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Abstract: The report arises from a project which is developing 
particular exemplars to support learning about teaching. The exemplars 
are delivered by computer, integrating video, graphics and text. Such 
exemplars can enhance learning about teaching because links between 
theory and practice are made explicit, students can move to higher 
levels of cognitive engagement on the study of teaching, and students 
can assume direct responsibility for their own learning. A key 
component of the resource is its flexibility. Users gain control over 
pedagogical content and activity, access to a variety of resources, and 
opportunities for close examination and critique of professional work, 
including detailed examination of the roles of classroom participants. 
An investigation of the use of such a resource with groups of teacher 
education students indicated that students can move beyond merely 
describing teaching events to detailed analysis and explanation.

Collaborative study of particular examples
We have been concerned for some time that it has been difficult to 
 identify strategies for educating teachers which model approaches to 
 teaching and learning which form the substance of our teacher education 
 courses. An extreme version of this dilemma is teaching about 
 collaborative groups within large lecture settings. Yet it also applies 
 to more subtle components. For example, how can we model reflection on 
 practice if the students feel they have to learn particular course 
 content? Do we really encourage independent learning by prescribing 
 course content and assessment criteria? How can we integrate theory and 
 practice away from the context of practice? In an attempt to explore 
 modes of learning about teaching which are more compatible with the 
 view of teaching and learning encapsulated in the overall course, we 
 developed an multimedia (IMM) resource which allows students to observe 
 and analyse teaching exemplars interactively.
In 1995, pre-service students used the interactive multimedia (IMM) as 
 part of a work requirement of a second year undergraduate course on the 
 study of teaching. Interaction with the resource was in small groups, 
 for approximately 20 hours. Study and discussion of particular cases 
 were used to allow closer linking of theory and practice, to allow the 
 students more control of the emphasis and direction of their learning 
 about teaching, and to stimulate learning about practice through 
 reflection on practice. Merseth and Lacey (1993) suggested that the use 
 of teaching exemplars in this way can develop skills of critical 
 analysis and problem solving, can represent the complexity of teaching 
 situations, can foster multiple perspectives and levels of analysis, 
 and can offer students opportunity to engage directly in their own 
 education.



Prior to the development of the IMM resource, this project identified 
 and developed a framework for describing elements of quality teaching. 
 It used analysis of recent literature and a survey of 200 
 practitioners, teacher educators and other education professionals from 
 several countries (Sullivan & Mousley, 1994). Full lessons which 
 exemplified the components of quality teaching were partially scripted, 
 then taught and videotaped. These tapes were examined using several 
 techniques, including a qualitative analysis of unstructured reviews of 
 the lessons by over 30 experienced teacher educators (see Mousley, 
 Sullivan & Gervasoni, 1994), then transferred to CD-ROM disc. An IMM 
 computer environment was authored to provide flexible access to all 
 aspects of the lessons. 
Merseth and Lacey (1993) argued that the potential of multimedia 

 includes the possibility of introducing the complexity of teaching to 
 novices, and that the non linear capability distinguishes multimedia 
 from conventional videotape since they allow the use of multiple 
 perspectives and opportunities to review situations. The IMM resource 
 under study includes videotapes of a mathematics lesson, other video 
 records such as pre and post lesson interviews with the teachers, 
 procedural documents and readings associated with the lessons, graphic 
 representations of data, and other appropriate resources. It is an 
 extensive information bank which can be used in flexible ways to 
 support detailed classroom observation and analysis. Indexing and the 
 interactive nature of the program allow scenarios to be accessed and 
 linked to other data, enabling users to focus on specific teaching 
 skills, moments of interaction, selected sets of incidents, sequences 
 of events, links between written theory and action, and so on.
Our overall project aims to evaluate the effectiveness of this approach 
 in stimulating analysis of aspects of teaching. In 1995, as students 
 used the resource as part of an education studies unit, data were 
 sought through structured survey items, the writing of lesson 
 critiques, responses to formulated scenarios, unstructured interview 
 items, observation of students' interactions with each other and with 
 the program as they worked, journals maintained throughout the process, 
 and reflective essays written after the completion of the program.  

Interaction with the resource
We sought to study the effects of the IMM environment at three broad 
levels of interaction—levels which we see as a continuum in learning 
about teaching through observation. The levels can be described as 
follows:
• Identification and description:  there are observable components of 
the teaching task which form the basis of any study of teaching. 
Students need to become familiar with the language used to describe 
teaching, with the physical components of the teaching task (such as 
reading from a text), and with the more abstract and complex components 
of teaching, particularly those identified in our preliminary research 
(such as building understanding). At this level, comments are 



restricted to terms which are sued to report on what is happening, and 
to describing events, with little attempt to analysing to explaining 
the purpose, rationale, or implications, of teaching actions.
• Analysis : There are many aspects of teaching which are problematic 
and for which appropriate teaching responses are context dependent. 
Examples include the use of higher order questions, and the tension 
between process and product. At this level, users go beyond merely 
describing, and analyse the implications of particular actions and 
events for broader teaching and learning goals.
• Explanation: All lessons present opportunities for researching and 
explaining processes of teaching and learning. At this level students 
can both describe and analyse teaching actions and events, but can also 
explain the implications and particular actions, and suggest 
alternatives.
In researching students' use of the IMM resource we particularly 
interested in:
• how the IMM resource base was used ;
•whether it promoted improved observational skills and understandings 
of teaching and learning processes;
•whether it promoted reflection, discussion and writing by groups of 
teacher education students; 
•whether students became actively involved in the analysis of classroom 
action, and
•whether students' awareness of features of classroom interaction was 
heightened in a way which enhances learning about teaching. 
Specifically, the data collection was organised in order to address our 
general research questions, as follows:

Did the use of IMM enhance the ability of teacher education students to 
identify and describe, to analyse, and to explain, components of 
quality teaching?
Two factors were measured at each stage. First, students were asked to 
write an unstructured summary report of a video-taped lesson. These 
summaries were analysed using NUD.IST (Richards & Richards, 1990) using 
techniques reported in Sullivan and Mousley  (forthcoming, Nov. 1996).. 
Second, students participated in individual semi-structured interviews. 
These interviews were in three parts: the Q-sort technique (Pelto, 
1970) to identify the factors seen as important components of teaching; 
responses to classroom teaching scenarios (eg. Hoyles et al., 1984); 
and particular items which addressed the goals of the use of the 
resource. 
Users were also observed during their interaction with the IMM resource 
using the SCAN notation (Beeby, Burkhardt & Fraser, 1980), adapted for 
the small group settings, but no data from this are presented in this 
report. 

Using the IMM resource
The following is the response of one user, Karrie, which is presented 
to convey a sense of the impact of the resource on individual users. 



This example was selected from among the set of 10 users by research 
associates to avoid bias of the researchers. The research associates 
were asked to select a case which was representative of the data 
overall. 
There are two types of data presented. First, the responses to 
particular prompts on aspects of teaching given prior to the use of the 
resource (called pre) and after the use of the resource (called post). 
This forms the substance of the report. Second, there are excerpts from 
the report of the user's self reflection on the use of the resource, 
partly given soon after completing the course of study or unit, and 
partly collected after a subsequent practicum experience, and reactions 
to the resource while it was being used, extracted from the user's 
journal.

Responses to prompts on aspects of teaching
In presenting the responses which articulate beliefs about aspects of 
teaching, the pre data are presented together to convey a sense of the 
impressions and opinions of the user at the time. Likewise the post 
data are presented together. A table summarises the data to facilitate 
pre-post comparisons.
As with all of the data, the changes noted are subtle. Initially, 
Karrie gave the impression of seeing teaching as telling the students 
what to do as clearly as possible, being sensitive to the needs of 
individual students in an affective sense, and of believing that 
teaching should be made fun. After the use of the resource, as well as 
developing a clearer language for describing teaching, Karrie 
articulated a desire to emphasise the thinking of the children, and 
catering for the particular needs of individual students.

Data collected prior to the use of the resource (Pre)
To gain a sense of how the act of teaching was viewed, a combination of 
structured and open items were used.
One item asked the users to write a short open response to describe 
what they saw as the features of quality teaching (FOQT). Karrie wrote:
Clear examples completed together as a class.
Clear instructions.
Clear formulas - shown step by step.
Clear diagrams.
Sufficient data - easy for group to interpret.
When asked in an interview what she would expect to see in a quality 
mathematics lesson, Karrie responded:

Good communication, between teacher and students.  
Ah, clear description of tasks. 
Clear, sort of, instructions.  
Clear diagrams so that the children can understand them.
Ah, clear formulas, that are easy to understand, and sort of, 
step-by-step.
And just going around to help them, the students.



These comments suggest a teacher who sees her role as the explainer, 
the provide of information, and the helper. It could be described as a 
narrow view of teaching.
Also in the interview, Karrie was asked what she thought a teacher 
should think about first when planning a lesson:
What level to sort of aim at. What sort of skill level. So that she can 
incorporate everybody in the class.
This is indicative of the concern for all of the students, and 
particularly underachievers, which comes through Karrie's responses. It 
may be though that the students would be catered for by making the task 
demands simpler.
Prior to the use of the resource, the students watched the lesson which 
formed the basis of the resource on conventional videotape and wrote a 
critique of the lesson. The following are a selection of representative 
comments from Karrie's critique:
Good the way she goes around the class while they are discussing.
Good introduction.
Good the way she alternates who she asks questions  ie; girl, boy, 
girl, boy.
Tells the children a lot of information in a round about sort of way  
ie; Woolworths.
Clear step by step instructions.
Good way uses blackboard to show flat shapes - 3D.
Sets the children to work well.  They appear to understand the task 
well.
Good how she uses a practical application for the task  ie; Board of 
directors - Woolworths.
Constant interaction with the children.
The critique is thorough and comprehensive, but is restricted to 
comments which describe actions and events. 
Two scenarios were posed to each of the users. The first scenario 
sought responses to a particular classroom situation, and is called the 
“restless” scenario. The resulting interchange between the interviewer 
(I) and Karrie (K) gives further insights into Karrie's views on 
teaching:
Interviewer: Imagine that you are now a teacher and you have your own 
class.  Yesterday you noticed that many children in your class were 
restless and uninterested in the mathematics lesson and they have been 
restless so far today.  What will you do about it in this lesson?  What 
might you do about this in the longer term?
Karrie: I don't know, probably make them all run around for a bit at 
first to get them all settled down.  And then sit them down on the 
floor, and, or maybe go through some concrete tasks with them so that 
they all get a chance to fiddle around and have a go.
I: Concrete tasks, do you mean hands-on?
K:Yes. And then sort of get them to tell me what they've learnt from 
that concrete task, what they just did. Get them involved.
I: How about in the longer term?
K:Try and make them more interesting so that they're not so restless.  
Try and, I don't know, build their interest level, so they enjoy it a 



bit.
The initial response was superficial in that the restlessness was taken 
to suggest an excess of energy. In the longer term the attention to the 
students' interest, and particularly to the use of concrete materials 
is noteworthy.

Another scenario was posed which related to the way teachers interact 
with particular individuals in class, and is called the “interaction” 
scenario. Its purpose was to try to gain insights as to how the 
resource affected the user's capacity to respond to problematic 
situations. The following is the scenario and the related interchange:
I:An experienced teacher with very good rapport and very good class 
management skills generally allows children who raise their hands to 
contribute to class discussions.  She notices that there are a number 
of children who are not contributing.  She is concerned that calling on 
students when they are not ready to contribute will be stressful for 
them.  What do you recommend?
K:Ah, I don't know.  You couldn't really pick on them, pick on the 
students, but, (a short pause), probably get them to talk in groups.  
Like, get them with others to work in groups and then sort of ask them 
individually, but asking the group.  So that you're calling on the 
group, not on the individual.
I:What if, for example, the problem you were dealing with, the 
mathematical problem, you couldn't call upon group work, what do you 
think you would do then?
K:Ah, (pause), I don't know.  I don't know what you'd do without 
singling out a student.  (Pause).  Probably just ask them to 'have a 
go', and if they look like they struggling, just ask somebody else.
This reveals a sensitivity to the students' needs arising from 
experience when Karrie was herself a student. It illustrates a concern 
for the affective response of individual children.
Another source of data from within the interview, was to ask the 
 students to rank factors of influence, presented on cards, and to 
 explain the most significant. The procedure used was an adaptation of 
 the Q-sort technique (Sax, 1979; Best & Kahn, 1986) which had been 
 structured for intensive work with few persons. In this process, 
 statements are written on cards and respondents are asked to place each 
 card, in piles, along an 11 point linear scale from a strong negative 
 to strong positive response. A variation on this procedure was used by 
 Pelto (1970), who asked his subjects to arrange factors written on 
 cards in a priority order, to determine the most influential member of 
 a community. He then sought explanations on the reasons for such a 
 choice of rankings. 
In this case, the purpose of the cards was explained to the users, as 
was the source of the factors contained on the cards. The users were 
asked to arrange the cards in order, from most important to least 
important. They were told it was possible to have equal placings. After 
they had arranged the cards in order, they were asked to indicate a 
point below which the cards were of very little or no significance to 



them. 
The cards which were identified by Karrie as being significant were as 
follows, in order.  Cards of the same rank are marked with a "/":
Lesson fun for students  /  Variety  /  Good organisation  /  
Creativity
Good communication skills  /  Confident, caring but strict  /  
Communicate with student on their own level  /  Catering for all 
abilities
Honesty  /  Encouragement  /  Providing clear worked examples for the 
children to copy
Meaningful and relevant  /  Clear explanations of what to do
Getting the children to think for themselves
Inspire students to create and succeed
Karrie's explanation of what she interpreted to be the meaning of the 
first five cards was as follows:
Okay, a 'lesson fun for students' so that they've got interesting 
lessons.
'Variety' so that they're not doing the same old boring lesson everyday 
like for maths, not doing tables or multiplication or that.

Ah, 'good organisation', so that I'm organised, the teacher's organised 
and knows exactly how it's going to shape out so she answers any 
questions and she's able to work through it.
'Creativity', making the lesson fun and exciting.
And, 'catering for all abilities' not just going after the high level 
ability in your class, catering for everybody, of every level.
The themes of interest, which seemed to encompass creativity and 
catering for all students are evident again. 
In summary, prior to the use of the resource, Karrie saw teaching as 
relating to clear explanations and instruction, and to making lessons 
interesting for the students. She was sensitive to the needs of 
individual children and stressed that lessons should cater for all 
ability levels.

Post
The following is a summary of Karrie's responses to prompts, comparable 
to those posed earlier, after completing the interactions with the 
resource.
When asked to write a summary of the features of quality teaching, 
Karrie responded with a full and complete summary of the six components 
which are the core of the resource. The six components, which are 
described in Sullivan and Mousley (1994), are communicating, building 
understanding, organising for learning, problem solving, nurturing, and 
engaging. While it was heartening to see the key features of the 
resource so thoroughly reproduced, such a response might mean that 
Karrie was trying to indicate that she had learned the "content" of the 
resource. Of course, it is possible that Karrie had decided that these 
were indeed the features of quality teaching, but some care should be 
taken before forming that conclusion.



To the corresponding question on the features of quality teaching posed 
in the interview, Karrie responded:
Children be able to think for themselves.  
Every individual catered for.
The teacher  sort of knows who's going to be the 'strugglers' and who's 
going to be the 'good' ones so to speak.
Well prepared teachers.  
This indicates that after interacting with the resource, Karrie 
considered the children's thinking to be important, and the earlier 
theme of catering for the individuals is still evident, with a sense 
that the specific needs of the individuals should be addressed.
The users were also asked to write another critique of the lesson 
presented on conventional videotape. Karrie's written critique 
indicated quite a different level of thinking on her part. In 
particular she went beyond merely describing what was happening to 
analysing the events, in comments such as:
Waits before moving around room. Could move around earlier to show 
speaking to whole class.
She says she is going to pick people when already had hands up for 
volunteers would have been good to pick these people first
Good the way question people to gain more answers, get a clearer idea 
of what talking about
I think the practical application is relevant to students building for 
Woolworths) need something children can relate to like new school 
building etc.
Good way constantly asking question to provoke answers and get the 
class thinking.
Good having a challenge to get children to think
There is even an instance of explanation evident: 
Good not to feed the children answers, instead we get an insight into 
what children already know.
It is clear that Karrie is more confident in her ability to critique 
this lesson, and has developed a more sophisticated language for 

describing teaching. It can also be inferred that Karrie is thinking 
about teaching at a more advanced level.
In response to the "restless" scenario, Karrie responded:
Get them more involved in the lesson so that they can come up with 
their own ideas for learning.  So that they feel as though they are 
their lessons and they are involved and everything in the stimulation 
so that they don't feel bored and lose interest.  
And in the longer term, probably the same thing, make sure that the 
lessons involve them all of the time.
This is an interesting contrast to the use of fun and interest as the 
motivator earlier. Now their interest is still foremost, but the 
difference is the use of notions like "come up with their own ideas" 
which suggest rather than entertaining the students, gaining their 
interest by engaging them more fully and allowing them some measure of 
control.



The "interaction" scenario was also posed again. The following is the 
interchange:
K:I recommend, I would probably say to work in groups or pairs with the 
students, so that then if there is one that is uncomfortable about 
talking you have got one that will talk.  And if they're in groups then 
you both don't feel as isolated to contribute.
I:Are you saying to group all of those who are reluctant to answer 
questions altogether, or combining?
K:You could do it either way.  You could combine so that you have one 
of each.  Or you could combine anybody, again you won't feel the 
isolation to speak, to answer questions.
I:But do you think that will solve the problem?  Because if you are 
going to put a student who is willing and ready to answer questions 
with someone who is reluctant to answer question, then what happens if 
you find the same 'one' student is always answering the questions?
K:Maybe alternate.  I wouldn't probably mix the two together, like one 
that always talks and one that doesn't.  I would probably (pair up) two 
that don't always talk together so that they don't feel the isolation.  
I just think that it important that they don't feel the isolation, or 
the pressure to talk.
The earlier concern for this affective aspect of classroom interaction 
was still evident. 
When asked to rank factors of influence, Karrie ranked the cards in the 
following way. Again the factors ranked equal are listed on the same 
line:
Catering for all abilities  /  Meaningful and relevant  /  Getting the 
children to think for themselves
Variety  /  Flexibility  /  Lesson fun for students  /  Good 
organisation  /  Good communication skills  /  Communicate with 
students on their own level
Encouragement  /  Monitoring student understanding  /  Inspire students 
to create and succeed
Creativity  /  Providing clear worked examples for the children to copy 
 /  Clear explanations of what to do
Respect needs of children  /  Confident caring but strict  /  Honesty  
/  Discipline
Karrie's description of the meaning of the first five of these was as 
follows:
Catering for all abilities'. Provide the lesson so that you've got the 
'slow' ones and the 'strong' ones.
'Meaningful and relevant', again, so that they think it has purpose.  
That you are not just saying it and then forget it.
'Getting the children to think for themselves' so that they feel that 
they are involved in the lesson, so that their lessons they have got to 
provide the answers to the questions.
'Communication on their own level' so that you are not talking above 
them, so that they are able to understand.

'Good organisation', so that when you get in the class, you don't want 



to have to be running backwards and forwards, and losing all the 
children.
While the list overall has few changes, the cards given highest rank 
are different. Only variety was in the list beforehand. Combined with 
the descriptions of the meanings attached to the factors, we gain a 
sense of a stronger focus on the students and their needs, and more 
attention to their productive thinking. 

Comparing the data components
These data are presented to attempt to gain some sense of how the 
students have developed over the period in which they had interacted 
with the resource. The data are summarised in the following table to 
facilitate comparison between the pre and post data for each of the 
prompts.

Table 1: Summary of pre- and post- use of the resource data 

In summary, it seemed that Karrie expanded her vocabulary for talking 
about teaching, has more insights into teaching processes and was more 
thoughtful after using the resource. There was a change from a view of 
teaching as instructing to teaching as a process of engaging children. 
The focus on the students, and particularly sensitivity to their 
affective needs, which was evident beforehand was still apparent, yet 
there was a sense that Karrie had developed tools for enacting her 
goals. On balance it seemed that Karrie developed some new 
understandings about quality teaching, extended her ability to discuss 
the finer points of classroom interaction, and became more skilled at 
classroom observation and analysis.

Reflections on the use and impact of the resource
In addition to seeking to determine the extent of the impact of the IMM 
 resource on the users' thinking about teaching as described above, data 
 were also sought on the use of the resource, and they way that students 
 responded to this alternate mode of learning.  It seems that Karrie 
 appreciated the mode of learning, both in the flexible nature and also 
 the group work and discussion. After the use of the resource, but prior 
 to the teaching experience, Karrie wrote:
By using the multimedia program, it enabled me to work at my own pace. 
There was no pressure and it provided a concrete example to analyse and 
interpret. Also working in groups provided an opportunity to discuss 
other interpretations and experiences. The program enabled us to bring 
our own experiences in to it and compare and contrast through 
discussion.
This is reinforced by a written reflection on the use of the resource: 
Being able to work at our own pace was a bonus in learning, as it 
enabled us to go back over anything we didn't understand and watch it 
again. This is something that just isn't possible when studying in 



lectures and tutorials. Also working in groups added insight as there 
was a feeling that we weren't sure if we were right or wrong with our 
responses to the questions. All in all I quite enjoyed learning using 
the computer. It was very simple and easy to use and provided us with 
an actual example to watch and learn from. I think this is a key in 
learning, experiencing for ourselves and learning from the mistakes 
made from us and others. 
The group interaction and the discussions of problematic teaching 
situations were also part of the experience. A later entry in the 
journal included this comment:
This problem set took the longest so far. The reason was because none 

of us seemed to agree on any of the answers. We constantly needed to 
refer to earlier work and the readings. Even then we didn't all seem 
completely convinced.
It seemed that Karrie considered the resource an appropriate way to 
focus on specific aspects of content as well:
The six components were all learned through watching the stages on the 
video. This was aided from the use of the computer as they were already 
picked out and organised under headings.
This was elaborated in a subsequent written response prior to the 
practicum: 
The thing that I learned from this program were the six key learning 
areas of building understanding, communication, problem solving, 
nurturing, engaging, and organising for learning.
To me these mean building understanding -> the introduction of the 
lesson sets out basis of whole lesson,
communicating-> questioning between students and teacher and between 
other students,
problem solving-> the way the problem is posed to the student in this 
case it was clear to see and open-ended task posed toward the students 
left for them to interpret and find strategies for,
nurturing-> is the relationship between students and teacher. In the 
video it was clear that students weren't afraid to ask questions just 
maybe a little bit shy,
engaging-> how the students actually went about solving the problem and 
then their feedback to the class, and
organising for learning-> this to me mainly concerned the way the 
teacher structured the lesson and assisted in the students' learning.
The readings were also noted as contributing to the use of the 
resource. In the journal, written progressively during the use of the 
resource, Karrie wrote:
We seem to be flying through the question sets. They are so easy and so 
quick. The readings on the other hand were a little difficult to get 
into. The first two readings requires reading through a couple of times 
to get the general idea. I decided at this stage to read ahead. 
Fortunately the rest of the readings were easy to understand. They even 
made sense and were actually worth reading.
This was reinforced in a later comment:



The readings were very helpful, they are easy to read and make sense. 
Also the convenience of having them all together in the one book 
enables us to quickly backtrack on work and look forward at readings 
ahead in our own time.
One aspect of the use of the resource, was that the students were 
accessing the one lesson in a variety of ways. While a video of a 
lesson is a rich text, as evidenced by this comment ...:
Every time you see the video you see something else! 
... there is some indication that the 20 hours spent on the resource 
within one unit may have been more than enough:
To me we are watching the same clips over and over again. We also seem 
to be saying the same thing again and again. We find ourselves 
discussing the readings when we give our responses to a question. We 
make a point of referring to our highlighted sections from the 
readings.
Nevertheless the resource appeared to have a significant impact on 
Karrie's thinking. When asked about influences on the choice of the 
factors from the cards, Karrie identified the main factor as:
Probably watching the video - the multimedia package
A further issue of interest was the way that the use of the resource 
influenced thinking and actions during the practicum. In an interview, 
when asked to comment in what way was she conscious of the resource 
during the practicum, this was the interaction:
I:Which aspects of the IMM program were you conscious of during the 
teaching round?

K:Group work that they did in class and the way that they worked
I:In what way did the use of the IMM program affect what you observed 
on the teaching rounds?
K:I saw a lot of open ended maths questions and stuff like that and 
that made me think straight away of the IMM program, um I don't know, 
like I sort of compared the two
I:Which one would you compare it to?
K:Well it could have gone the same way, you know she just gave me a 
task and they would have done it their own ways, but what they came up 
with was incredible different level they achieved. 
I:In what way was your use of the IMM program affect what you did on 
the teaching round?
K:I'd let them sort out of describe the answers, um? tell me the 
answers they'd given so it sort of lengthen the lesson
It seems that there is a sense in which Karrie sought to teach in a 
student focussed way, giving the students opportunity to report on 
their own work, and listening to their responses. She attributed this 
to the IMM resource. 
Karrie was also asked about the specific components:
I:What forms of communication did you see in the classroom? 
Communication like you saw on the IMM program? Did you see anything 
like that?
K:Yeah, there was the normal communication, hands up answer questions, 



but no it wasn't like the program as much.
I:Was there student-student communication?
K:Yes, there was in the group work. In reporting back to the class.
I:Describe some teacher action which you saw which was designed to 
build understanding?
K:I can't think of anything.
I:Did you have any strategies which focussed on the engagement of the 
students?
K:Probably when they were in their groups.
I:In what way was nurturing of the children evident in the round?
K:Well the teacher would help the ones that were struggling. But unless 
they indicated that they were struggling they were basically only 
working with their groups with their friends. 
It seems the use of the resource in this way allowed this student to 
focus on more subtle and sophisticated components of teaching, and to 
assume some control over, and responsibility for, her own professional 
education.
In summary, Karrie's unprompted journal entries indicate that the 
experience of working with the group was valuable, the flexibility 
offered by the mode of learning was appreciated, the readings 
contributed richly to the overall experience, the videos provided rich 
source material for discussion, and the optimal time for using the 
resource my be less that 20 hours.
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