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Introduction

“In order to develop educationally sound use of éeghnology we must attend to all the elementg— th
operational (how to do it), the cultural (what aiee practices and stories we tell ourselves absingi

it) and the critical (asking questions about thewwsptions and taken for granted aspects of the
technology” (Bigum, 1995: 12).

For some decades now Australian school educatidmpldlicies have proposed a vision for the futuie —
future where ICT is readily positioned as drivirigange to school education and where ‘techno-savvy’
learners are ready and willing participants in thsson. But what of teachers in this vision? Haxe

they represented in school education ICT policy@wHoes this compare to the way ICT and learners ar
represented?

Polices are a means by which organizations, inolyidovernments, set out a preferred vision for the
future (Lloyd, 2008). Policies lay out the desidsstination, often using a rationale to convinsehuis is
the case, and then proceed to chart or suggesbddds we should then take to reach that destination
Policies are forward thinking documents, rathentsi@mtements of the current state of play (Moyle,
2005). They are also official voices presentinghey do the authoritative or sanctioned views of
signatories. It is important for us to carefulad policy — to not only see what is included amitted,
but also what is emphasized or given a mentiorassimg. Above all, we need to be sure that the
proposed destination is one we want and that thgesied road we follow is one that we wish to take.

In this paper | am mainly interested in the wayt tkachers are represented in school education ICT
policy. While | also look at the ways that ICT dedrners are represented, | do so mainly as a
comparison. In my discussion | draw on the naligoals for schooling policies, particularly the
Adelaide Declaration (1999) as it specifies a goaélation to learners and ICT. | pay particular
attention to thé.earning in an online worlduite of initiatives produced in response to tfoal. | also
focus on the more recebigital education revolutiompolicy (Rudd, Smith and Conroy, 2007), written as
an election policy, now currently being implementéarganize my discussion around key themes that
emerge from my reading of these policies. Thisnhigc discussion begins with teachers, then learner
and then ICT.

TEACHER ICT SKILLS, COMPETENCY STANDARDS AND PROFES SIONAL
DEVELOPMENT

Teachers are often represented in school edud&tibpolicies as needing ICT skills. This need is
always aligned to learners and more often tharalsat includes either or both these rationales:liat
using ICT, learners will gain learning benefits amt be better prepared for the high-tech jobshaf
future. According to numerous writers includingg8®m (1997, 1998), and Bigum and Kenway (1998),
these are the two most commonly used rationalegsiog ICT in school settings.

The following example from the initidlearning in an online world policgEdNA 2000) illustrates this
representation. Produced in 2000 as an overard¢rangework, this policy sets out a “shared national
vision” (EdNA 2000: 2), and together with a seré¢strategies and statements (commonly referred to
the ‘Learning in an online world suite’) was devyed to support the achievement of the ICT-related g
in the national goalsThe national goals for schoolirgovide a vision for school education in Australia
and are set by state and territory and Australiamdters of Education, usually in response to peszk
‘complexities’ and ‘challenges’ that the ministéedieve require united action. In July 2009, this
committee was renamed to the Ministerial CoungailEducation, Early Childhood Development and
Youth Affairs (MCEEDYA). This goal, Goal 1.6, setAdelaide (MCEETYA 1999), states that when
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students leave school they should be “confideetore and productive users of new technologies,
particularly information and communication techrgés, and understand the impact of those
technologies on society” (MCEETYA 1999: 2). Indlmolicy, there are five action areas, each with a
number of goals and strategies. The ‘People’ acmea is most relevant to this discussion, agitides
a goal relating to teachers, specifically for “Adachers to be competent users of information and
communication technologies and able to apply thedenologies to improve student learning” (EANA
2000: 5).

In the discussion which follows, the latter partloé goal relating to teacher application of ICT fo
student learning is discussed first. Perhaps thoilngs emphasis on learners is understandablenghat
learners are the focus of the national goal redatinlCT. The policy hints that teachers have gppsh

been ‘slow’ in their uptake of ICT, by statemertattteachers need to be “committed to a visionHer
integration of new technologies into practice” andhave “the skills to use the technologies appabgly
and effectively” (EdNA 2000: 5). The tone is susgfiye that perhaps teachers have been somewhat
lacking in their commitment and skills. This sugen is made more explicit in the subsequent
discussion about the large number of teachers while whey may have developed some ICT skills have
not embedded them into the classroom:

“Progress is taking place, but not at the paceesptidrequired to effect major change. Teachers
are developing basic ICT skills, but the main davadle of integrating new technologies into
teaching practice still lies ahead for the bulkhef profession. School leaders need to recognize
where teachers are along the spectrum of adoptitectbnologies and address their needs in
practical, progressive ways.” (EANA 2000: 5).

Methods to facilitate and improve teacher ‘up-gkgl have largely remained constant in the policies
canvassed in this paper. Commonly professionatldpwment is advocated, such as in relation to the
second part of the teacher goal in the initedrning in an online worlgholicy (EANA 2000). Similarly
professional development is suggested in minidtstédements. From time to time, state and tayrito
and Australian Ministers of Education, meeting aSBEDYA, have released statements specifically
relating to school education and ICT. All threenisierial statements canvassed in this paper
(MCEETYA 2000, MCEETYA 2005cAICTEC 2008) discuss the need to support or assist teather
develop ICT skills. While this continued advocdoyteacher professional development can be seen as
recognizing the importance and value of professidagelopment to the profession, particularly in
relation to ICT, perhaps also one could intergnet tontinued advocacy, as further suggesting that
teachers are being slow to develop their ICT skiligl the attainment of the national goal. | aso al
concerned that while professional development isicered a priority, including in the initiakarning
in an online worldpolicy (EANA 2000) and subseque@pntemporary learningtatement, (MCEETYA
2005a), the number of polices relating to otheonires of content and bandwidth could indicate
otherwise.

This suggestion of teacher slowness in develogigdkills is also evident in other policies, susttlze
Contemporary learningMCEETYA 2005a) statement. This statement produse000 superseded the
Learning in an online worl@ction plan as the overarching policy. This steget likewise identified five
action areas, similar to those in the initial actdan, and also included one relating to ‘People’.
Whereas the initial policy suggests strategiesdachers to increase their ICT skills in terms of
‘introduce’, ‘develop’ and ‘strengthen’, this lateolicy uses the wording ‘depends on’ (MCEETYA
2005a: 7). It then goes on to list some of theggeddencies including pedagogical knowledge arils$ ski
and understanding of ICT, knowledge of ICT, andiprency in use of ICT. Similarly, thBigital
education revolution pla(DEEWR 2008) suggests that while efforts have beade “progress to date
has been impressive, but uneven. Most teacherstaddnts now benefit in some way from access to
computers and digital resources, but still onlyiaanty are reaping the full benefits of the infation
technology revolution” (DEEWR 2008: 3).




Often as well, methods to facilitate teacher ICill slevelopment involve advocacy of competency
standards in relation to ICT. Developing a set@hpetencies can be valuable however | am concerned
that an over-emphasis on competencies and stanclauttbbe at the expense of authentic and critical
considerations.

While teachers are positioned as requiring skillthgs is not the case with learners. In the pedic
canvassed in this paper, learners are readilyippsd as having a “disposition to ICT” (MCEETYA
2005b: 8) and this assertion usually goes handzimdiwith the following justification, that learnease
growing up in a highly technology world and arerdéifere ‘insiders’ to this world. Statements sush a
this one from th&€ontemporary learningolicy are indicative of this positioning: “Froniritn, students

of the current generation inhabit and navigategallgitechnological and information rich world”
(MCEETYA 2005a: 4). Implicitly then, teachers biytue of age are positioned as ‘outsiders’ to this
world. All too easily then teachers can be usescapegoats when presumed outcomes by the digitally
savvy young are not realized. This is suggesteddriollowing statement in thdelbourne Declaration
that teachers “should take advantage of this ise@anotivation to achieve more equitable educaktiona
outcomes for all” (MCEETYA 2008: 1).

TEACHER ICT PEDAGOGIES, REALIZING STUDENT LEARNING AND BEING
EMPOWERED BY ICT

In the policies included in this paper, teacheesadten represented as having an important radéuident
learning in relation to ICT. Yet often this roleesns to be represented as a simple and straightidrw
one, to employ ICT in the classroom. Connectathirepresentation, is the view of the teachéthas
vehicle’, the view of ICT as intrinsically transfamg learning, and of learners as willing user$Qr.

For example in th®edagogy strategpart of theLearning in an online worlduite, released in 2005
(MCEETYA 2005b) we are informed that particular pgdgies used by teachers “will determine the
extent to which the possibilities offered by teclugy are realized in educational settings” (MCEETYA
2005b: 3). Likewise in thBlinisterial Statemenbf 2008, we are told that “educators will enhatveenty
first century student learning outcomes by effedtivand ethically incorporating ICT into their téang
and learning programmes and methods and collabgratithe creation of flexible learning
environments” (MCEETYA 2008: 1). Views of learnititat recognize the complex relationship
involving learners, teachers and ICT are rare @sétpolicies. | am also concerned that placing snc
emphasis on the teacher can result in the teaeeg boo readily blamed when desired outcomes of IC
enabled learning are not realized.

Often this representation of the teacher as ‘tliecle® of ICT learning also involves the notiontbe
teacher as being empowered by ICT. For exampleei2005Ministerial Statementhe following
statement is made, “Information and communicatiesknology empowers teachers and trainers by
increasing options for improving learning outcortte®ugh access to new types of quality digital
content, training, networking and advice” (MCEET®2805c: 1). Other examples are particularly
evident in thePedagogy strategfMCEETYA 2005b). This strategy puts forward sixiajng principles
for ICT pedagogy: Learner Focus, Educational SoasgnProfessional Learning, Diversity, Alignment,
and Collaboration. When describing each of theseiples, the strategy uses the same ‘lead irapér
“effective integration of ICT can transform pedagsgby empowering teachers to” (MCEETYA 2005b:
6-7). Often as well the tone is matter-of-factr Example a series of headings is used irfPdaagogy
strategy(MCEETYA 2005b) to illustrate ways that teachers ST pedagogies to enhance learning,
including “to engage students in new dimensiongéafning, and to realize particular learning outes.
Perceived benefits for learners are then listedbagoints, further enhancing the authoritativestbeing
presented.

LEARNERS AS ICT COMPETENT, TO BE SUCCESSFUL LEARNERS AND EMPLOYED

The view that students need to be competent usé@Tchas remained a constant one in policies
canvassed in this paper. So too the reasonghimse skills are necessary for future work, and for
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learning. Both these reason are evident in thegwads for learners advocated in the initiahrning in

an online world policyEdNA 2000). The first being that, “All studentslviave access to educational
programs that provide a technology-rich experiearad environment for developing required skills and
attitudes for lifelong learning.” And the secomukgbeing that, “All students will leave school wthe
employment-related skills needed in the informageonomy and an increased percentage will
commence pathways to employment in the ICT indest{EdNA 2000: 5). The more recendigital
education revolutiofRudd et al. 2007) also emphasizes these percknkedof ICT to learning and to
workplace. In relation to learning benefits, thadicy states that “computers will enhance therlewy
experience of every high school student in the tguiRudd et al.2007: 4) and this, that “studenithw
better access to technology can receive a stradyeration and achieve better academic performance”
(Rudd et al.2007: 5). It then elaborates thistpmsby drawing on OECD data and student perforraanc
in math to argue that “the use of computers ataicstoould, not be seen as recreational relief from
studying, but instead as being crucial to helptuglents to learn,” (Rudd et al.2007: 5). In relato
workplace benefits, the policy states that ICTasdaed “to prepare them for the jobs of tomorrowidqg
et al. 2007: 1), for the “jobs of the future” (Ruetal. 2007: 1), to enable learners to get “thst Jwdbs

and life opportunities in the future” (Rudd et2007: 1) “to secure their future jobs” (Rudd et24107:

5) and as “critical to well-paid jobs” (Rudd et 2007: 5).

In the subsequemelbourne DeclaratiofMCEETYA 2008) perceived learning benefits havitst
away from notions of lifelong learning in the eaplglicy, to notions of successful learning. Goat&es
that “all young Australians become successful leexnconfident and creative individuals, and actind
informed citizens” (MCEETYA 2008: 7). This notiaf being a successful learner is defined in refatio
to particular knowledge and skills including ICTSuccessful learners have the essential skillgenalcy
and numeracy and are creative and productive a$éeshnology, especially ICT, as a foundation for
success in all learning areas” (2008: 8). Thik between ICT and successful learning is also nirade
several ministerial statements. In both the 2004 sterial StatemenfMCEETYA 2005c¢) and 2008
Ministerial StatemenfAICTEC 2008) learners are seen as needing ICIs $&r lifelong learning.

Implicit in this representation of learners needi@g skills (that teachers will technically facdie) is the
view that learners expect that ICT will be usethiair learning. For example, the initiaéarning in an
online worldpolicy states that “young people take readilyeéwiechnologies and to rapid technological
change” EANA 2000: 5). And in the subsequ@antemporary learningolicy (MCEETYA 2005a: 4)
that they “take for granted that they can use auive text, audio and image technologies to olesand
participate in world events in real time.” And thstudents demand interactivity in learning,
communication, and entertainment.” The 200&isterial StatemenfMCEETYA 2005) similarly talks
about learners positively embracing the use of ikCtheir learning, through statements such as tsitsl
report that it is stimulating to work in a digighvironment with improved access to quality ed wceti
resources” (MCEETYA 2005: 1) As this is immedigtillowed by a sentence beginning with
“educators should take advantage of this increasst/ation” there is a hint that teachers are ppsh
not meeting this interest.

LEARNERS AS DIGITALLY SAVVY AND EXPECTANT

While teachers have sometimes been presentecoas tah their uptake of ICT skills and uses in the
classroom, this has not been the case with learne&arners in the policies reviewed for this pagrer
consistently presented as being keen to take on IGjpically, policies begin by ‘setting the scertbe
world is described as undergoing mammoth changkjding technological change (EdANA 2000, 2005a,
2005b). Learners are then described as ‘belongintjiis world of constant change, as shown in this
example, “Young people are growing up in a worldreleterized by rapid technological change and
global communication” (EANA 2000: 1). Learners #ren often described as having an affinity with
ICT — itself a key part of this change. For exaef)¥ oung people increasingly live and thrive i th
digital environment, comfortable with virtual, sereto-screen and face-to-face relationships. Taley
for granted that they can use interactive textj@add image technologies” (2005a: 4). And thibe”
current generation of students was born into alfiggthnological world. They inhabit, navigate and
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communicate within a society which is both techgatally-rich and information-rich.” (2005b: 3).
Often as well, teachers are then positioned asimgé¢al “take advantage of students’ dispositiohGd”
(MCYEETA 2005: 8).

More recent policy documents have also inferretighalents have an ‘expectation’ that ICT will lsed
in their schooling. Related to this, is the vidattschools and teachers need to meet this exjpectas
shown in this example, “Young people take readilpéw technologies and to rapid technological
change. The role of schools is to ensure that y@@ople use technologies purposefully and critical
and that they are able to continue to adapt arrd aoughout their lives” (EANA 2000. 5). A comcé
have is that schools are being positioned as cditd and always needing to ‘play catch up’ — avie
suggest is very hard to overcome. Another conchave is the implicit assumption that ‘technolagie
are technologies’ — there seems to be little ackedgement that the ways that students commonly use
ICT ‘out-of-school’ may not be synonymous with thays required ‘in school’. Nor is there recognitio
that ICT’s can have different purposes.

ICT AS DRIVING WELCOMED CHANGE

Positioning ICT as the driver of change is the ntmghinant way that ICT is positioned in the polie
cited in this paper. Often this positioning is don this way. First, policies ‘open’ by descripithe
world as a place undergoing mammoth change, inotudiobalization and economic charayed a tone
of uncertainty for what lies ahead is set. Fomapda in the preamble to thfedelaide Declaration
(MCEETYA 1999: 1), mention is made of “challengé®or times” and an “increasingly complex
world”. Likewise, the preamble of tidelbourne DeclaratiofMCEETYA 2008: 4) discusses “major
changes in the world that are placing new demandsustralian education”.

Second, ICT is included in this picture of chang®r example th&lelbourne Declaratiof(MCEETYA
2008: 5) describes this in the following way, “rdg@ind continuing advances in information and
communication technologies (ICT) are changing thgs\people share, use, develop and process
information and technology.” Similarly, the 200bnisterial Statementstates that “new technologies are
transforming our society; the way we work, our aband community life and the way we learn”
(MCEETYA 2005c: 1). In earlier polices, ICT is efit aligned to notions of the ‘information economy’
or ‘knowledge society’, such as in the initiadarning in an online worlgholicy (EdNA 2000) and to
notions of the ‘innovative society’ as describedha 200(Ministerial StatemenfMCEETYA 2000).

Later policies, such as tivelbourne DeclaratiofMCEETYA 2008) and th€ontemporary learning
strategy (2005) tend to align ICT more with notiafs21% century’. For example in the latter policy,
this notion of the 21 century is connected to education (MCEETYA 2005aMCEETYA 2005a: 12), to
schooling (MCEETYA 2005a: 6) and to students MCERRTX005a: 4). The Labor Party election policy
(Rudd, et al. 2007) is aligned to notions of a ‘\daralls education’. This phrase is used someettirees
on the first page, and twice on the third.

Third, ICT is then positioned as not only the metanseet these changes but also as the means to
continue to ‘drive’ change in desired ways. Thidlustrated in this example from the Labor eleti
policy that, “Computers and broadband are shagia@f' century. We need to ensure that Australian
schools are able to provide students with the tthag will need to live and work in a world shapgsd
technological change” (Rudd et al. 2007: 3). ©®ftas positioning is aligned to economic benefiemr
example in the 200Wlinisterial Statemenipne of the priorities is “ensuring that the edigratind
training sector is able to provide all learnergwvapportunities to develop their ability to usehteclogy
confidently and creatively, and to develop the gt skills needed to service the needs of the
information economy” (MCEETYA 2000). The 2005 Miterial Statement (MCEETYA 200c: 1) makes
a similar representation that, “the everyday us@fofrmation and communications technology will
transform education and training, and lay a fouleddor our future economic and social prosperity.
the Labor Party policy, ICT is also aligned witle tivorkplace, particularly in regards to learnengitg
ICT skills in order to gain future employment, astbeen previously discussed. At the same tinh@&s
is being positioned as the desired means to mesetthanges, teachers are then all too easilyquesit
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as the instruments of this change. That is,teéashers who are then expected to ‘harness’ trebdafes
intrinsic to ICT, and to capitalize on student ret in using ICT.

Positioning ICT as the driver of change, prolifesathe policies included in this paper. Perhagsain
the clearest examples is in the DER strategic (R&fEWR 2008) produced to implement the Labor
Party election policy (Rudd et al. 2007). A taisl@eised to represent three stages in implementafitre
policy. The first column in this table is label#ge current situation’, the second ‘suggested
improvements’ and the third ‘aspirational suggestio Of the nine dot points included in the ‘cuntre
situation’ column, all relate to access, infrastue and provision, and yet only one dot point dse
the last column relating to ‘suggested aspiratioms’this column, seven of the dot points relate t
students, parents and teachers (in a range of cadms).

Indeed this determinist view of technology accogdim many influential writers underpins much of the
ICT and school education literature generally. ‘Aremlogical determinism asserts that educational
outcomes derive primarily from the material chagastics of computer technologies, regardless ®f th
intentions of teachers and schools (Bigum, 1999).24s many writers have argued for some time,
including Bigum (1997, 1998), the main problem wdeterminist views of technology — is that
technology is seen as driving change — and humancggs removed. Perceived changes are often seen
as predetermined and universal and do not recogimzsituatedness of using ICT. The assumption is
that all contexts are the same and do not takeuat@d the many other factors that can impact @ us
All too easily, teachers can then be positione@ifult’ when these predetermined outcomes ate no
realized. Views of ICT that offer more of a redisvision that “tells it like it is” (Selwyn 2002t81) and
that show the ‘messiness’ in using ICT (Bigum 1988)e been advocated for some time.

Selwyn (2002) argues that a realistic perspectivane that recognizes the influences of the
technological, the educational and the culturalrelation to the technological, he suggests weallsho
acknowledge that technologies have shortcomingshedelaborates, we need to recognize that there ar
few ‘type 2’ technologies that transform practiae,most technologies are ‘type 1’ technologies that
enable us to do existing practices quicker and ratirgently. In relation to the educational, heggests
we need to weigh up the benefits and limitationgsifhg technologies. In relation to the cultural h
suggest we take more notice of the contexts in hvive want to use technologies. As he goes on to
comment, “pre-existing structures and attitudes diedine many educational cultures often provedo b
insurmountable obstacles to technological use tpgiace” (Selwyn 2002: 178), resulting in curriaulu
and classroom practices remaining the same.

ICT AS ENHANCING AND TRANSFORMING LEARNING

The view that ICT will enhance student learning;assistently advocated in the policies cited is th
paper. One of the most common ways that this péoseis put forward is by a matter-of-fact tonghe
following example from the opening of the statemartheContemporary learningolicy (2005a), is
typical of this tone: “2% century education integrates technologies, engasfidents in ways not
previously possible, creating new learning andheagpossibilities, enhancing achievement and
extending interactions with local and global comities” (MCEETYA 2005a 2).

Another common way that this perception is put fmavis by listing perceived benefits, often in thiem
of dot points. For example ti@ntemporary learningolicy uses dot points to list ways that
technologies create new opportunities for learind later uses dot points to list ways that ICToéss
improved learning. These gains in learning incltelevance, extending learning, personalizing lieasn
giving more flexibility in time and place, suppaordi collaboration, improving access and participatio
learning, and making learning more efficient. A®sult, ICT is positioned as the means to realize
predictable and universal learning benefits. Atdhme time, all school contexts are assumed tioebe
same and all learners as willing users of ICT. [&/hrecognize that the function of policies asthne is
to present a vision for the future, the lack ofsideration of the complexities in using ICT is ohcern.
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While this notion of ‘enrichment’ and ‘enhancememd’s remained constant in the policies included in
this paper, the characterization of ICT as tramsfog learning seems to have become more prominent i
more recent policies. The tone however is sinylarmatter-of-fact one, as shown in this exammenfr
the 2008Ministerial StatemenfAICTEC 2008: 1):

“Technologies are powerful tools for education &nathing. They are enabling the
transformation of the curriculum and changing tlay\\earners and educators operate, learn and
interact. Technologies provide the potential tal#a access to: nationally consistent curriculum’
collaborative communication and knowledge buildiogls’ flexible and distance learning
opportunities; seamless transition of studentsimimdmation within and between institutions;
engaging learning materials; online services apds#ories of knowledge.”

This notion of ICT as transforming learning, tak@smore ‘revolutionary’ connotations in the Labor
Party’s 2007 education policy. ICT is perceivedasing revolutionary effects in relation to “clessm
education” on some four occasions (Rudd et al. 2002, 5 and 10 ), as well as in relation to “the
classroom” (Rudd et al. 2007: 3 ) and to “classréeanning” (Rudd et al. 2007: 3 ). While revolutary
claims are commonplace throughout this policy,ghsfittle attempt to offer evidence in supporhis
lack of evidence has been raised in the broadearels literature for some time.

More recently policies relating to benefits of I€mabled learning focus more on the provision of
personalized learning. This is shown in the follogvexamples from the 2008inisterial Statement,
that. “Information and communications technologyducation and training promotes teaching and
learning that is targeted to individual needsfadilitates individualized pathways through edumatand
training that match students’ interests, poteratral lifestage.” (MCEETYA 2005c: 1).

In the policies canvassed in this paper, ‘currl@ining in schools is not explicitly describedlasking’
or ‘in need of repair’. Yet, at the same timepfatlearning tied to ICT is explicitly positioned detter’.
In the main, learning is perceived as essentialgaaher directed process. As well learning isgiged
as essentially a simple process, one where alighregeded is the tools (ICT empowered tools), the
means (teachers), and the recipients, techno dasuyers. Only on a few occasions is a more intee
view of learning, one that involves teachers aadrers and ICT put forward.

ICT AS POSSIBILITES AND CHALLENGES

Another key way that ICT is positioned in theseqed is through the language of ‘possibilities’,
‘potential’ and ‘opportunities’. This languageparticularly evident in two policies, ti®edagogy
strategy MCEETYA 2005b), andA digital education revolutiopolicy (2007). For example in the
Pedagogy strateg¢MCEETYA 2005b: 9), ICT is described as providiegchers with “a new potential
for their work as they exploit the opportunitieattusing ICT in learning provide. They engage il
possibilities created by the range of technolobiels.also describes possibilities for learners, i
comments such as this one, that “Pedagogies tteggrate information and communication technologies
can engage students in ways not previously pos®&hlgance achievement, create new learning
possibilities and extend interaction with local ahabal communities” (MCEETYA 2005b: 2).

We also see this language in the “realising pods#s” section of this policy (2005: 8- 9). Inighsection
teachers are urged to accept the challenge of UGIhgroductively by harnessing ‘opportunities’
afforded by ICT and student interest. These pdd&b include creating new learning environments,
making learning more efficient and effective, binlgldepth, enhancing collaboration and
communication, creating new communities, and exipaniheir pedagogies.

In A digital education revolutio(Rudd, et al. 2007), the word ‘potential’ is usedelation to ICT on
some four occasions, three times on the third pageonce on the fifth. It is also used in relatiome-
education twice, once on page one and later on {hage. The following quotation is from the former




“e-education applications are currently being digyed at a frenetic pace. While the most
innovative educational tools have probably not bbenght of, few doubt the potential of
computers and broadband to revolutionize the aassr While e-education is in its infancy, the
potential of computers and broadband is clear.”

Sometimes ICT is framed as both offering possibgias well as challenges. For example in the 2000
Ministerial StatementiCT is seen as offering ‘opportunities’ includibging able to deliver services
more efficiently, yet at the same time, as alserafy challenges including exposure to global
competition to deliver these services (MCEETYA 2000

Conclusion

The preferred vision for school education is ga§ a technologically determinist one in which ICT
transforms the ways that teachers teach and |lealeen. It is one where learners will reap lezgni
benefits intrinsic to ICT and gain the knowledgé akills though using ICT for the imagined highkec
workplace. Itis one where ICT-skilled teachemmpowered by ICT, will transform their pedagogied a
realize this vision. It is a utopian vision ofteouched in terms of revolutionary claims for ICT or
through the language of ‘potentials and possibgiti This vision of the future — one shaped by i
presented as unproblematic and inevitable. Ingregerred vision there is little consideratiortlod
complexities or the messiness involved in using iI€$chool contexts. There is little acknowledgatne
of possible barriers to teacher uptake of ICT.

Learners are positioned as ‘insiders’ to this visi@orn into a high-tech age, learners are seéaasg
a disposition to ICT, readily using interactivetteaudio and image technologies in their day-toldsgs.
And because of this, learners have an expectatiasing ICT in their leanring.

The road described to reach this preferred visansingular one. There is ho suggestion of bummps
potholes that may be necessary to navigate onalige roads that could be taken. The role of the
teacher is to steer learners along this road ierdareach the desired destination. To do teashers,
‘outsiders’ to this vision, must have ICT skillsdabe prepared to use ICT routinely in their pragctic
Thus far, teachers have been ‘slow’ to realize both

The immediate challenge ahead for us then, is daceept this preferred vision and do we wish to
follow the road map to this vision that is set fartus?
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