Economic. All successful businesses rely upon creative solutions to remain competitive in an in increasingly aggressive globalised market. Similarly, in the service sector creative abilities are a recognised major resource. The creative talents of our workforce are seen as key to future prosperity (Csikszentmihalyi, 1997).  More than 8% percent of UK gross national product and more than 4% of export income is earned directly by the creative industries. These figures are set to rise in the near future (DfEE/DCMS 2006).

2. Technical. Creative abilities are also important to help individuals negotiate their paths and routeways in a world dominated by new technologies.  Howard Gardner argues that the ability to synthesise information and use it creatively are two key skills for the future. He goes on to suggest that individuals without creative capacities could find themselves replaced by computers (Gardner, 2006 p18) New technologies can also facilitate communication and sharing of ideas on a personal level. 
3. Social. The proliferation of cultures, different interpretations of family and changing social norms at the start of the 21st century present huge social challenges. As Rogers argues;
Many young people live in a complex web of cultures and sub cultures determined by their own creative energies, a global culture driven by the interplay of commercial interests and new technologies competing for thir attention and sense of identity.’ (Rogers 2000) 

Negotiating roles, relationships and responsibilities in this changing social landscape need not be a problem.  For those able to draw on their creative abilities they provide an opportunity for new models of living. 

4. Personal.  Above all creativity is fulfilling in its own right. On either a humble or grand level it brings richness to our lives,  the pinnacle of our achievements and remembered experience.   For many it is closely linked with feelings of happiness. Csikszentmihalyi argues that creativity is a ‘central source of meaning in our lives’ (Csikszentmihalyi 1997 p1).  We are most fully human when we are being creative. 

For teachers becoming aware of their own creative abilities can be a transforming experience.  Research has shown that teachers who are made aware or acknowledge their own creative abilities are better able to promote creativity in their classrooms and report greater job satisfaction (Grainger, Barnes and Scoffham 2006).

Key Messages

ITT institutions will need to consider how contextual learning experiences can be used to generate (a) critical  thinking, (b) link making,, (c)  synthesis and (d) creative learning. 

Theme 5.  Neuro-scientific and social//psychological research

Over the last 20 years there have been massive developments in our understanding of the brain and the way it operates.  Functional Magnetic Resonance Imaging (fMRI) scans are currently the key to unlocking new understandings about the ways in which we think and learn.  As neuro-scientific research is in its infancy, it is too early to provide appropriate information to guide teachers in their everyday classroom decisions.  There is, however every reason to suggest that the greater understanding of how our brains work will influence our understanding of learning and our decisions about teaching in the future. (Blakemore, 2006).  

Neuro-science cannot determine curriculum content; what is chosen depends upon the underlying values of teachers and institutions. However, current research suggests the following may be important in informing decisions about student learning:

· All learning involves and emotional as well as cognitive components (Damasio 1995, Goleman 1996)

· Immediate feedback consolidates neural pathways (Le Doux 2002, Blakemore and Frith 2006)

· Each human brain is moulded by its unique social, emotional and physical environment (Robertson 1999, Pinker 2002)

· We learn best when we think what we are learning is relevant (Scoffham 2003)

· We learn best in secure environments (Robertson 1999, Schore 2003)

· The condition of joy constitutes the body and mind’s optimal state (Damasio 2003, Seligman 2004)

· Positive emotion is strongly linked to resilience and openness to learning (Fredrickson 2004) 

· There are sensitive periods for acquiring certain types of information (Geidd 1999, Gogtay 2004)

· The brain is plastic and new learning is possible throughout life (Scoffham 2003)

· Intelligence is complex, culturally defined and multi facetted (Gardner 1983, 1993, 1999, 2006)

Combined, the evidence from neuro-science forms a powerful argument to use the emotional stimuli, multiple entry points and practical/environmental experiences in all aspects of education.  It suggests that there are numerous ways of making sense of experience and many ways in which we are shaped by our individual experiences.  This focus on learning environments indicates that students stand to benefit from being exposed to contextualised learning. It is particularly important that teachers in training both understand how they learn best and base their teaching on an informed understanding of the learning process. Deep learning, meaningful to the learner and rooted in experience, happens in many contexts not just the classroom.  This is as true for the teacher as it is the child.

Key Messages

a) ITT institutions should introduce students to powerful and meaningful learning experiences.

b) ITT institutions should consider the neurological basis for the approaches they take to the student experience, providing multiple entry points for learning and immediate feedback where possible.

Theme 6.  Modern technology

The electronic revolution has brought great transformations in technology and the ways in which we can learn. Interestingly, the speed with which new technologies are adopted by society has also multiplied inexorably.  For example, it has taken over 100 years for the telephone to achieve a mass market; the internet has achieved similar results in less than an decade.  In Britain today, more than 90% of children have a computer at home and a mobile phone.  They also have iPods, access to the internet and complex electronic games. These technologies may be changing the way students think and learn and the expectations that they hold.  Some commentators have pointed out the dangers of social isolation resulting from virtual as opposed to person to person communication  (Gammage 2003, Greenfield 2003, Goleman 2006).  

Pupils themselves value the independence, privacy and freedom given by mobile phones and the internet. They are usually at ease with the capabilities and problems these new technologies provide them with, but society in general has been slow to provide moral and values-based guidelines. It is argued that some of the traditional roles of the parent are being passed rapidly to the monitor screen (Greenfield, 2003). 

Many ITT and other Higher Education institutions have adopted  e-learning and distance learning packages enthusiastically. These technologies have the advantage of reaching a wide audience and providing a consistent and marketable package. However, the decision to adopt these methods has often been taken with little or no reference to their pedagogical implications and justifications. How we choose to use ICT in an institution is again a decision founded upon values.   Traditionally, the relationship between tutor and student has been central to the learning process - a relationship which cannot develop in the same way between human and machine.. Current neurological and psychological research strongly supports the human and inter-personal dimension in learning by recognising the importance of the emotional and relational..  

Key messages

a) Institutions need to take account of possible changes in the way students think and learn.

b) In providing contextualised learning experiences, institutions will have to have to make choices about when where and why electronic communications are appropriate. 

c) Institutions need to clarify their stance on Information and Communications Technologies in the light of their values 

Theme 7: Early Years Experience

From a range of sources, including socio cultural research and neuro science, there is now a bank of evidence that before birth babies ‘learn about their mothers and the external world’ (Rogoff 1990) and that after birth brain connections can either grow or die, and this is determined as much by environmental experiences as by inherited genes.  The nature of the environment is significant as experience in ‘complex environments’ can shape the brain and these effects can be seen to endure throughout life (Blakemore and Frith 2006).  The successful work in the pre schools of Reggio Emilia is founded on the principle that children are born with incredible potential.  Children are constructed there as ‘active, engaged, exploring young spirits, capable of remaining with questions and themes for many weeks’ (Gardner 2004).  Reggio Emilia has also led the way in showing a wide international audience how creating ‘transparent schools’ where the city, the community and diverse cultures can impact upon pedagogy and also benefit from children’s participation and voice.

The built environment and the physical environment have both been shown to need careful consideration in the creation of learning spaces for young children.  Equally important in development and learning is the ‘social space’ and a ‘discursive space’ (Moss and Petrie 2002) where enquiry, exploration, risks, conversations, demonstrations and reflection can occur in the company of peers and ‘people who recognise their (children’s) fascination with and curiosity about what is going on in their worlds’ (David et al. 2003).  

These powerful messages from research are represented in the new Early Years Foundation Stage Framework (2007).  Key principles are that children are unique and competent learners from birth; they learn to be strong and independent from a base of loving and secure relationships; that environments play a key role in supporting and extending children’s development and learning; and that children develop and learn in different ways and their learning should be inter-connected (DfES 2007).  The Framework also requires early years practitioners to ‘look carefully at the children in their care’, adopt a flexible approach, ensure that learning opportunities have coherence, relating to home and outside experiences, and to plan challenging and enjoyable play based activities.

The outside environment is given prominence in the new Framework with educators required to provide access to an outdoor play area or make arrangements for daily opportunities for children to play in an appropriate nearby outdoor location.

This combination of a range of inter-disciplinary research into how children develop and learn and a new statutory Framework of provision requires early years educators to be informed, innovative, responsive and reflective practitioners, able to co-construct meanings and narratives with children as they shape their growing worlds.  

Key Messages

a) ITT  students should be prepared to invest in the creation of broad and stimulating environments for learning beyond classroom environments.

b) Young children are able to sustain constructions and learning over time.

c) Learning needs to be connected and coherent, rather than fragmented, and should include links with already familiar learning spaces

d) Key skills for early years educators include observation, flexibility, reflexivity and innovation. 

e) ITT students need to understand that all children are unique, ‘rich’ learners who are entitled to ‘gifted teachers’ (Malaguzzi 2004).

Key Message 1


Institutions should discuss, recognise and openly acknowledge their values.  These values need constantly to be revisited and revised in the light of continuing conversation and debate. A methodology for learning beyond the classroom will be well founded if it takes  values into account from the very beginning. 





Key Message 2


We need to consider the impact of contexts and  professionals outside formal teaching contexts on teacher education students.  Specifically we should study role models, reflection from other view points and expertise outside the norm.





Key Message 3


The well being and affective state of ITT students needs to be recognised as a significant factor in planning their curricula and experience.





Key Message 4


ITT institutions will need to consider how contextual learning experiences can be used to generate (a) critical  thinking, (b)  link making,, (c) synthesis and (d)  creative learning. 





Key Message 5


a) ITT institutions should introduce students to powerful and meaningful learning experiences. 


b) ITT institutions should consider the .neurological basis for the approaches they take to the student experience, providing multiple entry points for learning and immediate feedback where possible.





Key message 6


a)) Institutions need to take account of possible changes in the way students think and learn.


b) In providing contextualised learning experiences, institutions will have to have to make choices about when where and why electronic communications are appropriate. 


c) Institutions need to clarify their stance on Information and Communications Technologies in the light of their values. 





Key Message 7


a) ITT students should be prepared to invest in the creation of broad and stimulating environments for learning beyond classroom environments.


b) Young children are able to sustain constructions and learning over time.


c) Learning needs to be connected and coherent, rather than fragmented, and should include links with already familiar learning spaces.


d) Key skills for early years educators include observation, flexibility, reflexivity and innovation. 


e) ITT students need to understand that all children are unique, ‘rich’ learners who are entitled to ‘gifted teachers’ (Malaguzzi 2004).
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