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‘Introduction

As already described in D5.1, WP5 includes two major reports:

1) Deliverable 5.1 Report on Mentoring Activities (M20), a report that summarizes and
analyses activities in the different types of mentoring clusters, highlighting innovative,
effective and scalable strategies, practices, processes and digital tools used;

2) 2) D5.2 Report: Effective whole school mentoring: evidence from the MenSI project
(M21). This is a key output of the project, aiming to document and analyze the types of
whole-school mentoring and their value, as evidenced in the project.

Structurally, Deliverables 5.1 and 5.2 are presented as a single document, in order to illustrate their
mutual inter-dependence and ease accessibility. The overall report is divided into 3 sections,
accounting for the two WP Deliverables: D5.1 - Report on Mentoring Activities (PART A and PART
B), submitted in July 2022 and D5.2 - Report on Effective Whole School Mentoring (PART C), which
is the current document. It should be noted that considerable synergy exists between all data-
components of WP5 and that efforts have been made in reporting project activity in each of the 3
parts (A, B and C) of the WP to reflect the way that the evidence generated should be viewed as a
coherent whole. In parallel to the final submission (D5.2), an updated version of D5.1 (PARTS A &
B) will be published in the MenS| website3.

Background

In Deliverable 5.1 an effort was made to highlight the ways that mentoring clusters operated and
to signal the factors (called 'enablers') which informed the effectiveness and success of a
mentoring-focused approach to digital enhancement in the project's schools. The present
Deliverable further develops the ideas presented by considering specifically the value-added
features of whole-school mentoring and looks at the important issue of transferability and scaling-
up. It places an emphasis on the extent to which the cluster approach has been a catalyst in enabling
the participants most closely involved (school leaders, teachers, administrators and students and
their communities) to draw benefit from the strategic and operational approaches adopted by
MenSl, resulting in these being embedded in practices and extended beyond the MenSI school
clusters and its consortium.

The generic and over-arching question to which this Deliverable responds is 'What makes successful
ICT mentoring in schools?'. It defines 'success' as being a state in which a digitally-active school
demonstrates 'A strategic, school-wide focus on ICT as an integral part of its learning community'.

3 https://mensi.eun.org/results
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This definition in turn adopts an agreed understanding of what characterizes the three
underpinning features it uses. Thus:

Strategic - a mid- to long-term adoption of ICT as a core resource in curriculum and pedagogy, made
concrete in the day-to-day operations of the school.

School-wide - evidenced by interdisciplinary engagement by all teachers in utilizing, adapting and
implementing ICT as specified in the school’s vision and reflected in its aims.

Learning community - a way of working which enables all stakeholders to feel and be part of the
educational journey.

The purpose of the Deliverable is to provide an accessible scoping and 'down-view' of what has
worked, why it has been effective and what measures might best enable further progress to be
made. This has been captured by drawing on multiple evidence sources in individual schools and
cluster groups participating in MenSl. These 'why?', 'what?' and 'how?' questions are fundamental
to our scrutiny of the evidence generated in the MenSl project. The evidence presented in this
report emphasizes the 'lived experience' of practitioners - teachers, school leaders, administrators
and policy-makers. These are the key agents of change in the journey towards establishing a vibrant
and purposeful digital culture in Europe's schools. Their words are, therefore, a source of
motivation for others.

Format

Part C comprises 3 substantive sections, each of which directly responds to key questions
embedded in the project's original proposal and notably the agreed work plan: 'What makes
successful ICT mentoring in schools?'. Firstly, a note is provided regarding the way that the evidence
in support of the Deliverable has been obtained and interrogated: this illustrates that data emerging
throughout the project's lifetime has been characterised as being teacher-led, close-to-practice
qualitative accounts of the 'real world' of school-based education. The characteristics of successful
practice in mentoring to promote digital engagement in curriculum and pedagogy are then scoped;
these 'enablers', already highlighted partly in D5.1, are considered at three levels, relating to
individual schools, clusters of schools and those relating to macro or national influences. And
thirdly, some recommended building blocks for successful ICT mentoring development in school
clusters are set out. These couple the enabling factors distilled from our research alongside a set of
generic underpinning principles which are essential ingredients in growing a digital culture of which
everyone feels a part. Notably, these suggestions have been constructed using the perspective of
practitioners themselves. By using their voices as evidence, key end-users beyond the project -
teachers in schools, and especially school leaders - have an accessible guide to 'what works'.
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Part C

Utilizing evidence / Methodological overview

Overview

4 data sources (Baseline survey, semi-structured interview, school observation visits and cluster
diaries) have been used in an integrated way to support the findings outlined in 5.2 and have been
included again within this free-standing Deliverable. These were applied in each of MenSl's cluster
groups; the purposive sample comprised of 120 schools, organised as summarised in the original

project proposal and illustrated in Figure 1.
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Figure 1: The MenS| Cluster Sample

D5.2 Final report: Documentation and analysis of mentoring practice (Part C)




As has been outlined, this kind of approach is consistent with accepted wisdom regarding how
teachers gather and then use information to inform their own ICT and digital practices (Booher,
Nadelson & Nadelson, 2020). It relies heavily on the principles of a 'mixed methods' approach,
which is widely recognised across research communities in Europe as a meaningful research tool in
advancing state-of-the art practices in learning and teaching (Bergroth, Llompart-Esbert, Pepiot,
Sierens, Drazni & Van Der Worp, 2021). In adopting this methodology, our approach has placed
emphasis on qualitative data, so that the 'voices' of key MenSlI participants are highlighted as central
to the evidence base. We have pointed out elsewhere (D5.1) that this way of working is well-aligned
to an 'action-based' research enquiry, where the professional reflection of teachers is celebrated
and these views - previously seen as 'anecdotal' and therefore of diminished integrity and validity -
are vital to innovation and change in schools.

Each of the four instruments used to collect data are now summarised.

Baseline Survey

A range of 'experience domains' embedded in the SELFIE tool were used as a basis for identifying
baseline questions which have either direct or inferred connection with the adoption of ICT
practices in schools. The focus was on school leaders, teachers and educational support staff in
schools. The data was used to highlight the stakeholders’ own perception of their own 'digital well-
being’ and reported in a qualitative format using participant narratives.

All domains include varied question response-types, were selected to help maximise data-
generation whilst securing greater participation, interest and an easier survey-taking experience by
participants (Singleton & Straits, 2009). The questionnaire comprised items required rating, open-
ended, multiple-choice and binary (yes/no) responses. The instrument was also developed in order
to take account of widely recognised contextual stressors linked to practitioners working in schools.
These have been acknowledged as impacting negatively on teacher innovation and performance,
including completing evaluation surveys and other feedback.

Distribution, collection, storage, use and disposal of all data from the SELFIE baseline questionnaires
was subject to the Code of Ethics enshrined within the project's Data Management Plan (April 2021)
and which reflects the content of European Code of Conduct for Research Integrity (ALLEA, 2017).

Semi-Structured Interview

Interviews took place in the school clusters, the selection of which was undertaken by the
respective National Coordinator in each country. The purpose of these 1:1 interviews was to
determine the key ICT characteristics of the schools and to report on the way that the cluster
established and enhanced a whole-school approach to ICT deployment and use in all of the schools
in the cluster. The approach favoured was purposive, in that individual National coordinators,
having integral knowledge of their own country schools and their profiles, were best positioned to
identify which schools could offer the most in-depth, 3-dimensional picture regarding the project's
primary focus.

D5.2 Final report: Documentation and analysis of mentoring practice (Part C) n—



The interviews were based on a semi-structured schedule. Its content was based in part on adapted
elements of the school questionnaire. However, in keeping with the methodological rationale
underpinning this approach, which has become securely recognised by educational researchers,
topic-variation within the core themes of the interview could take place. This enabled a focus to be
placed, where necessary, on contextual matters.

Distribution, collection, storage, use and disposal of all data from the semi-structured interviews
has been subject to the Code of Ethics enshrined within the project's Data Management Plan (April
2021).

School Observation Visits

The observation visits to schools undertaken by in WP5 enable more granular scrutiny of aspects of
policy and practice. To ensure that as diverse a range of reporting opportunities was offered, the
observation visits are based on 'context-sensitive enquiry' (Herranen, Kousa, Fooladi and Aksela,
2019). This approach enabled flexibility in the way that data were collected, whilst also ensuring
that interruption to school routines was minimised. Visits included observation of a regional hub
face-to-face meeting or training session and visits to both Advanced Schools (AS) and Cluster
Schools (CS) settings. Visits also included observations of classroom practice, interviews with
teachers, head teachers and support staff as appropriate as well as opportunities to see practical
resources associated with teaching and learning and ICT. Video conference interviews with key
actors in these schools also took take place in addition to the visits.

Distribution, collection, storage, use and disposal of all data from the school observation visits were
subject to the Code of Ethics enshrined within the project's Data Management Plan (April 2021)

Cluster Diary

Diaries, maintained by teachers and other stakeholders, enable insights into the ways that learning
and teaching are scaffolded, whilst also offering opportunity for critical reflection and deep
professional insights. They also promote self-learning and add significant value to the research
encounter. The latter is an important component in MenSl's approach to promoting greater
engagement by professional communities in schools.

Compiling a 'Cluster Diary' is a way of enabling groups of schools (both AS & CS) to collect
information to show how mentoring approaches in ICT are being adapted, developed and applied.
The Cluster Diary approach adopted by MenSI recognises that national responses to mentoring and
associated activity will vary from one country to the next; it also accommodates differences
between individual schools within the same country and within the cluster formations. The tool
developed is therefore a flexible way of ensuring that these important differences can be
recognised and made more visible to stakeholders.
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The MenSl project defines a 'Cluster Diary' as a flexible, school-generated way of gathering together
a wide variety of evidence of professional practice in mentoring using a range of media. The Cluster
Diary process is structured in such a way as to encourage flexible, creative and practice-based
contributions from school leaders, teachers and those working alongside them. This can also
include students as well as their families. The AS decides on the kind of content that is appropriate
to their given situation and to the mentoring topic they selected to explore. Both 'Evidence-Based'
and ‘Reflective' content is to be captured. Both are interdependent and integral to the diary-
building process. No limitation was placed on the length of each contribution or the way that it was
presented. Distribution, collection, storage, use and disposal of all data from the school cluster
diaries were subject to the Code of Ethics enshrined within the project's Data Management Plan
(April 2021).

The data generated in this Deliverable exemplifies mentoring practices in schools and those
contexts in which successful approaches are enabled to be most effective. The account is again
populated by commentaries from teachers, head-teachers and other stakeholders in this process.
A value-added dimension of this dialogic approach is that peer-to-peer centred dialogue
contributes significantly to the 'community of practice'. This approach has emerged as a major
influence on making schools (and the teachers within them) more resilient and able to meet the
demands of the ever-changing and complex educational landscape of Europe.

Data analysis

In order to build a picture of how 'effective ICT mentoring in schools is enabled', data from each of
the four sources was synthesised during the analysis phase. The evidence gathered was analysed
thematically, using keyword and key-phrase identification. Thematic analysis is now a widely used,
method of qualitative data analysis (Kiger & Varpio, 2020). Traditionally, however, it has been
viewed as problematic. This in part is because the predominant paradigm in much social research
was positivistic, based on quantitative methods and data. As a result, many misunderstandings
regarding its capacity to accurately reflect the realities of research phenomenon arose. More
recently, however, thematic analysis - using both manual and digital techniques- has come to be
regarded as a useful and accessible tool for qualitative researchers (Nowell, Norris, White & Moules,
2017).

A further contribution to the validity and reliability in the mixed-methods approach adopted in the
MenSI project is its use of extended triangulation by synthesising 4 evidence sources. This is now
an accepted way of ensuring synergy between datasets which have been derived from the use of
different research instruments (in MenSl's case, the baseline survey, semi-structured interviews,
school observation visits and cluster diaries).
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Progressing practice: Enabling factors

Evidence of 'Enabling factors' was identified at three levels in the composite data assembled
throughout the project's duration (see Figure 2). This relates to individual school, MenSI school
clusters and to 'national' or macro enabling factors. The data emerging indicated considerable
overlap between the levels, with narrative accounts often referring to issues outside of the Level
about which they were being questioned.

School Cluster National?

Figure 2: Enabling Factors: three levels of evidence

The presence of multiple factors, from each of the three levels, is the principal indicator that
successful digital engagement in learning and teaching has become embedded. ICT, in these
instances, is embedded within school routines and is regarded by teachers and students as an
unexceptional, though essential, feature of their school experience. By analysing the datasets
generated, ten principal enabling factors have been identified at each level. These have been
prioritised according to the importance given to them in the composite data, following thematic

analysis.

The following data reporting highlights the symbiotic nature of the enabling factors we have
identified. Schools that were most effective in developing and maintaining a digital culture were
characterised by a high number of enablers. This was especially the case for the AS settings. What
was apparent, however, was that individual school contexts and their own 'digital journey' over
time, determined the priorities that the study's participants placed emphasis upon in their various

accounts of their practice.
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Individual schools & teachers

Table 1: Summary of prioritised 'Enabling Factors' in project clusters (Cluster Level)

Leadership 1
Shared Vision 2
Agreed whole-school policy 3
Resource allocation model 4
CPD plan 5
Role Specification 6
Maximizing support 7
Connecting with community 8
Champions and 'outliers' 9
Using evidence 10

1. Leadership

It is notable that a high proportion of both teachers and school leaders placed significant emphasis
on the role played by school principals (or 'head teachers') and other senior leaders in promoting
digital engagement in learning and teaching. The data highlighted this as the most important
enabling factor in schools in each of the project countries. This finding is, in some ways,
unexceptional, given that there is widespread research evidence that, in European country
contexts, school leadership is recognised as the main contributor to what are regarded as
'successful schools', as highlighted by the European Commission (2009): 'In a European Union
context, effective school leadership that creates good learning environments, along with quality
teaching staff, are considered the most important in-school factors that determine general
performance of pupils and their educational achievements'. Project data from each country setting
showed major correlation that leadership was the primary characteristic of a digitally enabled
school. The leader is the instigator and monitor of the way in which teachers in the school are
adapting their pedagogy to an explicit requirement to embed ICT throughout pedagogical practices
in the school and in non-teaching supports which contribute to them.

Indicative Comments: 'Our head teacher supports us and is inspirational, even if she is not really an
ICT expert. We get such a lot of support from her' /It is a positive thing that our principal is very
aware and skilful in the topic, so that we look to him as a guide...he is leading us by example'.
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2. Shared Vision

Significance and a high profile is given to the importance of generating a shared digital vision for
schools in the project. This has been a feature which reflects the engagement of the Advanced
Schools (AS) with the Digital Vision for European schools, which emphasizes the European
Commission's recognition of the importance of digital competence. This has been summarized by
one organization as ‘Digital competence involves the confident, critical and responsible use of, and
engagement with, digital technologies for learning, at work, and for participation in society. It
includes information and data literacy, communication and collaboration, media literacy, digital
content creation (including programming), safety (including digital well-being and competences
related to cybersecurity), intellectual property related questions, problem solving and critical
thinking' (Scola Europaea, 2018). Teachers from both Advanced Schools (AS) and Cluster Schools
(CS) provided feedback which illustrated that a collective, school-centred vision of how this can
develop is an essential component for success.

Indicative Comments: '‘Our school is very clear in saying that we want all our children to have 21st
century skills, so the project has meant a lot. It has been an obvious extension of what as a school
we have as our aim. We want to make citizens of today and tomorrow' /"It is clearly written in our
school information that we are all committed to creating opportunities for our children to learn new
skills which equip them for the new Europe and all its challenges'.

3. Agreed whole-school policy

A concrete requirement to underpin collective action is an ICT policy which is agreed by, and is
applicable to the whole school. This is another example of an ICT enabler which has parallels in
virtually all other aspects of school organization, especially those linked to curriculum, pedagogy,
student progress, welfare and achievement and each of the strategic and operational
considerations which are linked to them. This is well-illustrated in the case of a focus on tackling
early school leaving, in which a 'whole school approach' is defined by the European Commission
(2020) as a way of working in which 'all members of the school community (school leaders, middle
management, teaching and non-teaching staff, learners, parents and families) feel responsible and
play an active role' in addressing the issue under focus. in tackling educational disadvantage and
preventing drop-out. The entire school community engages in a cohesive, collective and
collaborative action...". It goes on to argue that a 'whole school around a whole learner' culture and
climate is in place, with a view to improving the learners' educational achievement...' (European
Commission, 2020). The teachers in the project school rated the existence of a whole school policy
for ICT as the third most important factor in promoting a successful and long-term promotion of
digital approaches across the curriculum and pedagogy. Examples of whole school policies linked
to ICT were used with frequency in the interactions between schools in national clusters.

Indicative comments: 'As a new teacher coming into a school for the first time it is great to have
written guidance on what is expected of me'/ 'We are all sharing the same way forwards and the
policy we have is like an itinerary that we can check...it doesn't matter whether you are very
experienced or higher in status, the policy is shared by all of us'.
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4. Resource allocation model

The resources available for digital enhancement of learning and teaching are linked to both human
and ICT infrastructures. Both are expensive. In consequence it is widely accepted that the
application of a recognized model for efficient and targeted support has to be utilized to maximize
the impact of scarce and sometimes unreliable funding streams to support digital enhancement of
both infrastructures. The 'Effective Policies, Successful Schools' report (PISA 2018) indicates that
'Key aspects of [successful] school organization include the amount and kind of resources available
for schools and how these resources are allocated and used'. The AS schools in the MenSI project
promoted the value of a long-term plan which was fully costed and linked to sets of measurable
outputs. This was viewed as essential for sustainable future progress, given the high costs
associated with renewal/replacement of existing hardware and software as well as accommodating
new or emerging initiatives in technology.

Indicative Comments: 'We have a way of making sure that, if there is a technical need for some
resources to support children's learning, then we can obtain the money to buy what we need. It is
about knowing what is happening, what the demands are on the ground'/ 'Our allocation is very
open, so that everyone in the school knows that they can get support. We try to respond to the
resource needs of several teachers at once, so that we get good value'.

5. CPDplan

All AS schools in the project, had policies for continuing professional development (CPD) which
highlighted ICT as a specific strand of activity. The importance given to CPD linked directly to ICT is
recognized by effective digitally-orientated schools because they are aware of shortfalls in coverage
of this in initial teacher training. Thus, recent evidence from OECD indicates that 'the use of ICT for
teaching was rarely included in the education and training of lower secondary teachers in EU
countries: on average in the EU, fewer than half of all teachers (49.1%) report that ICT was included
in their formal education or training' (OECD, 2018). The AS schools were more inclined to have a
policy which was integrated as part of a whole school approach to professional enhancement.
Characteristics of effective policies are the use of staff audits (of knowledge & digital awareness)
and clearly defined goals, with timelines and expected or desired outcomes/impact. Some policies
used performance indicators, although these were more likely to be a quantification of the
resources used, attendance and post-session evaluations. Effective provision for teacher
development in AS schools is associated with earmarked funds and ring-fenced time.

Indicative comments: 'It is essential that we keep ahead of the technological curve by further
training, which needs time and money'/ 'Our approach is systematic for the whole school, based on
a needs analysis which we'll do every year to find out what the gaps are’.

6. Role specification

Some of the leaders in the project schools indicated that building in a specific section relating to
digital development within a contract of employment or 'person specification' constituted a
concrete way in which expectations regarding ICT could be clarified and made explicit. The
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importance of this has been brought into sharp focus during the last 2-3 years, as a twin result of
the Covid pandemic and the rise of 'disinformation” across most of Europe. Its importance has been
recognized at policy-level in the European Economic Area for several years and has most recently
been amplified by the publication of a set of guidelines for teachers (EEA, 2022). This indicates that
'Rapid advancement in digital technologies, as well as increased internet use, have fueled the
debate on the importance of preparing students to access, use, understand and critically assess all
forms of media' (EEA, 2022), whilst the same observation can be made regarding the professional
repertoire of teachers. In relation to the latter, teachers in the MenSlI project noted with frequency
their job-specification had a clear statement relating to the pedagogic importance of ICT, alongside
a requirement to upskill. It was notable that emphasizing this as a role requirement was not viewed
as an imposition, rather than as a 21st century professional characteristic for teachers at all levels.

Indicative comments: 'Keeping up to speed with technology is part of my contract, and I'm happy
with that. It means | know that | can't just leave things to happen by accident...as | will be monitored
on how | perform'/'We require all applicants to our teaching staff to show us that they are capable
or aware of digital. It is part of our selection process'.

7. Maximizing support

Shared approaches in teacher development, emphasizing peer-to-peer interactions, are an
essential feature of successful schools in contemporary Europe. Education policy makers in many
European countries recognize and promote the concept of peer-to-peer learning. Professional
learning communities make full use of both intrinsic and extrinsic skill sets and experience to
optimize learning for all in schools and are a common feature of many school systems (Probst &
Borzillo, 2008). A 'cluster' or team-based approach is a core feature of the operational rationale of
the MenSI project. As an approach it enables individual schools and the teachers in them to gain
maximum professional benefit from dialogue and collaboration. It is a major characteristic of a
‘community of practice' approach, which generates a positive and supportive climate for planning,
planned risk-taking with opportunity to share, revise, revisit new ideas in classroom practice.

Indicative Comments: ‘Learning together in this project has been a big success. All of us in the cluster
have been able to find new things and we can discuss with our equals so, without fear of being
wrong'/ 'My best times have been when we have met up with other schools. Even in the informal
times there is often a strong feeling that proper learning is taking place'.

8. Connecting with community

Progressing a school's digital agenda requires that the wider community is regarded as an integral
rather than superficial stakeholder. schools reflect community needs, both social and educational.
Essentially, schools exist to enable learning and teaching to take place, which does not happen in a
vacuum. Relationships with parents and the broader community are central to the effectiveness of
schools and are regarded as a factor which enables effective transitions beyond school, especially
for learners who experience barriers to progress (EADSNE, 2019). This is especially so in the case of
digital innovation, where parents, families and local interest groups need to be invested in new
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developments so that they can act as reinforcers and multipliers. Moreover, having awareness of
the availability of additional resources and adopting an invitational approach to local stakeholders,
can add-value to within-school expertise. The AS schools in the project provide good examples of
the ways that schools must adopt an inclusive approach to ICT. Parents and families, for example,
are both learners and teachers; some parents are digitally proficient and are strategically used by
schools to broaden their existing ICT knowledge base.

Indicative Comments: 'Support from parents is very welcome and we like to show that they are
valued. We have sessions for parents when they can take the place of their child and experience the
kinds of digital adventures that they would never even think of' / 'We have a parents club, which
meets reqularly and is a very good way of making sure that we keep their support'.

9. Identifying Digital Talent

Both AS and CS schools feature ICT 'champions', who are recognized by the school as having a
significant interest and expertise in one or more aspects of ICT and its application to learning and
teaching. AS schools in the project are especially well equipped with such teachers, who are
sometimes viewed (informally) as 'champions' or 'hero innovators' (Georgiades & Phillimore, 1975).
Such staff members constitute a significant in-house resource; they first need to be identified and
then encouraged to develop mentoring skills which then creates informal within-school
development opportunity. Some project schools had numerous 'champions', both within the ranks
of teachers as well as teaching assistants and parents. Strategic use of these personnel results in
the emergence of an expanding critical mass of knowledge, skills and professional know-how
regarding their application in teaching situations.

Indicative Comments: 'We have at least 6 staff members who | can honestly say are completely
involved and interested in looking for new ways to use computers to assist children's learning...it is
exciting to see it and to watch how they make the kids come alive' / 'We have some roles which are
officially recognized as linked with ICT. That's the way it has been organized. But also, there are a
few teachers here who have a lot of expertise so that they'll be the ones who can help out teachers
who don't seem to be connecting to our way of working.’

10.Using evidence

ICT development in schools is evidence-led. The schools utilized multiple sources to gather
intelligence regarding both individual needs and preferences. These are both locally generated (for
example audits of individual schools) as well as large-scale, bespoke information gathering (for
instance, SELFIE). Mentor schools have a wealth of experience and evidence of what works well and
what is less successful. A benefit of the cluster approach in MenS| has been that professional
dialogues utilizing a community of practice methodology results in deep or embedded learning.
There is abundant evidence relating explicitly to schools in Europe to suggest that teachers are
more inclined to regard 'evidence' as credible and have greater meaning for them when it is
presented in a peer-to-peer context (Meirink, Imants, Meijer and Verloop, 2010). The teacher
narratives forming part of MenSl's evidential database confirms this, indicating that connecting
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research findings as 'living artefacts' makes them have greater significance and transferability than
otherwise would be the case.

Indicative Comments: 'We were mostly full of confidence because we could trust where the
information was coming from. It has a lot of meaning if the topic is new like a lot of ICT
developments' / 'We share the successful things but then need to consider that it might not work in
different places...schools. Talking with other teachers is a good way of making sure that what we do
is going to work...it's problem-solving to make sure that we choose correctly’.

Note

We have placed emphasis on collating narrative evidence in this project: the words and articulated
thoughts of the participating staff in schools have been highlighted as they are a credible
articulation of the concept of 'teachers talking to teachers' - in other words, a collaborative, peer-
to-peer focused community of professional learning. We have purposely avoided representing
these interactions in the form of metrics or quantification, as this - it is our contention - reduces
the opportunity to gather a real-world view of the project's impact. As an example, we illustrate in
Table 2- and in an abbreviated format - our data summary based on transcript analysis of narrative
data drawn from the data sources we have used. This highlights the extent to which each of the
enablers mentioned has been prioritized in schools across the project.

Table 2: Quantitative illustration of prioritised enabling factors (Individual Schools& Teachers)

Leadership 1 | 194 (n = utterances in all datasets)

Shared Vision 2 186

Agreed whole-school policy 3 |158

Resource allocation model 4 | 151
CPD plan 5 | 149
Role specification 6 | 146
Maximising support 7 | 133

Connecting with community | 8 | 132

Champions and 'outliers' 9 | 121

Using evidence 10 | 120
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Clusters of schools

Table 3: Summary of prioritised 'Enabling Factors' in project clusters (Cluster Level)

Common ICT theme 1
Reachable Goal 2
Funding 3
Agreed Understanding 4
Shared Resources 5
'Talking Heads' 6
Recognition & value 7
Connect to knowledge base 8
Comparing practice 9
Economy of scale 10

1. Common theme

When a group of teachers work collectively on a common and agreed issue there is a natural sense
of investment which adds potency to the critical mass of such collaborative activities. The vital
component in establishing a uniform starting point is that the process moves from 'sharing' good
practice to 'developing good practice' in ICT. The teachers are invested from the outset because
they have been fundamental to a development process from the outset (Ravhuhali, Kutame &
Mutshaeni, 2015). Moreover, there is strong evidence that professional development is best when
embedded in the teachers’ specific subject areas (Darling-Hammond, Chung, Andree, & Richardson,
2009). In the MenSI project the AS schools started their support process by encouraging each
cluster to arrive at an ICT-related issue in curriculum and/or pedagogy which each participant could
recognise as important within their setting. This process, using both formal and informal auditing
tools, enabled a knowledge gap or shortcoming to be the focus of extended attention during
subsequent professional interactions of the cluster.

Indicative Comments: 'We had a ot of energy and purpose right from the start...we were all on the
same page, the same topic but had different experience and levels. It was very intense, but | think
we all found it stimulating' / 'The key to the progress we made was that we were all moving in the
same direction. It would not have worked...well...it would not have been so good, if we had different
priorities'.
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2. Reachable goal

Successful cluster activity in the MenSI project was based on the adoption of a goal-setting
approach. This was strategic and took account of the contexts and the constraints that each school
context had to work with, and also the individual expectations and interests of the teachers
involved. The latter is recognised as a major influence in the way that teachers' professional learning
takes place (Zwart, R., Wubbels, Bolhuis and Bergen, 2008). As Louws et al. (2017) have noted, '
When talking about learning, teachers should be able to indicate what matters most in their
teaching practice and what were critical learning experiences for them'. This was strongly
acknowledged by teachers in all the country clusters within the project. Establishing a cluster
objective which connected to a concrete outcome which would have direct and immediate impact
in a school situation was viewed as factor which helped the participants maintain momentum
during the project. It also was a contributing factor to there being an absence of competition and
an emphasis on collaboration.

Indicative Comments: '‘Some of us were anxious to start with and | know | lacked confidence. But
from the start | was taking back new things, ideas and that gave me hope' / 'At first | was a bit
disappointed. | thought that we aimed too low, especially as | think I'm quite aware, digitally
speaking. But it meant that all of us were on the same page and this made us a good unit'.

3. Funding:

Clusters operate most effectively when there is good access to up-to-date and professionally
relevant ICT materials. The clusters operate on a shared, learning-by-doing model which is a further
feature of professional learning communities. ICT is notably resource intensive, both in terms of
the range and diversity of hard- and software, as well as its associated costs. Given that a primary
aim of the MenSlI project has been to embed and grow digital confidence and competence through
mentoring within the CS, there was a dependence on resource-availability within the AS. One of the
indicators of an AS was its capacity and capability to develop ICT across the whole school; AS were
well-resourced to do this because it was an underpinning principle in its vision or mission
statement.

Indicative Comments: 'We were amazed at the amount of different ICT things we were able to use,
even if it was unlikely that our school would ever be able to afford to purchase some of the things'/
'Being in a position to spend time playing with different resources was in itself very enabling...it took
away a lot of the mystery, which sometimes made me and others feel a bit uncomfortable’.

4. An agreed understanding

Whilst a common theme is an essential ingredient in ensuring that a cluster activity in ICT is able to
be effective, the development process itself needs to be undertaken according to an agreed set of
protocols. Much has been researched and written of a more democratic approach in teaching and
in teacher development. A so-called 'flip the system' response to inequality and the narrowing of
scope in the teaching profession in Europe and internationally, has been a feature in the last 15 or
so years (Evers & Kneybar, 2016). Some of its key characteristics have been utilised as an agreed
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way of working within the MenSlI clusters - these have included an emphasis on distributed power
and leadership, collective autonomy, the teacher's voice and action research. Each is a prominent
feature in cluster group activity and have helped to define and clarify an agreed approach amongst
a diverse range of practitioners.

Indicative comments: 'We started with some rules or accepted ways that we were to work together.
This was great because it kept us to a timetable and avoided us being side-tracked. We also knew
where we were going to, in terms of the project's next step and our involvement' /It was easy to
get lost in minor things sometimes because we wanted to cover a lot of things. That is why it was a
good that we had agreed that we should set things up in a particular way'.

5. Sharing resources

As part of the agreed understanding - and a significant practical aspect of communities of
professional learning - the clusters adopted the principle of resource exchange. Nothing was
‘private’ or ring-fenced for the benefit of a single school. The option was available for all cluster
participants to obtain ICT 'take-aways' from the sessions. This was viewed as a stimulus and support,
helping as a 'bridge' between formal inputs to the cluster: individual teachers were able to
experiment or at least explore the application of any ICT resources that were the focus of
development activity during face-to-face or online cluster sessions. The advantages of adopting this
approach have been increasingly reported in the last decade and has relevance to ICT usage in
geographically small country settings, in more isolated rural locations, and also at times when
economic downturn results in restricted funding for ICT refresh or renewal (Kurelovic, 2016).

Indicative Comments: 'The advantage from my point of view is that | discover new software or a
process which has already been looked at, tested really, by my peers. | have their recommendation,
which counts for a lot'. / 'As somebody who doesn't have a lot of technical experience, getting a
practical suggestion of something that | can possibly make use of is important. | took away some
great ICT ideas from the sessions'.

6. Talking heads

Communities of Professional Learning are most effective when everyone involved makes a
contribution. The term is an accessible soubriquet for 'active learning', which is a baseline feature
of such communities of learning and practice. Given differences in the experience, knowledge and
therefore confidence of the teachers taking part in each of the clusters, AS schools had to be
sensitive to the need to establish a culture of trust, respectful listening and recognition of individual
characteristics. This reflects the advice of Bolam et. al (2005) as a result of a large-scale study of
teacher development: ' when trust provides a context for predictability, stability, assurance and
safety, the response may not necessarily be reflective conversation and professional learning. It
might inhibit innovative activity by keeping individuals satisfied with their current situation'. In the
MenSI clusters, which relied extensively on professional dialogue and mutuality, this was a
significant consideration for the mentoring school and informed its approach.
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Indicative Comments: 'We were all nervous | think and yet we were made to feel that we were an
important part of the process, vital really to what we were trying to achieve' /'As an AS school we
had to understand that some of the CS teachers would be very insecure and doubt their own skills.
Our first job has been to make them feel confident and make them feel like they belong to MenSl'.

7. Recognition and value

Individual teacher participants recognised that some formal acknowledgement should be made of
their project involvement, as noted earlier. Several AS schools recognised this as a valuable stimulus
to ensuring cohesion and progression in the group they worked with, developing 'certificates of
attendance' and 'certificates of course completion', for example as substantive ways of
acknowledging participation. Other recognition activities have been identified, including end-of-
course celebrations, social events and mutual (AS/CS participants) feedback opportunities. AS
schools need to further understand that, at a time of increased teacher accountability and
therefore scrutiny, these actions are an important contribution to teacher well-being and stress-
reduction. By inference, they are essential features to support the coherence and effectiveness of
groups of teachers working collaboratively, promoting a mentality of corporate 'belonging' and
collective celebration. Meanwhile, our evidence confirms existing studies which indicate that
'teachers also feel that they are emotionally rewarded when working collaboratively in their
teaching groups' (Postholm, 2018), thereby confirming the value of focussed cluster group
methodology.

Indicative Comments: '/ think it is essential that as an AS school we recognise the effort put in by the
teachers to this. They've kept going and deserve some kind of statement to highlight their
involvement' / 'Teachers are not exceptional in wanting to be recognised for what they do directly
with students. This is also true, though of their participation in professional development... getting
a certificate is like a prize'.

8. Connecting with knowledge bases

Working in a collaborative group over an extended period of time allows teachers to interrogate
and draw value from an extended knowledge base. This results in challenge and professional
progression and reduces the potential for confirmation bias. The latter is a major factor in inhibiting
teacher development and has been widely reported in recent years. The publicity given to the so-
called Dunning-Kruger effect in teaching ('l know what | know') indicates that it presents significant
challenge to professional development, as it is based on such a restricting and negative premise
(Dunning, 2011). In a fast-moving and applied disciplinary field such as ICT, there can be a tendency,
pronounced amongst teachers who have been characterised as 'digital colonists', to retreat into
what is familiar or certain to them, based on limited exposure to the state-of-the-art. Clusters
provide a critical mass of collective knowledge, reflections and professional practices which become
resources to counteract these assumptions.

Indicative Comments: 'We're a small school with fewer resources than bigger schools around us.
They also have a bigger teaching force, which means that they can make use of a bigger range of
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ICT skills and practices' / 'One of the attractions to us of being part of this project has been that we
can add a lot of knowledge to what we had at the start. As digital curricula are an expanding thing,
this has been very important to my school'.

9. Comparing practice

Schools in the Member States of the EU have benefited from having structured opportunities to
compare curriculum and teaching practice between settings operating within widely different
educational cultures and contexts. There is now a recognition that the value of such comparison,
often prompted by key EU-funded initiatives such as eTwinning, Comenius, Grundtvig and Minerva
programmes. Successive evaluations of many individual projects within these have illustrated the
benefits to teachers at all levels of compulsory and post-compulsory education. Its value is
recognised by the growth of research studies which have sought to promote inter-cultural learning
in education (see, for example, CEDEFOP, 2016). Often such comparison triggered new ideas or
adaptations of existing practices, and it allowed these participants to recognise comparison being
absolutely essential to understanding what relationships pertain under what conditions among
education system-society variables' (Arnove, 2010). Teachers from the cluster schools in the MenSl
project were actively encouraged and supported to engage critically yet respectfully in identifying
the strengths and shortcomings of a wide range of digital practices linked to learning and teaching.
Some school leaders recognised the importance of 'calculated risk-taking' in pushing the boundaries
of ICT engagement for an increased number of their teachers. The clusters provided a forum for
such exchanges and the process over the duration of the project became embedded in their modus
operandi.

Indicative Comments: 'We visited other schools and that was a great opportunity for professional
learning'/ 'Looking and discussing ICT practices in similar schools, as well as quite different places,
was a learning experience for many of the teachers in our group. It was to my way of thinking a good
example of peer-to-peer and peer-from-peer learning. It was very interactive but not at all
competitive'

10.Economy of scale

ICT is a cost-intensive consideration in any school's financial and human resource management
plan. This is the case irrespective of the size of the school, but is especially important for smaller
establishments, who often lack the critical mass in knowledge and resources to maintain digital
progress. Such schools can often be geographically isolated, alongside lacking reliable accessibility
to high-speed internet services, as noted by Deloitte & Ipsos Mori (2019). Research by the latter
indicated that only about 8% of European schools in rural locations had access to a reliable digital
service provider. Yet, research elsewhere in the world has highlighted the importance of a
digitalised approach in curriculum and teaching (Falkner, Vivian & Falkner, 2014). The recent Covid
pandemic has brought this into sharp focus, an observation that several of the cluster schools had
provided as feedback to our evaluation questions. Given the emergence of ICT as a fundamental
and embedded part of pedagogy, the risk of not maximising the benefits of cluster-based
professional development is significant. The adoption of a cluster-based professional development
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methodology enables a range of sharing strategies to be implemented, including equipment loan
and shared visits. The cluster was optimal in size, allowing for effective management of sharing.

Indicative Comments: ‘We learned together, from each other. If this project had used a more
individual approach | might not have got as much benefit from it' / 'The parts | enjoyed most
professionally were the times when the session enabled us to be paired with another teacher so we
had very deep discussion about what we did and how it helped our teaching'.

Note

We have placed emphasis on collating narrative evidence in this project: the words and articulated
thoughts of the participating staff in schools have been highlighted as they are a credible
articulation of the concept of 'teachers talking to teachers' - in other words, a collaborative, peer-
to-peer focussed community of professional learning. We have purposely avoided representing
these interactions in the form of metrics or quantification, as this - it is our contention - reduces
the opportunity to gather a real-world view of the project's impact. As an example, we illustrate in
Table 4 - and in an abbreviated format - our data summary based on transcript analysis of narrative
data drawn from the data sources we have used to. This highlights the extent to which each of the
enablers mentioned has been prioritised in the school clusters across the project.

Table 4: Quantitative illustration of prioritised enabling factors in the project's cluster groups

(Cluster Level)

Common ICT theme 1 171 (n=utterances in all datasets)
Reachable Goal 2 156

Funding 3 148

Agreed Understanding 4 130

Shared Resources 5 114

'Talking Heads' 6 |81

Recognition & value 7 |70

Connect to knowledge base | 8 64
Comparing practice 9 51

Economy of scale 10 21
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Macro (national) factors

Table 5: Summary of prioritised 'Enabling Factors’ at Macro or National level

Executive Support 1
Distributed Leadership 2
Teacher Training 3
Local Empowerment 4
Celebrating Success 5
Financial Support 6
Measuring Progress 7
Empathy and Support 8
Dissemination 9
Future Vision 10

1. Executive support

The support of the relevant government body is essential for the successful embedding a digital
culture within schools. It has been regarded as a priority by governments across the globe, and
support from the centre for the establishment and enhancement of an effective ICT policy for
schools is regarded as ' the need to develop human resources capable of responding to the
demands of the information age and to nurture ICT literacy and skills through education, training,
and lifelong learning' (Kozma, 2008). As a result, all EU Member States (including those represented
in the MenSI project) have national policies and strategies to support ICT development, including
notably during the years of compulsory education. All are signatories to the European Union Digital
Action Plan (2021-2027), whose Priory 2, Action 7 is focused on developing common guidelines for
teachers and educators to foster digital literacy and tackle disinformation through education and
training. Both AS and CS regarded central support as the primary and principal enabler.

Indicative Comments: 't is very reassuring that high-level support is there for this work and
especially for when we try out new things in our own school. To have approval from government
and to know they are supporting us is very reassuring' / 'Having a national approach makes a lot of
sense because we know that other schools...their expectations and... are the same as other schools.
I don't think my being here [in the project] would be possible without this central support'
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2. Distributed leadership

There has been widespread attention given to leadership approaches which reflect the need for
whole schools to be able to become actors in any change process. In ICT, ownership of innovation
at school level is strongly associated with this. Cluster approaches, which are characterized in MenSl|
as mechanisms for creating innovation opportunities, promote shared involvement and
responsibility for the project activities: in this sense, the viability of a 'learning community' such as
a MenSl cluster is realized if the tasks, roles and opportunities for involvement are distributed. AS
schools have sought to model the characteristics of distributed leadership' in order to empower
teachers from participating AS (van Dartel, 2013). As such they are locations where 'individuals
share their skills, competences, and the nature of the work they perform in an organization they
learn from each other, communicate and collaborate. The participation of community members in
the organization's activities, support for the initiative, involvement in decision-making, the
distribution of power and activity among different members of the organization, formal and
informal leaders are important factors as well' (ElImore, 2000). Whilst these features are generic to
leadership and not ICT-specific, they are nevertheless macro factors recognized as significant
enablers by MenS| partners. In other words, building ICT capacity of the system from all areas of
school leadership, teacher, middle leaders and senior leaders is enhanced by distributed, 'power-
sharing' approaches.

Indicative Comments: 'We do feel as though we have a role to play that's important and... well |
do...feel recognized and valued because | help to make decisions. We are always asked...' / 'A
challenge is to show our CS that they can take control, they're proficient and able to take things
forward themselves...fly solo, | suppose'.

3. Teacher training

The kind of professional development that is intrinsic in the MenSI process cannot occur when
policy orientation in teacher training and professional development restricts contextual decision-
making and local responses to needs. The teachers who are regarded by as most invested in the
project's operational processes and in applying its approaches beyond the project's own work
programme are those who have experienced an initial teacher training programme in which ICT
itself has been flagged as a pedagogical requirement. Moreover, systems that connect initial
teacher preparation programmes with subsequent continuing professional development (CPD) are
more inclined to provide the necessary conditions for the professional growth of teachers in respect
of ICT. They offer ongoing capacity building to ensure system capacity to meet a defined skills
agenda to ensure that students are equipped to enter the labour market. A continuous system of
joined-up, incremental support (both in terms of policy focus and ICT leadership at system level) is
noted as fundamental; thus, OECD (2018) states that ' While the selection into the teaching career
and teachers’ initial education are critical to ensure that new teachers are competent and prepared
for their work, initial preparation alone cannot prepare teachers for all challenges they will face
during their career. Continuing professional learning is therefore vital for teachers to refresh,
develop and broaden their knowledge, to keep up with changing research, tools, practices and
students' needs'. Leadership from the centre add value and kudos to any initiative — these are the
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champion of the desired change — this can be replicated in clusters and schools. This linkage and
continuity is recognized at all three levels of our analysis in the MenSI data,

Indicative Comments: ‘Until this [MenSl] came along | sort of felt that | was left a bit on my own,
even after good experience as | was being trained...| caught on to things mainly by accident'/ 'This
project has been getting good results, in my school anyway, because it has the weight of our policy
behind it, and that's definitely very joined up and gives me an idea of where to go next'.

4. Local empowerment

One aspect of distributed leadership relates to the extent to which administration is enabled to
assume support and shared oversight of the progression towards a digital culture in local
jurisdictions. A clear line of managing knowledge transfer for ICT, from state/national level through
to schools and other educational spaces, is therefore enabled. The value of a ‘thinking local to acting
global' has been recognized across all aspects of school-based education (Townsend, 2011). He
argued that, in such a systemic structure, 'Strategic intent offers staff an enticing spectacle of a new
destination. It is broad enough to leave room for considerable experimentation in how to reach the
destination. It constrains the ‘where’ but not the ‘how’, so creativity is unbridled'. In MenSl clusters,
the expertise in a geographic area is both a starting point and a stimulus for further digital enquiry
so that new skills and knowledge can be accessed, nurtured, grown and transferred. There is,
amongst all three levels, a sense of participating in a shared journey which has a shared destiny.

Indicative Comments: 'Our region has a strong educational values and structures. The schools aren't
operating in a vacuum and know there is a good source of knowledge and advice' / 'Some of the
MenS| sessions were visited by administrators from the locality and that's good as it shows us all
that they know what we are working on has value and fits in with the way that policies have been
formed".

5. Celebrating success

It is fair to state that, in many parts of Europe, teachers do not actualize the positive contributions
that they make, both in concrete, educational terms (for example, student academic progress) and
also in being a significant actor in promoting inclusive cultures within wider society. Increasingly,
teachersin schools are faced with intense external scrutiny and demands for greater accountability.
These pressures emerge from stakeholders directly involved in education at school level (for
example, parents and local employers) as well as resulting from systematic national scrutiny in the
form of inspection of curriculum, teaching and school organization as part of a wider standards
agenda. There is ample research evidence from the last decade to illustrate that these conditions
have resulted in negative impacts on teacher 'resilience, self-efficacy social-emotional capabilities
and teachers’ reactions to their work' (McCallum, Price, Graham & Morrison, 2017). A fall-out
feature is an inhibition to 'celebrate success'. The MenSI project provides a range of opportunities,
at national level, for teacher performance and progress towards securing a digital identity in their
school that can be acknowledged in both the professional as well as the public domain.
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Indicative Comments: 'We have worked together doing something which, to my mind, is very
notable and new. So there could be a good way, well...several things...that this can be made more
visible, so that it is more publicized. Teachers do like praise sometimes, let's not forget' / 'There was
a discussion about rewarding us financially, but | think that is a separate more general question.
Being recognized for the value of what we've been working on is to me much more important’.

6. Financial support

The cost of supporting progression to a digital culture, whose effectiveness is measured in its
contribution to the economic, social and cultural well-being of a nation-state, is significant. EADSNE
(2013) emphasized that a prerequisite for successful development was an appropriate and
consistent level of funding, in so-doing pre-empting the findings from the MenSI project by a
decade': '...collaborative initiatives between various school-based, resource centre and research
teams require long-term commitments as regards funding'. This emphasis is brought into sharp
focus when the per capita expenditure of schools is recognized. For example, the Deloitte & Ipsos
Mori survey of ICT in EU schools, referred to previously, signaled the need to provide support at
national level for ICT development, stating that ' There is a clear need for digital education to be
further supported by the new Multiannual Financial Framework (2021-2027) in addition to national
and regional investments as well as cooperation between private and public stakeholders' (Deloitte
& Ipsos Mori, 2019). This should be viewed just as much as investment in the future — rather than
support for the present (even though this is essential). Education is an investment to grow
productivity and ICT is the future of productivity.

Indicative Comments: 'We are very aware that a lot of the resources we've played with and seen a
lot of value in will need financial input for us to have them as part of our school' / 'From my position
as a head-teacher I'd like to see each school being given money which was specifically intended for
technological resources. The cost of new computers and software, not forgetting the training that
teachers need, is too much for us to afford as things are’.

/. Measuring Progress

All national initiatives, devolved to local settings and individual schools, require monitoring and
evaluation. The high financial and human resource costs associated with digital development
require a robust assessment cycle to justify recurrent investment over a given development period.
This is an essential component of quality assurance in its own right, and it carries additional
importance during times when the funding of public services generally is under considerable
pressure. The MenSl schools (both AS and CS) utilized a widely recognized tool to do this (SELFIE),
which enabled individual schools to measure progress in their journey towards becoming more
digitally proficient. Many schools in the project used more personalized and bespoke approaches,
so that levels of progress against a range of key performance indicators, could be assessed. The
assessment process has to have in mind (a) realistic objectives (b) concrete outputs and (c) a specific
target audience in order that it functions as part of a continuous feedback loop.
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Indicative Comments: 'We made use of SELFIE to see what our baseline was and which aspects of
ICT we considered could be attainable as a result of our project involvement. It gave us confidence
that we used a recognized EU instrument in this process' /'l don't see that any kind of assessment
of our work, internally within a school or externally by someone who is independent as a threat at
all...I think it allows participants to add-value, as it should be approached in a supportive way'.

8. Empathy and support

National commitment to developing ICT as an embedded aspect of learning and teaching in
Europe's schools requires a consistent and uniform demonstration of empathy and support. The
existence of a recognized nation-wide policy, applicable to all schools, alongside a funding strategy
which enables schools and cluster groups to renew or introduce digital resources, are each
important, as stated elsewhere. But these concrete actions have to be aligned with and enhanced
by affective enablers - linked to the attitudes of the principal decision-makers at national level. They
have to demonstrate an open approach to listening to schools as well as analyzing data emerging
directly from them, in order to understand where schools are finding things most difficult and then
co-producing targeted support.

Indicative Comments: 'We have to have confidence to experiment and take risks. So | think it is really
important that we trust the Ministry...that they're going to back us with their words and
encouragement' /It is all about having the same voice and that there is a common effort so that
those people on the fringe who are not decided about which is best feel convinced that we're moving
in the right way'.

9. Disseminating ideas

Exemplification of ICT strategies, whether they relate to whole-school digital development or to
individual ICT initiatives which are classroom-based and linked to curriculum or pedagogy, are
highly influential as resources to support professional development. Modelling effective
approaches in ICT of schools, clusters and using technology to disseminate to others to build
capacity further and develop interest and buy in is identified as a key approach in effective
professional development (Van Velzen, Volman, Brekelmans & White, 2012). Moreover, it is widely
viewed that '...explicit modelling of ‘being a learner’ by teacher educators may provide the ‘glue’
required to make the domains of knowing and the layers of purpose in the complex pedagogy of
teacher educators more coherent for trainee teachers' (Boyd, 2014). Both the content ideas and
the cluster methodology adopted in the MenSI project may best be disseminated by a systematic
approach to making materials and strategies that teachers have found helpful: thus, modelled
examples from each country-cluster sample should be the basis for prioritizing the growth of
learning communities from local examples so that they have geographical presence at a national
level leading into the future.

Indicative Comments: 'The teachers | have talked to say that they've learned such a lot that's useful
for them. The big task now is to make sure that this information is transferred in a useable way so
that more teachers in our country can get a benefit' / 'There is a big job to do now that we have
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shown that this is workable as a way of increasing teachers' knowledge of ICT in the schools they're
in... we must transfer these ideas in ways that reach the biggest number of teachers'.

10.Future Vision

The future development of progressive education practices in Europe's schools is very much
dependent on a strategic plan which incorporates a collective vision. The MenSI project has
illustrated the co-dependency between bottom-up and top-down actions to generate conceptual
and practical ideas which have relevance to current ICT issues, practices and challenges and yet
also contribute to a roadmap for the future. OECD (2017) have provided a visual framework for this,
which those invested in the MenSI project have been reflecting to some extent. To ensure
effectiveness in embedding a digital culture - whether at school, cluster or national levels - a
coherent strategy for implementation is required. This requires a set of tools which reflect local
contexts and their priorities. But to reach individual schools - and therefore all learners - the
collective approach to establishing a way forward has to ensure the involvement of stakeholders at
all levels in the process of co-production. As OECD summarizes, ' Whether and how key
stakeholders are recognized and included in the implementation process is crucial to its
effectiveness'.

Indicative Comments: 'Our next step is to look forwards and to attempt to enlarge these clusters.
Learning from each-other in the way that we have been doing is not a high cost. It is an attitude' /
'Hard work and commitment is now needed, but especially we have to keep in mind that we all at
each stage whether in schools or in government, are learning all the time. Technological
development will be fast in the future and we have to keep pace with it in the education service’.

Note

We have placed emphasis on collating narrative evidence in this project: the words and articulated
thoughts of the participating staff in schools have been highlighted as they are a credible
articulation of the concept of 'teachers talking to teachers' - in other words, a collaborative, peer-
to-peer focused community of professional learning. We have purposely avoided representing
these interactions in the form of metrics or quantification, as this - it is our contention - reduces
the opportunity to gather a real-world view of the project's impact. As an example, we illustrate in
an Annex - and as an abbreviated extract - our data summary based on transcript analysis of
narrative data drawn from the data sources we have used to. This highlights the extent to which
each of the enablers mentioned has been prioritized in the school clusters across the project.
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Table 6: Quantitative illustration of prioritised enabling factors in the project's cluster groups
(Macro/National)

161 (n=utterances in all datasets)

154

149

110

74

69

58

53

42

30
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Successful ICT mentoring in school clusters - Maintaining
progress, promoting transferability

Individual school contexts have an influence on the views of the participants regarding what has
been a significant influence on the work they have undertaken during the project to develop
knowledge, skills and understanding as well as practical applications of ICT in learning and teaching.
Amongst the 120 schools in the project, the collated evidence indicated that all 24 of the AS were
locations where a majority of enabling factors were present (over 2/3 of those identified from the
3 levels of enablers). A significant proportion of the CS (over 50%) reflected that they placed an
emphasis on the 3 most frequently identified enablers.

On the other hand, alternative illustrations reveal a different balance between the priorities
perceived by each school. As we have highlighted throughout our reporting, this is occurring
because individual cluster schools reflect the specificities of their context; this informs their views
on what are their digital priorities and, therefore, signals their choice of action. Recognising this
contextual sensitivity is important as it also demonstrates the interactive and interdependent
nature of the enabling factors that we have discussed. In developing an effective cluster, these are
both bottom-up (from individual teachers and schools) and top-down (from ministries and
influential organisations, associations and agencies such as teacher unions).

From our data scrutiny it is possible to confirm that the 3 levels identified thematic were within
which the school, cluster and macro-level enablers can be grouped. The theoretical approach is
informed by existing studies regarding the development of effective school networks, which has
been a feature of teachers' professional development for many years (Chapman, 2008) and has
been a core element in the work portfolio of European Schoolnet during much of that time. For
example, llommaki and Lakkala (2018), in scoping innovations in applying digital technology in
schools, argue that an innovative digital school is one which features 'visions of the school,
leadership, practices of the teaching community, pedagogical practices, school-level knowledge
practices and digital resources'. But in order to make this happen there is a requirement to establish
'networking with other principals, administrators and other external stakeholders, which provides
new perspectives and promotes the creation of effective and sustainable improvement' (Harris,
2010). This is what the MenSI approach, captured in the model presented in this section of the
report, has demonstrated. In so doing it confirms an existing and authenticated knowledge base
regarding the benefits of networks and clusters in professional learning and their importance to
student achievement and well-being.

Our data illustrations have sought to identify the characteristics at each of the 3 enabler levels we
have scrutinised, using these data to propose a model for effective cluster development. But it is
important to recognise, when suggesting a 'model' for effective school clusters based on the factors
identified, that the level-enablers we have outlined often overlap.

Bearing this in mind, we believe that our data provides evidence that the clusters within the MenSlI
project operated most effectively when the enablers identified functioned in cluster contexts which
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were underpinned by some generic guiding principles and operational attributes. were apparent.
Each of the MenSI clusters were characterised, therefore, by:

Alignment and Focus (AF) - the most effective clusters have a common vision and a set of goals that
are reachable. These connect to a transparent and accessible plan, which is inclusive in its
development. It involves both top-down and bottom-up strategies, is multi-disciplinary and inter-
sectoral. There are associated measures to evaluate progress, and evaluation is based upon
supportive dialogue rather than 'inspection'.

Collaborative Enquiry (CE) - successful clusters make extended use of 'professional learning
communities', which are based on mutual trust and professional respect. It emphasises teacher
motivation and reward. Collaborative Enquiry does not exclude a focus on 'difficult questions', but
promotes instead the potential that long-lasting professional development occurs when teachers
can examine, review and share their own responses to change.

Collective Decision-Making (CD) - a consensus regarding the work of a cluster ensures that
ownership of both the successful outcomes as well as the challenges faced. A negotiated protocol
for cluster operation is required: this sets out a collaborative way of working which shares roles and
responsibilities equally, recognises and uses individual expertise and has an effective and clear
process for communication and making decisions.

Emphasis on Quality Leadership (EQ) - consideration should be given to the way in which the cluster
is managed and led. A focus on a hybrid approach to leading on ICT, with aspects of distributed,
instructional and transformative approaches at the heart of inspiring a diverse group of
professionals.

Challenge and Support (CS) - clusters should push the boundaries, explore new territory and take
informed and calculated risks. This is done in a climate of mutuality and cooperation, which ensures
that outlier views are taken into account.

Building Partnerships (BP) - the most effective clusters are outward-looking as well as being self-
reflective. They encourage connection and establish strong community relationships which are
confident with knowledge sharing to inform progress which assists in creating digital learning
communities.

Change Resilience (CR) - embracing change through digital innovation means accepting that the
excitement and tensions of the professional journey are stressors. The whole learning community
should recognise this, at all 3 levels of its operation: individual teachers, schools and the cluster
itself.

Each of these underpinning principles, which nurture and maintain the enablers we have
highlighted, are essential ingredients supporting the transferability of clusters. Figures 3, 4 and 5
(in the following pages) summarise this MenSI recommendation:
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Level 1: Enabling Factors Guiding Principles

Leadership and Shared

Vision
‘We rely on our head-teacher, who has knowledge and AF
interest in ICT but what is important to the teachers is

that she is such an inspiration”

CE

Agreed whole school ) ) o
policy and Contractual ‘Our policy on digital is like a go-to...almost

Agreement a bible type of thing. It is what we all use
and so we keep on the same page’ C D

EQ

‘Keeping up-to-date with ICT applications in our
curriculum is a big part of our CPD plan and because
we give it status it is well-attended”

CPD Plan and Resource
Allocation Model

CS

Maximising support ‘The big thing here is to make knowledge networks B P
and connecting with — in the school system or in our own communities.
community Involving parents has been very successful’

CR

‘One of our best people here is not fully qualified
yet as a teacher, but he’s got great experience in
an SME which developed software’

Champions and
‘outliers' and using
evidence

Figure 3: Maintaining progress, promoting transferability - Enablers and Principles (Schools &
Teachers)

Level 2: Enabling Factors Gl Prfirieles

. . . Common Theme /
‘Our cluster was quick to choose an ICT topic because Reachable Goal

it was something that everyone felt was a bit of a

challenge’
R Allocati
Agizz‘érﬁende?;:,:z?n/g ‘It would be foolish not to prioritise the need for a CE
good level of funding, if we honestly believe that
clusters work best’
‘ s Shared Resources /
...and clusters of schools working together has Talking Heads EQ

been an excellent way to learn together...it was a
stand-out thing in this project’

()

Recognition and Value /
Connecting with
Knowledge Bases ‘I've definitely thought more about continuing to BP
do...no, I think to do some higher study on this. It
will help in many ways’

CR

‘I was frightened...at first anyway...as other Sharing Practice /
q Economy of Scale

teachers in the cluster, well, | thought they knew

more. But | realise how valuable it is...”

Figure 4: Maintaining progress, promoting transferability - - Enablers and Principles (Digital
Clusters)

Text
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Level 3 Enablers _— —
Guiding Principles

Executive Support
‘Heads in our schools know that they have strong anfegl;;'sil::fd
support and commitment from the centre’
Teacher Training ‘If I had to say one thing about this it’d be about CE
and Local the quality of our teachers. We need to invest in
Empowerment them’
Celebrating Success
‘Like everything in education, it is expensive and that’s and Financial EQ
q q q Support
increasing. But our involvement has to be more than
words...financial involvement has to be there”
Measuring Progress
and Empathy and ‘No system can function without BP
Support accountability. We need to know that it
works...the teachers have been a good judge
about this’ C R
‘We like everyone else wants to bring this [project] to . o
scale...that is our expectation and our wish” Disseminating Ideas
and Future Vision

Figure 5: Maintaining progress, promoting transferability - Enablers and Principles (Macro &
National)

When we have sought evidence from MenSI participants we have sought to place an emphasis on
what they believe have been the positive, enabling aspects of their project involvement. It would
be unwise not to recognize that, during these various interactions, significant barriers were
mentioned in adopting a cluster-based approach to developing digital culture in schools with
mentoring at its heart. Acknowledging these contributes to building greater resilience because they
can help inform future strategies of support. Some of these barriers are worthy of mention, given
the frequency with which teachers participating in the project highlighted them as concerns. To
maintain our emphasis on promoting digital progress and transferability, these barriers are only
briefly sketched in this concluding section and do not include extracts from participant narratives
to deflect from the almost exclusively positive experience of the cluster participants.

The most frequently mentioned barrier to making further progress with cluster-based approach
relates to school autonomy. This is noted as an increasingly prevalent issue in education systems
where accountability (through school inspection as well as parental accountability) have become
major sources of professional stress. It is suggested that schools are being evaluated in a
meritocratic system, in which individual 'excellence’ rather than collective effort and enterprise, is
more valued.

Participants in the study revealed ongoing concerns about resourcing change in ICT application in
schools. It was apparent, across all contributing sectors in education and in all of the countries

D5.2 Final report: Documentation and analysis of mentoring practice (Part C) a—



involved in the project, that introducing teachers to innovative pedagogy or curriculum content
required continued funding commitment. This was explicit at all 3 levels of our investigation. When
funding ceases, cluster collaboration can be compromised, as has been well-illustrated elsewhere
(Stoll, 2013). Moreover, anxiety over future funding can deflect the work of clusters and stifle
innovation and exchange.

Access to new developments in ICT was also cited as a potential barrier in the feedback from
participants. The lack of availability of suitable digital curriculum content which has been trialed in
schools, alongside the difficulties posed in identifying and securing appropriate training in new ICT
pedagogies, are stated as a further barrier.

Attention has also been focused on those within the education system (teachers, school-leaders,
administrators and parent and community stakeholders) who hold a traditional view of the
curriculum, teaching and the way that schools should be organized to ensure that a status-quo is
maintained. Such resistors will often cite diverse explanations for an unwillingness to engage in any
change process - with funding concerns and negative impact on student attainment being
frequently referred to. Their risk-averse stance in respect of progressing digital content and
pedagogy can deflect energy and disrupt cluster development. In this regard, the challenges
presented to schools and education systems as a result of the Covid pandemic have had a perverse
yet positive impact on such attitudes. Responses to Covid necessitated changes from traditional
teaching as the principal mode of instruction, which required school- and system-wide adoption of
on-line teaching.

The enabling factors highlighted at macro or national level in this Deliverable provide a menu of
strategies and actions which can counteract the negative impacts briefly referred to. As the
diagrammatic illustrations in this Deliverable illustrate, enabling clusters to thrive is connected to
their importance and usefulness as a way of stimulating the involvement of teachers in continuing
professional development. The enablers signaled, dependent on the context of each cluster, are
validated by credible research evidence and, importantly, by the experiences of the MenSl
participants themselves.

D5.2 Final report: Documentation and analysis of mentoring practice (Part C) a—



‘ References

Arnove, R. (2010). Reflections on comparative education and international development.
Compare: A Journal of Comparative and International Education, 40(6), 827—830.

Bergroth, M., Llompart-Esbert, J., Pepiot, N., Sierens, S., Drazni, T. & Van Der Worp, K. (2021)
Whose action research is it?: Promoting linguistically sensitive teacher education in Europe,
Educational Action Research. Available on-line at
https://www.tandfonline.com/doi/full/10.1080/09650792.2021.1925570 [Accessed 14
November 2022]

Booher, L., Nadelson, L & Nadelson, S. (2020) What about research and evidence? Teachers’
perceptions and uses of education research to inform STEM teaching, The Journal of Educational
Research, 113:3, 213-225

Boyd, P. (2014) Using Modelling to Improve the Coherence of Initial Teacher Education. In P.
Bovyd, A. Szplit & Z. Zbrdg Teacher Educators and Teachers as Learners: International Perspectives
(pp.51-73). Krakow: Libron.

CEDEFOP (2016) Application of learning outcomes approaches across Europe. A comparative
study. Luxembourg: CEDEFOP. Available at https://www.cedefop.europa.eu/files/3074_en.pdf
[Accessed 10 November 2022]

Christopher, C. (2008) Towards a framework for school-to-school networking in challenging
circumstances, Educational Research, 50:4, 403-420.

Darling-Hammond, L., Chung, R. W., Andree, A., & Richardson, N. (2009). Professional learning in
the learning profession: A status report on teacher development in the United States and abroad.
Oxford, OH: National Staff Development Council.

Deloitte & Ipsos Mori (2019). 2nd Survey of Schools: ICT in Education. Luxembourg: European
Commission. Available at https://data.europa.eu/euodp/data/storage/f/2019-03-
19T084831/FinalreportObjectivel-BenchmarkprogressinlCTinschools.pdf [Accessed 11 November
2022]

Dunning, D. (2011). The Dunning-Kruger effect: On being ignorant of one’s own ignorance. In J.
Olson & M. P. Zanna (Eds.), Advances in Experimental Social Psychology (vol. 44, pp. 247-296).
Elsevier.

D5.2 Final report: Documentation and analysis of mentoring practice (Part C) “—



European Agency for Development in Special Needs Education (2013). Information and
Communication Technology for Inclusion — Developments and Opportunities for European
Countries. Odense: European Agency for Development in Special Needs Education

European Agency for Special Needs and Inclusive Education, (2019). Preventing School Failure:
Examining the Potential of Inclusive Education Policies at System and Individual Levels. (A.
Kefallinou, ed.). Odense: European Agency for Development in Special Needs Education

European Commission (2009), Key competences for a changing world. Draft 2010 joint progress
report of the Council and the Commission on the implementation of the “Education & Training
2010 work programme: http://eur-
lex.europa.eu/LexUriServ/LexUriServ.do?uri=COM:2009:0640:FIN:EN:PDF

European Commission (2010) A whole school approach to tackling early school leaving. Brussels:
Directorate-General for Education and Culture Available at
https://education.ec.europa.eu/sites/default/files/document-library-docs/early-leaving-
policy_en.pdf [Accessed 12 October 2022]

EEA (2022) Guidelines for teachers and educators on tackling disinformation and promoting digital
literacy through education and training Available at:
https://education.ec.europa.eu/news/guidelines-for-teachers-and-educators-on-tackling-
disinformation-and-promoting-digital-literacy-through-education-and-training [Accessed
November 3 2022]

Evers, J. & Kneyber, R. Eds. (2016) Flip the System. Changing Education from the Ground Up.
Oxford: Routledge

Falkner, K, Vivian, R. & Falkner, N. (2014) The Australian Digital Curriculum: Challenge and
Opportunity. Sixteenth Australasian Computing Education Conference. Auckland, NZ.

Georgiades, N.J. & Phillimore, L. (1975). The Myth of the Hero Innovator. In C. Kiernan & F.
Woodford (Eds.) Behaviour modification with the severely retarded (pp.313—319). Amsterdam:
Associated Scientific Publishers.

Harris, A. (2010). Leading system transformation. School Leadership and Management, 30, 197—
207

llommaki, L. and Lakkala, M. (2018), Digital technology and practices for school improvement:
innovative digital school model. Research and Practice in Technology Enhanced Learning, 13, 25.
Available at https://telrp.springeropen.com/articles/10.1186/s41039-018-0094-8 [Accessed 11
November 2022)

Kozma, R. (2008) Comparative Analysis of Policies for ICT in Education. International Handbook on
Information Technology in Education. Paris: UNESCO

D5.2 Final report: Documentation and analysis of mentoring practice (Part C) “—



Louws, M., van Veen, K., Meirink, J & van Driel, ] (2017) Teachers’ professional learning goals in
relation to teaching experience, European Journal of Teacher Education, 40:4, 487-504,

McCallum, F., Price, D., Graham, A., & Morrison, A. (2017). Teacher wellbeing: A review of the
literature. NSW: Association of Independent Schools of NSW.

Meirink, J. A., Imants, J., Meijer, P. C., and Verloop, N. (2010). Teacher learning and collaboration
in innovative teams. Cambridge Journal of Educucation. 40, 161-181.

OECD (2018) OECD Teacher' Professional Learning (TPL) Study. Design and Implementation Plan.
Paris: OECD.

Oecd (2017) Education Policy Implementation: A Literature Review and Proposed Framework
OECD Education Working Paper No. 162. Paris: OECD. Available at
https://www.oecd.org/officialdocuments/publicdisplaydocumentpdf/?cote=EDU/WKP(2017)11&d
oclanguage=En [Accessed 05 October 2022]

OECD (2020) Effective Policies, Successful Schools (PISA 2018) Volume V. Paris: OECD. Available at
https://www.oecd.org/publications/pisa-2018-results-volume-v-ca768d40-en.htm [Accessed 10
November 2022]

Postholm, M. (2018) Teachers’ professional development in school: A review study, Cogent
Education, 5:1.

Probst, G. & Borzillo, S. (2008) Why communities of practice succeed and why they fail. European
Management Journal 26(5): 335-347.

Ravhuhali, F., Kutame, A. & Mutshaeni, H. (2015) Teachers’ Perceptions of the Impact of
Continuing Professional Development on Promoting Quality Teaching and Learning, International
Journal of Educational Sciences, 10:1, 1-7,

Scola Europaea (2018) Council Recommendation of 22 May 2018 on key competences for lifelong
learning (Text with EEA relevance) (2018/C 189/01).

Stoll, L. (2015) Three greats for a self- improving school system: pedagogy, professional
development and leadership: executive summary (Teaching schools R&D network national themes
project 2012-14). London: Department for Education (DfE).

Townsend, T. (2011). Thinking and acting both locally and globally: New issues for teacher
education. Journal of Education for Teaching. 37. 121-137.

van Dartel, N. (2013). Distributed Leadership in practice. A descriptive analysis of distributed
leadership in European schools. Brussels: ESHA/ETUCE

D5.2 Final report: Documentation and analysis of mentoring practice (Part C) “—



3

Van Velzen, C.,, Volman, M., Brekelmans, M. & White, S. (2012). Guided Work-based Learning:

Sharing practical knowledge of teaching with student teachers. Teaching and Teacher Education,
28,229-239

Zwart, R., Wubbels, T., Bolhuis, S. and Bergen, T. (2008). “Teacher Learning Through Reciprocal

Peer Coaching: An Analysis of Activity Sequences.” Teaching and Teacher Education 24 (4): 982—
1002.

D5.2 Final report: Documentation and analysis of mentoring practice (Part C) “—



Annex 1

Indicative transcript extract - Cluster
school interview

CLUSTER COUNTRY 4- 25th Nov 2021

[Interview Preliminaries]

Can you start by generally giving some immediate feedback about the project in
your school, its background & progress?

Yeah, | would first start with something that we always try in our school and that is really to put
our students in the middle of what we are doing at our school, and we don't want to teach them,
just lessons and what is in curriculum.

We really want to prepare them for whole life education, and really soon. Our principal said that
the key to debt is a permanent training of its teachers, and to have supporting atmosphere in
school.

Maybe we can always make everyone participate in elections.

You know trainings, try some new things that are like popular in or innovative in school, but it's
important to have a structure in a school that will support every teacher who wants to.

And | think that we really well managed that in our school, and that all teachers who want to get
upgraded who want to get the really great trainings, increase and outside of CLUSTER COUNTRY,
are really able to do that in our school, and one teacher starting something at a time, started to
sharing good debt ideas and experiences with other teachers.

And now we are really position that the past eight years, we've really become recognizable for our
work with ICT in schools, and many of our teachers started using ICT in school, that just to,
because it's popular in your training in a school systems, but because we really found that it's, it
has good purpose for our students and that it can make our classes more interesting. And that our
students can have their learning goals and learning outcomes.

Learning Outcomes easier, and that it will be more effective to them and what they are doing.
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And it really spread, not only in our school, but it's spread outside our school because many of our
teachers were mentors when they started the implementing new curriculum in CLUSTER COUNTRY.

Now we are filming video lessons. During this pandemic situation that are aired on national TV.

Our principal started using in his spark is mature technology as it is possible because he found that
it's easier for him.

And when we need to collaborate and some documents, for example, when we were preparing the
lecture letter for men see project.

We were also doing most of it online with in some, like one note or programs that make people
collaborate easier when we are not the full in the school and also we had some teachers who were
killed during sometimes, but they could participate it if they wanted. We're also our pedagogy and
our psychology and special needs teacher also started using good technology.

When they make some exams or some tests for students with special needs. And | they found that
it's also a way in which they can implement ICP and, in which it can be useful, and more easier and
more systematic for them to.

So now we are practically using ICT on a whole level in our school, and we are sharing this really on
a national level and have some international projects.

So I think that now this is like some dope or some crown, where it was recognized, really, that
sounds absolutely brilliant. And | can see that the use of | see it seems like a real systematic
training, throughout the school the teacher the staff readily.

Accepting the technology the staff were also very keen to learn and take up the training. Yeah, |
think, good thing was we had some generation changes.

We got new principal and some new teachers were all principal like O years ago when | started
looking at school asked if we want to have a student diaries online is a project, eat, namely cannot
the on the paper way. To us like don't you say that you want that I'm going to retire in a few years,
I don't want to learn anything new. And now we're in that the change of generations.

We have a new principal who is motivated in using of ICT and it really in the past eight years,
changed the whole structure in our school.

D5.2 Final report: Documentation and analysis of mentoring practice (Part C) a—



You mentioned that your practice, obviously is being shared with other schools
nearby and you also use the TV as well. What about the government? Has the
government taken up some of your practices and recommendations and is the
government doing anything with those at policy level?

I'm not sure what they are doing with ministry | know they are financially supporting those projects
of ministry of education you reach some of our teachers are participating.

So yeah, our ministry is a....I need a word sorry ministries, actually supporting us teachers to do
that and it really is also on financial way, and don't be a quick, equipment, because for example,
during this implementation of curriculum.

All students got tablets, all teachers in CLUSTER COUNTRY got the laptops, so they did there is a.
Yeah, they supported the first thing with the equipment, and then it, those teachers who wanted
to do something on national level, more example of these sports or when they were implementing
the new curriculum, five of our teachers and principal mentors who were going to other schools,
and teaching them about what we were doing and how we did it and what can they do in their
school and it was also supported financially by the Ministry of Education. Good. Ok.

Ok now very good understanding as to why you've been, you know, identify this in advance, cool.

What do you see as the characteristics of an advanced group in ICD private [ICT
deployment] and use?

So, yeah, | think | said yes some of those | love it, you said yeah, this whole school approach, and
using ICT, not only classes but also in school organization, in collaboration between teachers
between projects.

And | think this motivating part is extremely important because in CLUSTER COUNTRY the school
system is that if you don't want, you don't have to do any trainings at all. You need some amount
of hours if you're going to get upgraded.

You know we always have some teachers who are happy at the situation where they are, they
think that they learned everything they need you don't during their college.

So it's really up to the principal and the school to motivate their teachers to start using technology
and to make some innovations to participate in projects, and this other thing is about learning
outcomes, who are the most important in our curriculum that we don't just use ICT because
someone said that we should, but ICT should have purpose in classes. Yeah, absolutely and in the
community in terms of the training where are the teachers, how do they get the training or the
sent to particular places workshop. So, you know, how does that happen before pandemic.

Most of our trainings were live. We had it on regional and international levels, and every mount
we have some feature councils and usually someone shares their ideas and some projects that
they participated or some new tools that they find out they tried with students and that we're
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really well accepted by students, and in our school we are divided in several groups according to
our subjects in similar areas, for example language and history, music and art is one.

Geography chemistry, biology, math, ICT is a second. And we have teacher meetings, a few times a
year, where we share our ideas for example, we had one of that yesterday, where my colleague
and | shared our experiences as Microsoft innovative educator experts, because now they're
opened the nominations until December . And we know that some teachers in our school would
like to participate in that project.

So we shared our experiences during the. This projects and what we try with our students how we
get educated. So, now, we are trying to help them to make nominate self-nominations for
themselves. So it's one of the part where most of the training comes. But now when pandemic
started, most of it got changed to online.

And we kind of missed this human touch in education, but | think that it also brought something
good, because for example, school with the finance only if you go on your own regional content.

Teacher meetings. Okay.

What about communication with others in the cluster?

You could go to other parts of CLUSTER COUNTRY because you had the lessons and usually
several working days. And now when it online and it's usually in the afternoon, or earlier in the
evening. We can literally participate in any regional teaching meeting that we want, if we some
subjects or teams that are interesting to us or we found them relevant to our work.

So | think those experiences of sharing practices really spread and they're great. And some
teachers in CLUSTER COUNTRY, started some projects like web classroom

They put the ad they put it on Facebook. They made a Facebook group. And now they're starting
those online trainings like every week, and you can participate in whichever you want.

Yeah, now we are actually having more opportunities to get trainings, because it's online.

So | think. I mean, okay so | think in terms of if you could describe it, understand what you're
doing this is this is obviously leadership, this is all of you get together.
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But if you could actually describe in a couple of sentences the approach you have
taken. If we were to say we want to make sure that we take this sentence and
we say, this is a great approach to ICT deployment in schools, what would you
say?

I would say that the great thing is to start with smaller steps. And actually, in our school started
eight years ago when we were one of five school who were creating national curriculum for
internet safety and. Okay. That project targeted students, teachers, and we called Little Helper for
parents, and that was actually something that combined everything that was important to us in
that relationship between teachers, parents and students.

And we got the opportunity to work with three other schools on that project and one of them
actually a guy who was later also helper of the Ministry of Education in CLUSTER COUNTRY, and
she got the many trainings from European Schoolnet and Microsoft, before we knew the
possibilities we had. And when she shared, all that experiences during the project and went to XXX
and to XXX to see how your school system works. Some of the teachers went to Brussels to the
future classroom lab experiences and we had small group of people who got a lot out of
that...brought it back.
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Annex 2

Data analysis: Indicative examples of

coding frames

Table 7: Coding illustration of prioritised enabling factors (Individual schools & teachers)

TRANSCRIPT EXAMPLE

1ST LEVEL CODE

2ND LEVEL CODE

THEME

'‘Because we got a principal who is a strong
character | think that's important. It is needed if
we have some teachers who are not so good at
changing their practice in their class'

Dec.Making. (DM)

Lead. Style (LS)

Leadership

'I connect with the aims we have and | am
excited because what we aim for is a school
which goes beyond the present day...we have to,
because our students will live in a different
world'

Aims (AM)

Concept.Ag (CA)

Shared Vision

'We have a good policy about ICT because | think
that most of us connect a lot with it. It is a guide
for us and is used to evaluate how we do, but it
is the best way to keep our focus on essential
technology in our teaching'

School Org (SO)

Roles & Resp (RR)

W/S Policy

'I am confident that | can get hold of the ICT
equipment that | need and that's important
because when | see new ideas, which always cost
money, | want to be sure | have the kit to make
them happen in my own ...teaching'

Finan.Plan (FP)

Fund. Model (FM)

Res. All Model

'I get encouragement to update my knowledge
and in fact that's a good thing about it here. We
know that we can get the training to do new
things because the school is systematic about
that'

Applied Know (AK)

Prof Progress (PP)

CPD Plan

'At the interview | was asked directly about ICT
and my knowledge of it...(l) didn't realise it then
but it is a big part of getting a job here'

Employ. Cont. (EC)

Terms & Con (TC)

Role Spec
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TRANSCRIPT EXAMPLE

1ST LEVEL CODE

2ND LEVEL CODE

THEME

'As a school we rely on getting help from experts
outside of the school. ICT is a very big field'

Interdiscip. Act

External Inp (El)

Max. Support

'Getting our parents on board with our digital
ambition has been a big effort. We have made it
because they're so important as reinforcers and
actually as co-educators'

Parent & Fam (PF)

Local S'hold (LS)

Con. with Com

'XXXXX here is the guy that we will go to. He is a | Influences (IS) Ideas Capital (IC) Champions
brilliant and very knowledgeable teacher'
'I want to see proof that what we do actually is | Ed. Research (ER) | Meth. & Inst (M) Using Evid.

working. And it is not just student scores and
how they are formally, it is also about them
being good, social individuals. So we need to use
a lot of different information to show that we are
making progress'

Table 8: Coding illustration of prioritised enabling factors in the project's cluster groups

TRANSCRIPT EXAMPLE

1ST LEVEL CODE

2ND LEVEL CODE

THEME

'Looking back...the importance of the first
meetings and finding something that we had all
at the top of a list of must-do things. that was so
important’

ICT/Dig (ID)

Curric. Discip (CD)

Com. ICT Theme

'Getting started in a way that made us not think
that this was just another theoretical thing with
not much value to us, and with things that we
could get to easily and then make happen in our
own schools. That sharing of an idea...so

important’

Curric Obj (CO)

Curric Target (CT)

Reach. Goal

'If teachers talk together they are more in a
listening mode, they take notice and pay
attention because it is based on experience and
they respect that. The chance to meet and get
right in to things that affect me is a very good

thing about these groups'

Prof Disc (PD)

Teach Dialog (TD)

Talking Heads

'We all agreed a way to work together, that's | Comm. Task (CT) Co-Teach (PT) Agreed Und
greatisn't it'
'We formed a good link with all the others | Res. Use (RU) T. Materials (TM) Shared Res.

[schools] and that had advantages. XXX [school]
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TRANSCRIPT EXAMPLE

1ST LEVEL CODE

2ND LEVEL CODE

THEME

is quite small [school] and we were able to use
lots of different ideas and equipment’

'I have a lot of responsibility for getting us to be
more digital in our teaching, and my job is made
easier if | have at the start of each school year...|
have money set aside for spending to support
ICT so that its protected, even when there is a
problem in other areas'’

Res. Audit (RA)

Priority funds (PF)

Earmarked Res.

'Doing this is brilliant for me...a good experience
but also good for my profile because like others
| want to improve, be promoted'

Int/Ext Rew'd (IE)

Career Advan.(CA)

Rec & Value

'We have to base anything we are going to do on
evidence that it has a good chance, the best
chance of working'

Subj. Know. (SK)

Repository (RY)

Con. to Know. B

' have learned more in a day visit to the AS than
maybe than a full year or more. it was relevant
to me'

Intern. Netw. (IN)

ICT Multiplier (IM)

Comp. Practice

'We have all learned from each other and we've
been sharing in the approach that has been
used, so we have been getting lots of ideas, lots
of new information that maybe in another
approach wouldn't have...well, maybe not been
so good'

Critical Mass (CM)

Scaling Up (SU)

Econ. of scale

Table 9: Coding illustration of prioritised enabling factors at macro/national level

TRANSCRIPT EXAMPLE

1st LEVEL CODE

2ND LEVEL CODE

THEME

'As a head of a school | need to know that I'm
trusted and I've got support from the Ministry.
Its knowledge and connection to what digital
can bring, sure. But its emotional support...it's
vital and to do this, make this move forward as
schools we have to have this'

Ministry/Gov(MG)

Top Down (TD)

Exec. Support

'Our ICT directed by skilled teachers, head-
teachers who are the closest to the action'

Shared Resp. (SR)

Roles ' Resp (RR)

Dist. Leadership

'This country's digital future will be inspired by
education. We have to be sure that our teachers,

right from the very beginning, see how

Initial Prep (IP)

Prof. Dev (PD)

Teacher training
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TRANSCRIPT EXAMPLE 1st LEVEL CODE

important they are to creating citizens who'll
help us build..."

'Ideas on developing an effective way of using | Distrib. Lead (DL)
ICT in schools come from the top and the
bottom, if that's not too simple a thing. Teachers
in schools have to know that their ideas are just
as important’

'In education anyway, there is not enough value | Praise & Ack (PA)
or publicity especially placed on the success that
teachers have. Showing this more widely is an
excellent way of promoting these ideas and
gaining acceptance for them'

'Plans for a more highly digitally aware system | Target Funds (TF)
in schools only work if at policy level the plan is
supported by a funding plan. That is essential in
my experience in schools and in administration’

'There will be less chance of support for new | Perf. Indic (Pl)
developments if the schools don't provide
evidence to show a link between the application
of digital pedagogy and the attainment or
progress that their students are making'

'Teaching is very stressful and new ideas add to | Soft Skills (SS)
that. So creating a feeling that teachers are not
isolated, that there is a realisation about the
practical things they face, will be a factor in
helping them'

'Getting the ideas out to other schools outside of | RangeMedia (MD)
a project like this presents a big potential to
build on what has been achieved by our small
group'

'Having a next step in mind, a strategy for what | Sustain Action(SA)
comes next or a 3, 4 or 5 year plan which plots
out the future will make a big difference’
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